
LEABHARLANN CHOLAISTE NA TRIONOIDE, BAILE ATHA CLIATH TRINITY COLLEGE LIBRARY DUBLIN
OUscoil Atha Cliath The University of Dublin

Terms and Conditions of Use of Digitised Theses from Trinity College Library Dublin 

Copyright statement

All material supplied by Trinity College Library is protected by copyright (under the Copyright and 
Related Rights Act, 2000 as amended) and other relevant Intellectual Property Rights. By accessing 
and using a Digitised Thesis from Trinity College Library you acknowledge that all Intellectual Property 
Rights in any Works supplied are the sole and exclusive property of the copyright and/or other I PR 
holder. Specific copyright holders may not be explicitly identified. Use of materials from other sources 
within a thesis should not be construed as a claim over them.

A non-exclusive, non-transferable licence is hereby granted to those using or reproducing, in whole or in 
part, the material for valid purposes, providing the copyright owners are acknowledged using the normal 
conventions. Where specific permission to use material is required, this is identified and such 
permission must be sought from the copyright holder or agency cited.

Liability statement

By using a Digitised Thesis, I accept that Trinity College Dublin bears no legal responsibility for the 
accuracy, legality or comprehensiveness of materials contained within the thesis, and that Trinity 
College Dublin accepts no liability for indirect, consequential, or incidental, damages or losses arising 
from use of the thesis for whatever reason. Information located in a thesis may be subject to specific 
use constraints, details of which may not be explicitly described. It is the responsibility of potential and 
actual users to be aware of such constraints and to abide by them. By making use of material from a 
digitised thesis, you accept these copyright and disclaimer provisions. Where it is brought to the 
attention of Trinity College Library that there may be a breach of copyright or other restraint, it is the 
policy to withdraw or take down access to a thesis while the issue is being resolved.

Access Agreement

By using a Digitised Thesis from Trinity College Library you are bound by the following Terms & 
Conditions. Please read them carefully.

I have read and I understand the following statement: All material supplied via a Digitised Thesis from 
Trinity College Library is protected by copyright and other intellectual property rights, and duplication or 
sale of all or part of any of a thesis is not permitted, except that material may be duplicated by you for 
your research use or for educational purposes in electronic or print form providing the copyright owners 
are acknowledged using the normal conventions. You must obtain permission for any other use. 
Electronic or print copies may not be offered, whether for sale or otherwise to anyone. This copy has 
been supplied on the understanding that it is copyright material and that no quotation from the thesis 
may be published without proper acknowledgement.



University of Dublin 

Trin ity College

Towards a Hermeneutic Understanding of Literacy 

Identity: Four Case Studies

Finin 6  Seaghdha

Supervisors:

Dr Ann Devitt (TCD) and Dr Sean Devitt (TCD)

A thesis written in fu lfilment of the requirements for the degree of 

Doctor in Philosophy (Ph.D.)

April 2014



TRWITY COLLEGE

LIBRARY DUBLIN

-fUjiS 105^3*



Declaration

I hereby declare that this thesis is my own work and has not been 

submitted as an exercise for a degree at this or any other university.

I agree that the library may lend or copy this dissertation on request.

Signed:_

Name:  0  S^<^^hdhS

Date:______ 0 / _____________________

i



Abstract

Rather than conceive of literacy simply as a set of decoding and 

comprehension skills, some scholars now consider literacy to be tightly 

bound up with individual's evolving sense of identity. While some studies 

have explored at the development of student literacy identity, more 

research is needed into the role that teachers play in that development. 

' Id e n t i ty ' according to Bauman, 'is the loudest talk in town; the burning 

issue on everyone's mind and tongue' (Bauman, 2004:17).

This qualitative study explores the literacy identity of four veteran Learning 

Support Teachers working in the Irish primary (elementary) school system. 

Recent research carried out on their work has indicated that it is an under

researched area and that there is need for further research into their 

professional lives. The current study focuses on the literacy identity of these 

four teachers in order to describe and understand how they 'authored' their 

literacy identities (Moje, 2004) -  how they enacted or performed their 

identities in the ir practice and how they represented them in their speech 

and in the ir writing.

Data were generated from four sources for each teacher over the course of 

a school year: audio taped classroom read aloud sessions, teacher's 

reflective journals and literacy histories; audio taped semi-structured 

interviews, and the researcher's diary. Data were analysed using a bricolage 

of methods. Bricolage allows the researcher to use multiple research tools 

to accomplish a meaning-making task and to engage in a 'fluid, eclectic, 

and creative approaches to inquiry' (Rogers, 2012:5). Sipe's (2008) five 

categories of adult ta lk, Carol Gilligan's 'The Listening Guide' (Kieglemann, 

2009) Thematic Analysis (Braun & Clarke, 2006) were used for data 

analyses. These data were built into four case studies, (Stake, 2000), one 

for each teacher. Finally cross case study analysis of the quintain (Stake, 

2006), was carried out to bring insights from the study, to light.

A number of themes were revealed, the most evident one being in relation 

to each teacher's competence as a teacher of literacy. Though each teacher



linked their competence to factors in their current practice, their literacy 

histories and their experience as teachers, the composition of that 

competence is different for each one. Other themes included the significant 

heroes who influenced their literacy development, the social nature of their 

literacy identities, and the multip licity of literacy identities that each teacher 

enacted.

The insights gained from the study in making the invisible, visible, centre 

around the complexity of each teacher's literacy identity. At a time when 

changes in policy are undermining teacher confidence with the introduction 

of new approaches to the teaching of literacy, these insights demonstrate 

how important it is to explore teacher's personal experiences and beliefs so 

as to understand the influences that shaped and continue to shape the 

development of their literacy identities. Some interesting insights emerged 

about the teachers' concepts about literacy. They held very traditional 

monolingual concepts of literacy that they defined mainly in terms of 

reading fiction. They could not imagine themselves as 'not readers' and 

were very adaptable within their own personal constructs as readers. 

However, new forms of literacy did not figure in those constructs despite 

the fact tha t they each used technologies as parts of their personal literacy 

practices. The insights highlighted the importance of allowing teachers 

respect, time and space in which to investigate their own literacy identities 

and to become aware of and consider, the influences that they bring to bear 

on their teaching of literacy.
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1. In troduction

1.1. Personal Statement

Dear, dear! How queer everything is today! And yesterday 
things went on just as usual. I wonder if I've changed in the 
night? Let me think: was I the same when I got up this 
morning? I almost think I can remember feeling a little 
different. But if I'm  not the same, the next question is 'Who 
in the world am I?' Ah, that's the great puzzle! (Alice in 
Wonderland, Lewis Carroll, 1865:37)

This thesis started as a great puzzle: Who am I in the world as a literate 

person and what is my literacy identity? Does it exist? Does it change? 

What is it made up of? Does everyone have one? Does it need to be 

explored? Is it the same for everyone? Is it personal to me? What does it 

do? Does it matter?

These questions arose out of my reflections on my educational history and 

on my own literacy history which, was characterised by feeling a little 

'd iffe ren t.' I had struggled to learn the basic skills of literacy for much of my 

primary school years, and despite being a proficient speaker of three 

languages from an early age, I was perceived by many of my teachers 

because of my difficulties with reading and spelling, as being lazy and 

careless. However, this was counterbalanced by parents who saw me 

differently and who gave me a very positive self-image as a learner and 

emphasised all the things I thrived at, many of them things outside of the 

school curriculum.

I eventually evolved into a reader, finished school and primary teacher 

training college and, like Alice, set out to answer the next great question: 

'Who in the world am I?' My interest in literacy is both a personal and a 

professional one. I was eventually diagnosed with a specific reading 

difficulty later in life but had defined my own literacy identity long before as 

a successful user and teacher of literacy.

I would now self-identify as a lifelong learner, a veteran teacher educator 

who worked as a primary school teacher for the first half of my forty-tw o 

year teaching career. I taught classes of children aged 6 to 12 years for a 

decade before becoming a special education teacher and learning support
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teacher. I had a natural empathy for those children who struggled with 

learning and especially those children for whom literacy was a difficulty. I 

marvelled at how easily learning came to some children and not others.

I invested in my own learning through courses in further professional 

development in literacy pedagogy and in children's literature. Meeting the 

writings of Alexander Luria (1976), Lev Vygotsky, (1979) of Mikhail Bahktin 

(1981, 1986) and the writings of scholars who were part of the New 

Literacy Studies (NLS) eventually gave me a context and personal 

philosophy for my own practices and beliefs. This led me to redefine myself 

both as a teacher and as someone who himself was a learner in relationship 

with other learners.

I was invited into teacher education two decades ago to work with teachers 

and Special Needs Assistants who were undertaking postgraduate courses in 

special education. I had specific responsibility for courses on literacy 

pedagogy and for courses on personal and professional reflection. 

Therefore, I brought 'm y ' two areas of responsibility, literacy and reflective 

practice together and began to think about identity studies and literacy 

studies and about literacy identity in particular. McCarthy (2001) and 

McCarthy & Moje (2002) were the first scholars I encountered who were 

exploring the connection between literacy and identity.

Over the years of working closely with teachers I have come to really 

appreciate how hard they work, how dedicated they are, how invested they 

are in the ir roles and how open many of them are to thinking about their 

own learning and about the teaching of literacy. They are constantly being 

advised and, in some cases, told what to do. But they are not always 

listened to. They are not always allowed time for reflection or time to tell 

their stories. I t  was this tha t led me to want to explore teachers' lived 

experiences of literacy as closely as I could through hermeneutic 

phenomenology. This process in turn allowed me to explore my own 

learning.

I set out to write this thesis with questions in mind, like those inspired by 

Alice (e.g. 'Who in the world am I?' and 'I  wonder if I have changed in the 

night?'), as I sought to gain an understanding of my interpretation of the 

literacy identity of four veteran teachers.
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1.2. In troduction

This qualitative research is a study of the literacy identity of four veteran 

Learning Support Teachers (LSTs) and is situated in the field of Primary 

Education in Ireland. I t  investigates how four support teachers' 

perspectives of the ir literacy identity transformed as they explored, 

constructed, deconstructed and re-constructed their personal and 

professional selves through a reflective autobiographical process.

LSTs were formerly known as 'remedial teachers' and are ex-quota teachers 

appointed to work with pupils in mainstream schools who are 'functioning at 

or below the 10th percentile on a standardised test of reading and/or 

mathematics' (Government of Ireland, 2004:1). Recent developments in 

Irish primary education has led to an expansion of this role to include their 

working with children who have special educational needs, with children 

from Ireland's indigenous Traveller Community, and with children for whom 

English is an additional language.

Some research (Day, 2005, 2010; English, 2012) explores the connections 

and interconnections between practices, beliefs, assumptions, perceptions, 

and interpretations tha t take place within the educational, professional, and 

personal experiences that shape teacher identity. This research was 

prompted by the researcher's own interest in literacy and in literacy 

identity. It seeks to contribute to the growing body of research on teacher 

identity and on veteran teacher lives. Over the past two decades authors 

such as Freeman (1995) have claimed that 'it  is imperative to examine how 

participants [i.e., teachers] construe their worlds [...] how [they] make 

sense of the ir environment and their experience' (Freeman, 1995:581). 

Goodson & Walker (1991) argue for the inclusion of the broader view of 

teachers' lives in educational research because life experiences and 

background are

... key ingredients of the person that we are, of our sense of
self. To the degree that we invest our 's e lf in our teaching,
experience and background therefore shape our practice.
(Goodson & Walker, 1991:144)

Recent research (Day, 2005; 2010) carried out in Ireland on the work of 

LSTs has indicated tha t it is a much under-researched area and that there is
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need for further research into the professional lives of LSTs. The current 

study focuses on the literacy identity of four veteran LSTs in order to 

describe and understand why and how they think and act in relation to their 

teaching of literacy. Day & Gu (2009) very eloquently and comprehensively 

outline the need for research into veteran teacher lives which, they believe, 

have not been sufficiently documented and investigated. They state:

As teachers grow older, so do the challenges of maintaining 
energy for the complex and persistently challenging work of 
teaching children and young people whose attitudes, 
motivations and behaviour may differ widely from those with 
whom they began their careers. Moreover, the ir own 
professional agendas may have changed in response to the ir 
experiences of many policy and social reforms, school
leaders and cohorts of students, as well as the ageing
process and unanticipated personal circumstances. The 
persistence of such combinations of challenges, which are 
part of the experience of most of those who work for 
prolonged periods of their lives in one occupation, may have 
begun to take its toll on the motivation, commitment and 
resilience which are essential to the willingness and capacity 
of teachers to maintain teaching at its best. (Day & Gu, 
2009:442)

The authors raise interesting questions in relation to the particular

characteristics of veteran teacher lives and highlight the need to understand 

aspects such as persistence and resilience -  factors that are very important 

if we are to maintain a teacher force made up of what they call 'the best'.

1.3. The Irish  Context

The College of Education Research Consortium (CERC), a short-lived

umbrella organisation comprising the research interests of the five colleges 

of education in Ireland, identified the documenting of Irish teachers' lives as 

one of its major research priorities soon after its launch in 2003. Up until 

tha t point, it was felt, little research had been done on Irish primary 

teachers' lives and lived experiences, unlike in other countries where a body 

of research into teachers' lives already existed (Goodson, 1992; 

Hargreaves, 1996: Henry, 1998; Rummel & Quintero, 1997; Romanowski, 

1997; Day & Leitch, 2001; Goodson & Numan, 2002: Ball & Goodson, 

2002).
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Some of the research tha t emanated from and around CERC included works 

by scholars such as Sugrue (2004) who explored the identity of student 

teachers and concluded that teacher education 'is about much more than 

competence. I t  is about values, beliefs and attitudes tha t contribute to the 

general climate and stance towards teaching and learning' (Sugrue, 2004: 

596). Morgan et al (2010) looked at the factors that contribute to feelings 

of wellbeing in young teachers. Other scholars who contributed to research 

include, Coolahan, 2004; O'Doherty & Deegan, 2009; Kitching, Morgan & 

O'Leary, 2009; Kitching, 2009; Morgan, 2011; Deegan, 2008; Conway, et al 

2011.

But of particular relevance to this study was Therese Day's 'Teacher Craft 

Knowledge in a Time of Change' (Day, 2005). In this piece of research, the 

author outlines the changes that have taken place for Learning Support 

Teachers (LSTs) since the introduction of the 'Education for Persons with 

Special Educational Needs' legislation (EPSEN, 2004) and the setting up 

under EPSEN of the National Council for Special Education (NCSE). The work 

of LSTs is governed by the Learning Support Guidelines (Government of 

Ireland, 2000) but has been impacted on both by EPSEN and by the NCSE.

Day (2005) writes tha t 'the findings of [her] current study, in line with the 

research literature, show that the work and more particularly the craft of 

the teacher is forever developing and being recast in the changing map of 

educational provision' (Day, 2005:22). Using both interviews and life history 

interviews. Day generated data looking at the nature and genesis o f teacher

craft knowledge as it pertains to LSTs. The results showed that teachers

relied on their craft knowledge in order to cope with the rapid course of 

change brought on by the change in the ir roles as LSTs. While Day (2005) 

situates this study within a wider piece of research which set out to 

'investigate the identity and work practices of ten learning support

teachers', the published study deals only with the subject of craft

knowledge (an aspect of identity and from which identity can be 

extrapolated) rather than LST identity itself.
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The questions being asl<ed in this study are:

1) How do these teachers represent the ir literacy identities in their 

practices?

2) How do these teachers represent their literacy identities in their 

writing?

3) How do these teachers represent their literacy identities in their 

discourses?

4) How does authoring the ir literacy identities inform /transform  

/re form  the ir literacy identities?

In many ways, the identity of veteran teachers as found in the research 

literature is somewhat subtle and nuanced. Whereas some veteran 

teachers' lives are being charted, recorded and examined, (e.g. Huberman, 

1993: Day et al, 2006; Day & Gu, 2009; Hardcastle Stanford, 2001) there is 

a need to look at the identity of the veteran teacher. Hardcastle Stanford 

states:

I found the real treasure in this study was the discovery of 
the group of remarkably strong, wise, positive, 
compassionate, and persevering teachers. How many others 
like them are in schools across the nation, battling 'the 
plight of children and youth in our decaying cities,' and doing 
so, unnoticed? Their days in the classroom are approaching 
an end. We need to listen to their wisdom before they go 
(Hardcastle Stanford, 2001:86)

Veteran teacher literacy identity needs to be explored, as their contribution 

to the Irish educational system is not being documented. Their identities 

have shaped, and have been shaped by, this system, and they retire from 

the profession each year. Their resilience, their knowledge and their 

understanding of how they lived their lives as teachers, departs with them. 

This is a huge loss to the profession. Their identities have been shaped by 

the positive and not-so-positive experiences of the individual teacher, by 

the school, by the community, by politics and by culture. Their stories need 

to be told, because, as Beijaard, Verloop, and Vermunt (2000) summarise 

in the ir statement on the implications of teacher professional identity 

development for a range of educational priorities:
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Teachers' perceptions of their own professional identity 
affect the ir efficacy and professional development as well as 
the ir ability and willingness to cope with educational change 
and to implement innovations in their own teaching practice 
(Beijaard, Verloop and Vermunt, 2000: 750)

This is particularly important at times of change when 'set ideas' m ight be 

challenged and new practices introduced that could cause the teacher to 

have to re-evaluate his/her practice.

Long-serving teachers in Ireland are experiencing a move from a child- 

centred curriculum (Government of Ireland, 1999) to a performance culture, 

characterised by targets and accountability within schools where, according 

to Ball (2003), 'value replaces values -  commitment and service are of 

dubious worth within the new policy regime' (Ball, 2003: 217). Williams 

(2006) posed the following questions as part of his exploration of his own 

literacy identity:

How do we literacy teachers consciously or unconsciously 
construct our identities, and how are these identities read by 
students? What happens when our identities shift in the 
classroom, in conference, or in commenting on student 
writing? How might more careful reflection on who we think 
we are and how we got tha t way help us to better 
understand how we teach reading and writing and how our 
students respond to us? (Williams, 2006: 587)

1.4. Thesis Outline

This thesis describes the qualitative study that was undertaken to explore 

the literacy identity of four veteran LSTs within the theoretical framework of 

Hermeneutic Phenomenology and informed by the literature on literacy and 

teacher identity. The ten chapters that comprise this study are now 

outlined.

Chapter 2 examines the literature across a range of topics relevant to the 

questions being explored in the study. I t  sets out to explore the literature 

on literacy and debate the current understandings of literacy as found in 

traditional and sociocultural theories. Luke & Freebody's (1999) 'Four 

Resources Model' is explored as providing a more balanced approach to the 

teaching of literacy. Then literacy is considered from the Irish schools'
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context. Because the thesis investigates the topic of literacy identity, 

identity is the second major topic to be explored. Identity is defined in 

terms of sociocultural theory. Moje & Luke's (2009) three assumptions 

about identity, tha t it is social, multiple and about being recognised by 

others, are explored and an understanding of identity arrived at. Following 

on from that section the next section looks at teacher identity and, in 

particular, veteran teacher identity. These are explored within the 

framework suggested by Moje & Luke's (2009) three assumptions about 

literacy. Literacy identity is then examined and the gap in the literature 

about veteran teacher literacy identity highlighted.

Chapter 3 begins by giving the research focus and questions tha t will frame 

this study. The philosophical basis of the study in Hermeneutic 

Phenomenology is examined in Section 3.2 and the research methods used 

are detailed in Section 3.3; procedures of the study are set out in Section 

3.4; the context for the study is given in Section 3.5 and data generation

through to data analysis are explored in Section 3.6. Data were analysed

using a bricolage of approaches. Carol Gilligan's 'The Listening Guide' 

(Kiegelmann, 2009) with Sipe's (2008) categorisation of teacher talk during 

read-alouds, Braun & Clarke's (2006) thematic analysis and Stake's (2006) 

multiple case study analysis are used to arrive at an understanding of the 

four teachers' literacy identities. Ethical considerations are explained in 

Section 3.7 and the piloting of data generation and analysis detailed in

Section 3.8. The timetable for data generation and analysis are briefly

explored and issues of validity, reliability, trustworthiness, and triangulation 

of data are explored before detailing the lim itations of the study.

Chapter 4 is a short chapter tha t gives a brief introduction to the four case 

studies tha t comprise this study. Factors common to all four case studies 

are given, including background, case study content and an account of how 

data were generated and analysed. The chapter concludes with an 

explanation of the coding procedures used for referencing the data in the 

following four chapters containing the case studies.

Chapters 5 to 8 detail the case studies for Annie, Annika, Brian and Freda, 

respectively. Each case study begins with a rationale and relevant 

background information about each teacher and his/her working conditions.
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Themes are identified from the data generated from classroom practice, 

written histories and reflections, and finally from discourses. The themes 

are synthesised into an understanding of each individual participant's 

literacy identity.

Chapter 9 synthesises the four case studies into a quintain (Stake, 2006). 

Themes are further synthesised using multiple case study analysis.

Chapter 10 sets out directions for future work tha t this research opens up 

as well as the contributions recommendations and conclusions that arise 

from it.
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2. Literacy Identity: A Review of Literature

2.1. Introduction

This chapter first explores the literature on literacy. I t  examines traditional 

cognitive-psychological approaches to understanding literacy and looks at 

sociocultural understandings of literacy, before viewing a balanced approach 

to the teaching of literacy. The review then considers the constructs of 

identity tha t will be explored in this research before detailing the 

understanding of identity tha t informs this study. Teacher identity will form 

the next part of the study, followed by an exploration of literacy identity, 

and in particular the literacy identity of veteran teachers. This current study 

deals directly with identity in the tradition of documenting the lived 

experience of four Learning Support Teachers, with the purpose of adding to 

an already existing body of knowledge.

2.1.1. The Current Study

Literacy Identity

Literacy Identity

Tratiiltcnal 
L>teracy SUtOies 

Balanced V e<«
Toachcr Utoracy 

Identity

four Resoofce McwJei

Veteran Teacher 
Literacy Identity

Sociocultural F ram ew o rk

Figure 2 .1 : O vera ll construct o f th e  lite ra tu re  re v ie w
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Three strands of the literature inform this research: literacy, identity, and at 

the ir confluence, literacy identity. The review will begin by exploring the 

various understandings of literacy and how the newer understandings of 

literacy hold a balanced view between traditional and sociocultural 

approaches. For the purpose of this study, an understanding of literacy that 

grew from the review of literature is defined only in terms of reading 

(reading, teaching reading, learning to read, being read to, and other early 

reading behaviours). I t  will examine various understandings of identity 

before focusing on a sociocultural understanding of identity and on teacher 

identity. The review will finally focus on teacher literacy identity and more 

specifically on veteran teacher literacy identity.

2.2. Literacy 

2.2.1. Introduction

This section will explore the more traditional cognitive-psychological 

understandings of the teaching of literacy before examining sociocultural 

understandings of literacy as New Literacy Studies. These will be looked at 

in the wider context of pedagogy and then within the Irish school context. 

Finally, a balanced view of literacy, incorporating elements of both 

traditional cognitive-psychological and sociocultural understandings of 

literacy will be considered, as found in the Four Resource Model (Luke & 

Freebody, 1999).

2.2.2. Traditional Views of Literacy: Cognitive-Psychological 

Approaches to Literacy

This section will map the terrain of the more traditional approaches to 

literacy that are based broadly on cognitive-psychological models of literacy 

learning. These view literacy as a kind o f'socia lly  neutral technology of the 

intellect' (Collins, 2000:71), reflecting a scientific approach to literacy and a 

focus on acquisition of basic literacy skills through direct instruction (Soler, 

2002). Traditional or cognitive-psychological views of literacy emphasised 

the teaching of reading as a set of skills related to decoding text and
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understanding the meaning of the text as the author had intended (Anstey 

& Bull, 2004:119). These are to be taught to children in carefully 

hierarchical stages until a degree of automaticity is reached and the learner 

becomes proficient enough to be deemed an independent reader (Adams, 

1990).

Street (2012) refers to this construct of literacy in terms of a 'defic it model 

of literacy in which those coming to learn are characterised as illiterate and 

deprived, while education fills the gap by providing the proper literacy skills 

tha t they lack' (Street, 2012:222). Within this understanding of literacy, 

children master literacy skills in a particular developmental sequence 

(usually by age and by class level) and move sequentially through the 

acquisition of these skill-sets, as they progress through school (Larson & 

Marsh, 2005; Kennedy et al, 2012: Barton, 2007: Goswami & Bryant, 1990; 

Ehri, 2002).

Hirsch (1987) argues that, the chief function of literacy is to make us 

masters of this standard instrument of knowledge and communication' 

(Hirsch, 1987:3), while Cazden et al (1996), expand on this and describes 

how:

... Literacy pedagogy has traditionally meant teaching and 
learning to read in page bound official standard forms of the 
national language. Literacy pedagogy, in other words, has 
certain carefully restricted projects -  restricted to formalised 
monocultural, monolingual and rule governed forms of 
literacy. (Cazden et al, 1996:61)

Both Hirsch (1987) and Cazden et al (1996) believed that these 'carefully 

restricted projects' and 'rule governed forms of literacy' are most usually 

practised in school settings. These practices include carefully tiered teaching 

of literacy skills tha t are formed within a hierarchically constructed 

curriculum. Alfasi observes:

Literacy is envisioned as a set of discrete skills required by 
an individual to survive in a literate world and that, once 
mastered, enables learners to read and listen attentively to 
the knowledge conveyed through authoritative texts and 
lectures. (Alfasi, 2009:540)

Traditional approaches also assume that the learner is bringing little if 

nothing to the act of literacy learning. As Alfasi (2009) indicated, literacy is
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seen in terms of a required skills set which has to be mastered in order to 

access authoritative texts. The learning is seen as being transm itted from 

the teacher to the learner in what Freire (2010) referred to as banking of 

knowledge, or the 'treatm ent of students as empty vessels to be filled with 

predetermined bodies of knowledge, which are often disconnected from 

students' social realities' (Macedo, 1994:18).

Proponents of such approaches view literacy as 'an internal psychological 

act based on a view of the individual learner doing brain work, solving the 

literacy puzzle' (Comber & McCormack, 1997:23). Hanauer (2009) notes 

that traditional perspectives on literacy conceive of text as an objective 

reality to be firs t decoded and then understood for the one correct meaning 

it contains so that literacy is mainly something tha t is taught and learned. 

For alphabetic languages, print is seen as a code that represents 

phoneme/grapheme correspondence. Learning to read and write begins with 

learning the code in stages of reading development that guide teaching 

(Chall, 1983; Ehri, 2002). For many decades this kind of approach has 

formed the basis for structured, controlled-vocabulary reading programmes 

and accompanying workbooks to practise literacy skills.

'Proponents of traditional approaches to literacy lay great emphasis on skills 

and fundamentals as the basic building blocks of literacy teaching, or what 

the media have called the "back to basics" movement' (Routman, 1996:77), 

or less flatteringly, the 'quick-fix campaigns and movements' (Ahmad, 

2011). Followers of these campaigns believe that these programmes are the 

best, and possibly the only way to ensure that children acquire the literacy 

skills and knowledge that they need to succeed in school and in the wider 

world (Carsetti, 1983; Nunes & Bryant, 2006). An alternative view of 

literacy and literacy teaching is presented when literacy is viewed from 

within a sociocultural framework.

2.2.3. Sociocultural Understandings of Literacy

Literacy scholars and researchers such as Freire (1973), Freire & Macedo 

(1987), Luke (1988), Street (1984), McLaren (1994), Gutierrez (2000), 

McCarthy & Moje (2002) and Giroux (2012), have questioned many of the
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more traditional constructs of literacy and the  narrow, print-based view of 

literacy which reduces it to the learning and teaching of reading and writing 

within a school setting, using prefabricated texts  designed to teach specific 

reading skills. Two movements  in particular, have heavily influenced our 

understanding of literacy. The two movements  in turn have shaped 

conceptions of, and approaches  to, literacy teaching. The first is The Whole 

Language Movement and the second movement  is known as New Literacy 

Studies (NLS).

The Whole Language Movement (Goodman & Goodman, 1979; Rosenblatt,  

1976; Smith, 1985, 2004; Cambourne, 2002; Mclnerney & Mclnerney, 

2006) conceives of all literacy as being grounded in human interactions. 

Literacy teaching and learning are seen as highly personal and relational 

constructs.  Therefore, for example, reading development includes basic 

concepts such as children choosing their reading material and responding to 

authentic literature ('real books' as opposed to graded reading schemes)  

and, in the process of interacting with the  text,  acquire the skills as  they 

read. Frank Smith (1985) put it quite succinctly when he s ta ted that  

'children learn to read by reading'  (Smith, 1985:96).

New Literacy Studies (Barton, 1994; Gee, 1991, 1992; Street,  1984, 1995, 

2003, 2012; Heath, 1983; Kress, 2003) developed out of sociocultural 

understandings about how literacy learning takes  place within social and 

cultural contexts.  This moved the understanding of literacy away from the 

more traditional understanding that  located literacy learning within the 

individual's private mind, and situated it within social and cultural contexts.  

'Sociocultural studies, a.k.a.  New Literacy Studies '  (Bartlett, 2007:52) 

supports a construct of literacy as a sociocultural practice not simply a 

process of coding, decoding and comprehension (Smagorinsky, 2001).

In answering the question 'What is literacy?' Kristin Perry (2012) observes 

tha t  ' theorists of literacy as a social practice would say tha t  literacy is what 

people do with reading, writing, and texts  in real world contexts and why 

they do it' (Perry, 2012:54; emphases  in the original). Barton & Hamilton 

(2000) note that 'in the simplest sense literacy practices are what people do 

with literacy' (Barton & Hamilton, 2000:7) .  They also warn tha t  those 

literacy practices involve more than just  actions with texts.  They say that
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'practices connect to, and are shaped by, values, attitudes, feelings, and 

social relationships' (Barton & Hamilton, 2000:8). Social relationships are 

crucial, as 'literacy practices are more usefully understood as existing in the 

relationships between people, within groups and communities, rather than 

as a set of properties residing in individuals' (Barton & Hamilton, 2000:8). 

They detail six propositions about the nature of literacy:

Literacy is best understood as a set of social practices; these 
can be inferred from events which are mediated by written 
texts

There are different literacies associated with different 
domains of life

Literacy practices are patterned by social institutions and 
power relationships, and some literacies become more 
dominant, visible and influential than others

Literacy practices are purposeful and embedded in broader 
social goals and cultural practices

Literacy is historically situated

Literacy practices change, and new ones are frequently 
acquired through processes of informal learning and sense 
making (Barton & Hamilton, 2000:8).

Such a view of literacy is in stark contrast to the more traditionalist views 

as outlined in the previous section where literacy is seen as 'a set of 

properties residing in individuals' (Barton & Hamilton, 2000:8). Within a 

sociocultural understanding of literacy the emphasis is on what people 

choose to do with literacy and why. A group of academics came together in 

1990 to discuss their mutual interest in sociocultural approaches to literacy, 

which they termed New Literacy Studies. Lankshear & Knobel (2003) posit: 

'the New Literacy Studies comprise a new paradigm for looking at literacy, 

as opposed to the paradigm, based on psychology, tha t was already well 

established' (Lankshear & Knobel, 2003:2).

A number of literacy scholars within this new paradigm have 'pushed open 

the floodgates of our literacy consciousness' (Gallagher & Ntelioglou, 

2011:2) and argue that our 'literacy consciousness' needs to adapt, expand 

and evolve in order to respond to our changing understanding of literacy 

and of the world (Cope & Kalantzis, 2000, 2007; Kist, 2000; Luke, 1998,
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2004; Luke & Freebody, 1999; Lankshear & Knobel, 2003; Street, 1984, 

1995, 2003; Leu, 2000). Many of these changes to our understanding of 

literacy have come about because of changes in the world of technology and 

how technology is using literacy in different and more evolved ways. As 

Williams (2008) states, 'there seem to be few ways of escaping the fact tha t 

we are living through a moment in which literacy practices are being 

fundamentally altered' (Williams, 2008:682).

Scholars working within the sociocultural understanding of literacy now talk 

about 'literacies', not 'literacy', because they conceptualise literacy as 

involving a range of practices that happen in many different places with 

many different people using literacies for many different purposes. 

Language and literacy practices are at the core of sociocultural theory and 

mediate a variety of sociocultural practices tha t include ways of talking, 

listening, reading, interacting, interpreting, writing, thinking, valuing and 

believing. Gee (2008) explains the importance of literacy as a social practice 

when he says tha t 'you can no more cut literacy out of the overall social 

practice ... than you can subtract the white squares from a chessboard and 

still have a chessboard' (Gee, 2008:45). New Literacy Studies research 

explores how literacies happen in social contexts and have questioned how 

literacies are actually practised in the classroom. They have also explored 

how differently those literacies transfer into practices outside of classrooms 

and into the wider world (Hull & Katz, 2006; Wason-Ellam et al, 2004; 

Weinstein, 2002). So, a sociocultural view of literacy is not jus t interested 

in school-based literacies but in what happens to those literacy practices 

outside of school and what outside literacy practices are brought into the 

school context.

Mastering school-based literacies within this framework means not only 

decoding and understanding words and texts on a functional level (OECD, 

2010: 37), but also includes concepts about readers allowing the ir thinking 

to be changed, challenged, reformed, informed and transformed in some 

way by the material that they are reading (EU High Level Taskforce on 

Literacy, 2012).

According to Luke & Freebody (1999), proficient readers and writers create 

meanings from texts instead of simply extracting meaning from texts. This

17



is w liere there is a crucial difference between the more traditional view of 

literacy which conceives of literacy as simply knowing what the writer has 

said, and a sociocultural construct of literacy tha t views the reader not just 

as knowing what the writer was saying, but also of detecting the author bias 

and how the material being read fits into what the reader already knows 

and how that is now changed by the new piece of knowledge. Literacy is not 

simply the possession of basic decoding and comprehension skills as 

understood through traditional understandings of literacy, but more about 

the extent to which readers are able to create meanings from, and interact 

w ith, the various texts they read.

Therefore, the newer sociocultural understandings of literacy are not about 

what some scholars refer to as a set of transferable, portable skills that are 

neutral, value-free, and independent of surrounding cultural, historical, 

political and societal influences and are enacted independently of the 

individual's motivations, interests and social practices (Christie & Misson, 

2002; Wearmouth, Soler & Reid, 2003; Moje & Luke, 2009; Kennedy et al, 

2012). Instead literacy is given shape and significance more by what people 

do with it (Collins, 2000; Gee, 2000; Hull & Schultz, 2001), and how the 

learner is 'apprenticed and socialised to use literacy for specific purposes 

and in specific circumstances' (Kennedy et al, 2012). Sociocultural concepts 

of literacy are also conceived of as multiple and situated (Gee, 1996). They 

situate reading (and writing) as being understood in the contexts of the 

social, cultural, political, economic and historical practices of which, they are 

a part (Barton & Hamilton, 1998; Luke & Freebody, 1999; Kress, 2003; 

Lankshear & Knobel, 2003, 2006; Pahl & Rowsell, 2006). Hull and Moje 

(2012) argue that:

... Research on literacy teaching and learning has often 
focused on the identification and support of cognitive 
processes and strategies in the reading of printed texts.
Another line of literacy research has centred on
understanding how contexts, learning environments, social 
interactions, cultural practices, and cultural tools inform and 
shape reading and writing -  which are also conceived ever
more broadly to include a range of technical platforms,
modalities, and symbol systems. (Hull & Moje, 2012:1)

Those cultural tools tha t can inform and shape literacy affect how learners 

interact with literacy and with other literacy users (including their teachers).
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This in turn affects who they are as readers. Who they are as readers is also 

determined largely by the cultures of the classroom, of the school and of 

the wider community. These interactions affect the kinds of literacy 

practices that learners engage in and the kinds of literacy experiences that 

they have. Their identities as users of literacy are shaped by the ir literacy 

experiences and their experiences in turn shape the kinds of literacy uses 

they engage in.

However, the sociocultural understanding of literacy is not w ithout its 

critics. Indeed Perry (2012) declares tha t there is no single sociocultural 

theory on literacy, and that it is more 'appropriate to speak of sociocultural 

perspectives as a collection of related theories that include significant 

emphases on the social and cultural contexts in which literacy is practised' 

(Perry, 2012:51).

Leu et al, (2004) list a number of attributes attaching to New Literacy 

Studies which, according to Prinsloo (2005), have to include some of the 

skills attributed to the 'old literacies'. Leu et al (2004) refer to these as 

'skill sets' tha t include 'phonemic awareness, word recognition, decoding 

knowledge, vocabulary knowledge, comprehension, inferential reasoning, 

the writing process, spelling, response to literature' (Leu et al., 2004:15). 

According to Prinsloo (2005), 'these core competencies of the traditional 

literacies and new literacies are massively productive gateway skills' 

(Prinsloo, 2005:89). The next section will look at how pedagogy has 

integrated these gateway skills into the practices around literacy education. 

Having taken a sample of the literature discussing both traditional and 

sociocultural views of literacy, the study will now consider the impact of 

such understandings on pedagogy.

2.2.4. Towards a Balanced Understanding of Literacy

Both traditionalists and socioculturalists offer understandings of literacy 

within the ir own theoretical frameworks, yet there is no generally agreed 

definition of literacy. This, according to Keefe and Copeland (2011) 'is not a 

new issue for educators' (Keefe & Copeland, 2011:1). The teaching of 

literacy has been controversial for as long as formal compulsory education
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has existed (Pressley et al, 2001; Street and Lefstein, 2007). Many 

educators have tried to offer definitions of literacy tha t range from simplistic 

binaries of litera te/illiterate to highly complex definitions tha t take into 

account the newer understandings of the very complex nature of literacy. 

Some view literacy as a human right, (Freire, 1970), a politicised ideal 

(Shannon, 1992), a commercial commodity (Kostogriz & Doecke, 2013), an 

institutional construct (Horner, 2013), or a set of cultural and social 

practices (Gee, 1999, 2007). However, scholars such as Luke and Freebody 

(1999) have cautioned that:

... There was no single definitive, tru th fu l, scientific, 
universally effective, or culturally appropriate way of 
teaching or even defining literacy. History taught us tha t 
literacy refers to a malleable set of cultural practices shaped 
and reshaped by different - often competing and contending 
- social institutions, social classes, and cultural interests.
(Luke & Freebody, 1999:1)

This view is shared by Scribner (1984) who believes that, 'definitions of 

literacy shape our perceptions of individuals who fall on either side of the 

standard (what a "lite ra te" or "non-literate" is like) and thus in a deep way 

affect both the substance and style of educational programmes' (Scribner, 

1984:6). Keefe and Copeland (2011) further argue that how we choose to 

define literacy both affects the classroom instruction tha t grows out of such 

definitions and shapes the kinds of literacy experiences and opportunities 

made available to learners.

Those holding traditional views of literacy teaching and learning were 

attracted to systematic teaching methodologies such as those found in the 

teaching of basic sight vocabularies and of phonics (Chall, 1983; Anderson 

& Pearson, 1984; Ruddell & Unrau, 1994). Those adopting a more 

sociocultural view of literacy teaching were attracted towards The Whole 

Language Movement (Smith, 1985; Goodman & Goodman, 1979), which 

was broadly sympathetic with the New Literacy Studies. Claims and 

counter-claims were made as to the effectiveness of each approach, 

especially in relation to the teaching of reading in what became known in 

the 1990s as 'The Reading Wars' (Pearson, 2004; Kim, 2008). Finally, what 

became known as a 'balanced literacy approach' (Pressley, 1998; 2005), a 

kind of truce between the two sides was agreed; and this essentially struck

20



a balance be tween  whole language  (sociocultural app roaches)  and phonics 

(tradit ional approaches) .

This balanced approach  is based  on particular beliefs t h a t  a re  sha red  by 

several  o the r  scholars (Wyatt-Smith  & Gunn, 2007; O 'Shea ,  O 'Shea  & 

Algozzine, 1998; Ansley & Bull, 2004; Reid & Green, 2004; Pressley,  2005).  

They promote  the  notion of balance,  not in t e rm s  of finding a mid-point 

be tween the  two competing unde rs tand ings  of literacy but m ore  abou t  

finding wha t  is good in each approach  and combining th em  into a single 

unders tanding  with the  n eeds  of th e  literacy learner in mind. The s t ro n g es t  

e lem en ts  of both traditional and sociocultural app roaches  a re  incorporated 

into a unified approach  to teaching literacy. This a ims to guide and suppor t  

pupils toward  becoming proficient and lifelong readers  and writers.  Five 

essential  com ponen ts  were sug g es ted  in relation to a ba lanced approach  to 

the  teaching  of reading:

1. Read Aloud: During read aloud the  t e ac h e r  reads  out loud to the  

classroom.  This way th e  t e ac h e r  can model the  correct  s t ra teg ies  and 

behaviours .

2. Guided Reading; Through guided reading th e  t e a c h e r  works  with 

small groups of pupils who a re  on the  s a m e  level, to help develop the  

skills they  need.

3. Shared  Reading: During shared  reading the  pupils and  t e a c h e r  

read to g e th e r  and discover new words  and their  meanings.

4. In d e p e n d en t  Reading: Pupils a re  allowed to choose  the  books they 

want  to read.  This is impor tan t  for many  reasons  - one  being tha t  

reading becom es  a more  enjoyable  exper ience.  Also they  develop the  

concept of being a reader ,  and  reading a round one 's  own in te res ts  

and hobbies.

5. Word Study and Comprehens ion  Stra teg ies :  Pupils a re  t a u g h t  

s t ra teg ies  explicitly for decoding unknown words  and a re  also given 

s t ra teg ies  for comprehens ion .  These  a re  practices in read-a loud,  

guided and shared  reading contex ts  before  being d e m o n s t r a t e d  in 

independen t  reading contexts.
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These five elements were considered 'core' to a balanced view of literacy 

teaching and incorporated elements from both traditionalist and 

socioculturalist approaches.

This balanced view of literacy opened up debates on literacy pedagogy 

between academics as well as by the media, and the very concept of 

literacy itself became highly contested (Street & Lefstein, 2007). The 

concept of literacy is expanded to include 'reading, writing, and other 

modes of symbolic communication tha t are often valued differently by 

people living in different social and economic structures and holding 

different political views' (Alvermann, 2002:190). I t  moves the definition of 

literacy away from the monolingual, mono-cultural rule bound definition 

(Cazden et al, 2006) espoused in some traditional views of literacy, to 

conceive of literacy in much broader terms.

Elements o f both traditional and sociocultural understandings of literacy are 

now embedded in national policy, as evidenced in their inclusion in a 

number of current definitions. While many of the traditionalist views are 

evident in the inclusion of skills-learning and goal-setting elements, the 

sociocultural elements are evident in the emphasis on participation in 

literacy practices. The UNESCO task force on literacy (2004) defined literacy 

as:

... The ability to identify, understand, interpret, create, 
communicate, compute and use printed and written 
materials associated with varying contexts. Literacy involves 
a continuum of learning to enable an individual to achieve 
his or her goals, to develop his or her knowledge and 
potential, and to participate fully in the wider society. 
(UNESCO, 2004:13)

This views literacy as existing on a continuum but highlights the acquisition 

of reading and writing skills in order to effectively use printed and written 

materials so that the individual can fully participate in society. The 

European Union developed its own understanding of literacy:

Some definitions used in research have a narrow focus on 
only reading literacy, while others also take in cognitive, 
affective, motivational, socio-cultural, cultural-historical, 
creative and aesthetic dimensions. On the basis of different 
definitions of literacy that are used in research and studies, 
we developed a multilayer approach to defining literacy, and
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have related it to numeracy and other key competences. (EU 
High Level Taskforce on Literacy, 2012:13)

While this EU Report conceives of literacy as 'm ulti-layered ' it does relate it, 

in broad terms, to literacy levels as defined in the Programme for 

International Student Assessment (PISA) conducted with students aged 15 

years by the Organisation for Economic Co-Operation and Development 

(OECD) which itself defines literacy as

... Understanding, using, and reflecting on written texts, in 
order to achieve one's goals, to develop one's knowledge 
and potential, and to participate in society. (OECD, 2010:
37)

In considering such definitions of literacy, Kennedy et al (2012) cite the 

Progress in International Reading Literacy Study (PIRLS) conducted with 

fourth class Primary School pupils in Ireland which defines literacy as the

... Ability to understand and use those written language 
forms required by society and/or valued by the individual.
Young readers can construct meaning from a variety of 
texts. They read to learn, to participate in communities of 
readers in school and in everyday life, and for enjoyment.
(Mullins et al, 2007:103)

This kind of definition of literacy lies in contrast to the more traditional view 

of literacy learning as a school-based activity mainly, where the learner had 

a more passive role (Meier, 2009). Within the current literature, 'skilled 

reading and writing are now understood as complex cognitive abilities that 

involve the composing of meaning and monitoring of understanding' 

(Smagorinsky, 2001:137). Literacy learning requires a small amount of 

skills-based teaching and is most effectively learned through the practice of 

literacy itself, so tha t the learner is moved on to being an independent 

reader. This happens by means of modelling by the teacher through shared 

and guided reading, through direct teaching of decoding and comprehension 

skills, through to being an independent reader (Cambourne, 1988, 2002; 

Goodman, 1998; Krashen, 1999; Coles, 2000; Smith, 2004, Mclnerney and 

Mclnerney, 2006). The literature suggests that while it is im portant for the 

learner to have successful experiences of participating in literacy, it is also 

important that the teaching and learning of literacy skills be considered of
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equal importance, so that the balance between the traditional cognitive-

psychological view and that of the socioculturalists is maintained.

Au (2002) cautioned that taking a balanced view of literacy was not the 

replacement of two sets of methodologies with one, but the adoption of an

entirely new way of looking at literacy. She says,

'to  implement balanced literacy instruction, teachers must 
go through the process of exploring and making explicit the ir 
own beliefs about literacy. Once they have the ir beliefs and 
values clearly in mind, teachers are in a better position to 
make decisions about practice' (Au, 2002:71).

This was a very important statement in relation to this particular study, 

which, shares the belief that teachers should explore their own literacies 

and the ir own philosophies and beliefs around literacy so as to be able to 

make better decisions on how best to teach it. Luke & Freebody's (1999) 

'Four Resources Model' offers one understanding of how this m ight happen.

2 .2 .5 . The Four Resources Model of Literacy

Scholars such as Allan Luke & Peter Freebody put forward a definition of 

literacy that includes the core elements from what they refer to as 'differing 

and competing understandings of literacy' (Luke and Freebody, 1999). 

They developed their definition into a model tha t has been widely 

understood as bringing together many of the disparate theoretical and 

practical beliefs about teaching literacy found in traditional and 

socioculturalist understandings of literacy.

Their 'Four Resources Model of Literacy' (Luke & Freebody, 1999) conceives 

of literacy in terms of what the reader is bringing to the act of reading and 

how the reader is being changed by that very act of reading. The reader is 

changed also by what is being read, how that text was written and the 

context in which the act of reading is happening. The reader is being 

constructed and reconstructed by the interpretations he or she is making of 

the text. These interpretations are based on his/her institutional, cultural 

and social knowledge, and are situated in this study within the context of a 

hermeneutic understanding, (cf. 3.2).
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Figure 2.2: Luke & Freebody's (1 9 9 9 ) Four Resources Model

Luke & Freebody define literacy in terms of a reader taking on different 

roles when engaged in reading in 'a postmodern, text-based culture' (Luke 

& Freebody, 1999). All four roles are of equal importance as Luke & 

Freebody propose that readers engage in several of the roles 

simultaneously when reading. The four resources are defined as follows:

1. Code breaker: the reader's ability to decode written 
text, recognising and using textual features such as the 
alphabet, sounds, spelling, conventions and patterns of the 
text.

2. Meaning maker: the ability to understand and compose 
meaningful texts. This includes understanding and 
composing meaningful written, visual and spoken texts from 
within particular cultures, institutions, families, communities, 
nation-states, etc. I t  also involves the reader drawing on 
existing schemas.

3. Text user: using texts functionally, to knowing about 
and acting on the different cultural and social functions that 
various texts perform both inside and outside of school. 
Knowing that these function and shape the ways in which 
texts are constructed, their tone, the ir degree of form ality 
and their sequence of components.

4. Text analyser or critic: being able to analyse texts 
critically, to understand and act on the knowledge that texts 
are not neutral. Texts represent particular views, silence 
others, and influence people's ideas. Text designs and 
discourses can be critiqued and redesigned in new and 
hybrid ways. (UYCH, 2013; Luke & Freebody 1999)
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Luke & F reeb o d y ' s  ( 1 9 9 9 )  'F ou r  R e s o u rc e s  Model of Literacy'  p rov ides  both  

t h e  b e s t  theo re t ica l  definit ion of  l i teracy a n d  th e  b e s t  pract ical  defini t ion of 

l i teracy for  t h e  p u r p o s e s  of  this  s tu d y ,  which looks a t  l i teracy in t h e  c o n te x t  

of  Irish p r im ary  schools ,  us ing h e r m e n e u t i c s  and  a soc iocul tural  f r a m e w o rk  

of u n d e r s t a n d in g .

2.2.6. Literacy in the  Irish School Context

In o r d e r  to  co n tex tu a l i s e  t h e  s tu d y  within an  Irish se t t ing ,  it w a s  im p o r ta n t  

to  co n s id e r  l i teracy in an  Irish f r a m e  of r e f e r e n c e  a n d  part icularly within t h e  

p r im ary  school  s e t t ing  a s  th is  is w h e r e  t h e  s tu d y  is se t .

Literacy a s  conce ived  in t h e  Revised Curr iculum ( G o v e r n m e n t  of  Ireland ,  

1 9 9 9 )  inc ludes  e l e m e n t s  of bo th  cogni t ive-psychologica l  u n d e r s t a n d i n g s  of 

l i teracy and  sociocultural  u n d e r s t a n d i n g s  of l i teracy.  Such  sociocultural  

u n d e r s t a n d i n g s  conce ive  of  l i teracy a s  a social c o n s t r u c t  and  s u p p o r t s  th e  

idea  of t h e  child a s  an  ac t ive social l i teracy le a rn e r  in school  w ho  is in 

c o n s t a n t  in terac t ion  with e n v i ro n m e n t ,  cu l tu re ,  p e e r s  a n d  t e a c h e r s  

(K ennedy  e t  al, 2 0 1 2 ) .  Both t h e  cogni t ive  psychological  u n d e r s t a n d i n g  of 

l i teracy a n d  new l i teracy s tu d ie s  a r e  a c k n o w le d g ed  in t h e  Revised 

Curriculum ( G o v e r n m e n t  of I re land ,  1999) .  The  fo r m e r  is included in th e  

sequen t ia l ly  s t r u c t u re d  l a n g u a g e  cur r icu lum,  with t e a c h in g  a n d  learning 

o u t c o m e s  s u g g e s t e d  for e a c h  g r a d e  level within t h e  p r im ary  schools .  The 

la t t e r  is implied in t h e  inclusion of  b r o a d e r  co n c e p t s  of l i teracy including 

t h o s e  a s s o c ia t e d  with te ch n o lo g y ,  a n d  t h e  social a n d  historical  fac to rs  

a s s o c ia t e d  with p rac t ices  of l i teracy.  The  Revised Curr iculum ( G o v e r n m e n t  

of  I re land ,  1999)  a c k n o w le d g e s  bo th  u n d e r s t a n d i n g s  of  l i teracy as  

im p o r ta n t  a n d  a r g u e s  t h a t  r e s e a r c h  into l i teracy te a c h in g  be co n s tan t ly  

deve lop ing  so  t h a t  ou r  u n d e r s t a n d i n g  of l i teracy should  try to  k e e p  pace  

with r e s e a r c h  into c u r r e n t  b e s t  p rac t ices  in l i teracy t each ing .

T he  c u r r e n t  i terat ion of ' b e s t  l i teracy prac t ice '  a p p e a r s  in how l i teracy is 

r econce ived  of in 'L i teracy a n d  N u m e ra c y  for  Learning and  Life' (DES, 

2011 ):

... Tradit ionally we h a v e  t h o u g h t  a b o u t  l i teracy a s  t h e  skills
of read ing  and  writing;  bu t  t o d a y  o u r  u n d e r s t a n d in g  of
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literacy encompasses much more than that. Literacy includes 
the capacity to read, understand and critically appreciate 
various forms of communication including spoken language, 
printed text, broadcast media, and digital media. Throughout 
this document, when we refer to 'lite racy ' we mean this 
broader understanding of the skill, including speaking and 
listening, as well as communication using not only traditional 
writing and print but also digital media. (DES, 2011:8)

'Literacy and Numeracy for Learning and Life' (DES, 2011) came about in 

part, as a political reaction to the drop in literacy and numeracy test scores 

for Irish fifteen-year-olds in the 2009 Programme for International Student 

Assessment (PISA) of the OECD (Cosgrove, 2014). The literacy and 

numeracy strategy aims at improving the teaching of literacy and numeracy 

skills in Irish schools so that the scores of subsequent groups of Irish 

students taking the tests would be better.

The definition of literacy offered in 'Literacy and Numeracy for Life" (DES 

2011) is much broader than that found in the Revised Curriculum 

(Government of Ireland, 1999) and acknowledges multi-literacies and new 

literacies when it includes both broadcast media and digital media. This 

definition is in sharp contrast with definitions found to other such similar 

literacy initiatives in the UK and the US. In the UK 'The National Literacy 

Strategy' (DfEE, 1998) adopted a very traditional construct of literacy, 

which stressed the importance of a phonics-based approach to literacy 

teaching in primary schools. In the US 'No Child Left Behind' (Bush, 2001) 

legislation adopted a similarly traditional concept of literacy and stressed a 

drill-based and skills-based approach to literacy learning (Pahl & Rowsell, 

2006; Lankshear & Knobel, 2006).

The 'more traditional forms of literacy' alluded to in 'Literacy and Numeracy 

for Learning and Life' (DES, 2011:8), mainly refer to printed books and 

written texts, and to those practices of literacy most associated with school, 

and residing within literacy practices associated with 'code breaking and 

meaning making' (Luke & Freebody, 1999). This narrow focus is now 

contested as new ways of conceiving of literacy evolve from research 

especially ICT and the whole range of digital literacies. Indeed the NCCA 

(National Council for Curriculum and Assessment) itself in its own 

submission (Better Literacy & Numeracy for Children and Young People,
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2011) to the 'D raft Plan for Literacy and Numeracy for Life' states that 'i t  is 

unclear if the definition of literacy in the Draft Plan concerns how ICT can 

support the development of a traditional literacy or if, on the other hand, it 

concerns how ICT transforms our fundamental understanding of literacy' 

(NCCA, 2011:11).

While accepting that the draft plan did define literacy in terms of new and

broader understandings, the NCCA (2011) submission did point out tha t in

practice, the document referred only to language when discussing literacy, 

thus giving a very narrow focus to the document. Kress (2003) has been to 

the forefront of broadening educational constructs of literacy and has been 

a tireless advocate for acknowledging different forms of literacy. He posits:

... I t  is no longer possible to th ink about literacy in isolation 
from a vast array of social, technological and economic 
factors. Two distinct yet related factors deserve to be
highlighted. These are, on the one hand, the broad move
from the now centuries-long dominance of writing to the 
new dominance of the image, and on the other hand, the 
move from the dominance of the medium of the book to the 
medium of the screen. (Kress, 2003:1)

However, such a broad concept of literacy differs from some of the 

documents issuing in support of the 'Literacy and Numeracy for Learning 

and Life', (DES, 2011). The National Psychological Educational Service 

(NEPS) has issued 'Effective Interventions for Struggling Readers' (NEPS, 

2013), as a set of guidelines for the teaching of literacy and numeracy to 

support struggling readers within the DES 2011 initiative. These guidelines 

envision progress being made in the teaching of literacy by the use of 

evidenced-based intervention programmes to support pupils who are 

struggling with literacy (NEPS, 2013). The guidelines suggest tha t reading 

attainm ent can be measured in terms o f ' a  ratio gain', which they define as 

'the amount of progress a student makes in reading age, divided by the 

tim e spent between pre and post intervention' (NEPS, 2013:7). Much of 

these understandings are grounded in the belief that only evidence-based 

research can be considered as the basis for decisions about literacy policy 

and instruction. The NCCA had already warned about how such a 'relentless 

focus on literacy' could end up with us losing sight of the student needs
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(NCCA, 2011:47), particularly in relation to students who may present with 

difficulties in literacy.

A number of research studies have been carried out into the teaching of 

literacy in the Irish primary school context. Some have looked at the 

reading attainm ent of Irish pupils on a national and international level (e.g. 

'Succeeding in Reading? Reading standards in Irish primary schools'. Elvers 

et al, 2005; 'PIRLS and TIMSS 2011: Reading, Mathematics and Science 

Outcomes for Ireland', Elvers & Clerkin, 2011), while others have 

undertaken smaller scale investigations into specific aspects of literacy 

teaching in Ireland (e.g. Doolan & Hayes, 2012; Tiernan & Day, 2012; and 

Conway, Murphy & Ruterford, 2013). While these research projects into the 

teaching of literacy are important, Goodson (1993) raises issues about the 

importance of hearing the teachers voice both loudly and articulately 

(Goodson, 1992:112) in the research relating to literacy teaching and 

learning.

This particular piece of research seeks to understand what it is to be a 

teacher of literacy. I t  further explores and how that understanding 

contributes to a teacher's sense of him /herself as a teacher of literacy, in 

this instance, as a learning support teacher. Aside from the obvious need to 

carry out research tha t investigates more than teacher performance and 

pupil attainment, teacher voice studies give a depth to the study of the 

lived lives of both teacher and pupils. In a tim e of transition in Irish 

education, it is an im portant aspect of research to attend to - how do they 

become the teachers they are? What understandings do they have of 

literacy at a personal and professional level? What are their identities as 

teachers, indeed, what are their literacy identities? - the question tha t is at 

the core of this particular study. These are the kinds of questions tha t beg 

to be investigated and explored, because it is the teachers who enact and 

implement the curricula in schools.

Having explored the literature on literacy as the first strand in this literature 

review, the second strand, identity, will now be considered, and then 

teacher identity will be explored within the literature.
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2.3. Id e n tity

2.3 .1 . Introduction

While acknowledging tha t there are many possible ways of interpreting the 

concept of identity, this literature review will place a particular focus on 

understandings of identity tha t lie within the sociocultural understanding 

and hermeneutic-theoretical framework of the study.

Recognised

Multiplei

Social

Identity

Figure 2 .3: T lire e  assum ptions  ab o u t id e n tity  based on M oje  & Luke (2 0 0 9 )

This section will begin by briefly examining some understandings of identity 

before looking at the literature surrounding sociocultural understandings of 

identity. Moje & Luke's (2009) suggested assumptions about identity (tha t it 

is social, multiple and recognised by others) will be used as an initial 

framework for exploring sociocultural understandings of identity in more 

depth (see Fig. 3). The review will finally examine how sociocultural 

understandings of identity can contextualise our understanding of literacy 

identity and teacher literacy identity.

Because of the many interpretations of the word 'identity ', its meaning is 

considered by some scholars as being very vague (e.g. Beauchamp & 

Thomas, 2009; Beijaard, Verloop & Vermund, 2004). Early modernist 

definitions of identity view it as a particular and individual concept of the 

self (Erikson, 1995; Mead, 1934). However, post-modern understandings of 

identity, including sociocultural understandings, emerged from a number of
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discipl ines a n d  conce ive  of  identi ty n o t  a s  a f ixed,  psychological ly p r e 

d e t e r m i n e d  c ons t ruc t ,  bu t  a s  be ing in a s t a t e  of c o n s t a n t  flux, chan g in g  and  

m orp h in g  a s  t h e  individual in t e rac t s  with h i s / h e r  co m m u n i ty ,  e n v i ro n m e n t ,  

and  lived world (A kkerm an  & Meijer, 2 0 1 1 ;  Pavlenko  & Black ledge ,  2 0 0 4 ;  

K earney ,  2 003 ) .

2.3.2.  Defining Identity

Historically, accord ing  to Judi th  Howard (2 0 0 0 ) ,  ' iden t i ty  w a s  no t  so  m uch  

an  is sue  w h e n  soc ie t ie s  w e re  m o re  s tab le ,  identi ty w a s  to  a g r e a t  e x t e n t  

a s s ig n e d ,  r a t h e r  t h a n  se lec ted  or  a d o p t e d . '  S h e  expla ins :

In c u r r e n t  t im es ,  how eve r ,  t h e  c o n c e p t  of  identi ty ca r r ies  t h e  
full w e igh t  of  t h e  n e e d  for a s e n s e  of  w ho  o n e  is, t o g e t h e r  
with an  often  ove rw he lm ing  p a c e  of  c h a n g e  in su r ro u n d in g  
social c o n t e x t s  - c h a n g e s  in t h e  g r o u p s  a n d  n e tw o rk s  in 
which peop le  and  th e i r  ident i t ies  a r e  e m b e d d e d  and  in t h e  
societal  s t r u c t u r e s  and  p rac t ices  in which t h o s e  n e tw o rk s  a r e  
t h e m s e l v e s  e m b e d d e d .  (Howard ,  2 0 0 0 : 3 6 7 )

Howard ( 2 0 0 0 )  d o c u m e n t s  how o u r  societa l  a n d  cultural  u n d e r s t a n d i n g  of 

' iden t i ty '  h a s  c h a n g e d  from a fairly bas ic a n d  simplist ic  a t t r ib u t e d  defini t ion 

to  a co n s tan t ly  evolving one ,  in line with o u r  deve lop ing  u n d e r s t a n d i n g  of 

th e  com plex  n a t u r e  of  h u m a n  in te rac t ions  a n d  cu lture.  The  n e e d  for a 

' s e n s e  of  who o n e  is' b e c o m e s  m o re  com p lex  a s  soc ie ty  c h a n g e s  t h e  

c o n c e p t  of who o n e  can be,  and  people  h a v e  to  a d a p t  to  t h o s e  c h a n g e s .

The  l i te ra ture  on ' iden t i ty '  ref lects  t h e  com plex i ty  of  t h e s e  c h a n g e s  to  our  

u n d e r s t a n d i n g  of  identi ty which can  be  s e e n  a c r o s s  a n u m b e r  of discipl ines 

including a n th ropo logy ,  sociology,  psycho logy ,  p s y c h o th e ra p y ,  linguist ics,  

educa t ion  and  cultural  s tu d ie s  including s tu d i e s  relat ing  to  specific a s p e c t s  

of  t e a c h e r  identi ty,  such  a s  li teracy ident i ty,  which is t h e  s u b je c t  of  this  

s tu d y  (S a c h s ,  2 0 0 3 ;  Cohen ,  20 1 0 ;  VIoet & v a n  S w e t ,  2 0 1 0 ;  Farrell ,  2 0 1 1 ) .

'T he  wide var ie ty  of concep tua l i s a t ions  a n d  def in i t ions of  iden ti ty , '  accord ing  

to  Abdelal e t  al (2006 ) ,  ‘h a v e  led s o m e  to  conc lude  t h a t  identi ty is so 

elusive,  s l ippery,  and  a m o r p h o u s  t h a t  it will n e v e r  p rove  to  be  a useful  

var iab le  for t h e  social s c i e n c e s '  (Abdelal e t  al, 2 0 0 6 : 6 9 5 ) .  In fact ,  t h e y  

w o n d e r  if t h e  c u r r e n t  s t a t e  of identi ty s tu d ie s  su f fe rs  f rom 'defini t ional
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anarchy' (Abdelal, 2006). MacKenzie went so far as to propose that identity 

was in fact 'a word driven out of its wits by overuse' (MacKenzie in Brubaker 

& Cooper, 2000:3).

Fearon (1999) refers to identity as 'an enigma' (Fearon, 1999:1), and 

comnnents that even though everyone knows how to use the word 

properly in everyday discourse, it proves quite difficult to give a short and 

adequate summary statement tha t captures the range of its present 

meanings' (Fearon, 1999:2). This dilemma points to definitional difficulties 

with the concept of identity but also to the difficulties evolving from the use 

of the word 'iden tity ' in such a variety of discourses within and across 

various disciplines. Stryker & Burke (2000) comment that the language 

used to define and describe identity is 'ubiquitous in contemporary social 

science, cutting across psychoanalysis, psychology, political science, 

sociology and history' (S tryker & Burke, 2000:284).

Having looked at some of the difficulties in defining identity, the next 

section will explore sociocultural understandings of identity.

2.3 .3 . Sociocultural Understandings of Id e n tity

This section will look at understanding identity from a sociocultural 

perspective. I t  will begin by looking at the relationship between identity and 

social context and how these can be realised within the construct of 

'community of practice' (Wenger 1998). The role of language in the 

formation of identity will then be discussed and Vygotsky's (1979) and 

Bakhtin's (1981, 1986) constructs of language explored as important 

aspects of our understanding of identity as a sociocultural construct.

Smyth (2007) posits that 'identity  is not something which already exists, 

transcending place, time, history and culture but rather is a socially 

constructed "production", which is never complete and always in process' 

(Smyth, 2007:409). A sociocultural perspective on identity conceives of 

identity as developing from and within an individual's social relationships 

and contexts. Identity develops from the dialectical relationship between 

the individual and the social (Lave & Wenger, 1991). People construct, 

enact, and manage the ir identities in the context of the ir social relations and
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activities through a process of constant becoming (Wenger, 1998). As 

members of 'communities of practice,' (Wenger, 1998) individuals tell 

stories about themselves, hear stories about themselves and can re-story 

themselves, if they wish, into new identities through both language and 

action (Holland & Lachicotte Jr., 2007).

Lave & Wenger (1991) argue that the individual and the group are 

inextricably linked and therefore should be studied in situated practices and 

not in isolation. The concept of identity from the sociocultural perspective 

'serves as a pivot between the social and the individual, so that each can be 

talked about in terms of the other' (Wenger, 1998:145). Within this 

construct, identity and social practices are considered to be like two sides of 

the same coin. Individuals see themselves as inseparable from what they 

do, or/and have done to them (Wenger, 1998). This construct of identity 

contains both social structure and individual agency, in tha t the individual 

makes choices about which social practices to engage with and which ones 

to resist.

A sociocultural view of identity acknowledges identity as being adaptable in 

different situations, open to change, and which is situated within a larger 

culture and history. I t  is based on the understanding that people construct 

the ir identities not only through their interactions and relationships with 

others, but also through their decisions, choices and practices and through 

their language (Kvale, 1996; Calhoun, 1994; Hall & du Gay, 1996; Weedon, 

1997; Carr, 2005; Elliott, 2005). People tell others who they are (Holland, 

2001) and so project a particular identity or identities. But even more 

importantly, they tell themselves who they are and then try  to act as 

though they are who they say they are.

Kearney (2003) maintains that language is 'one of the most sensitive 

indicators of identity ' (Kearney, 2003: 41) and that 'we internalise the 

symbolic forms we have learned in social situations and use those signs and 

symbols to construct our own independent meaning' (Kearney, 2003). 

Vygotsky (1979. 1986) and Bakhtin (1981) both saw language as an 

essential tool in the formation of the individual. The major thrust of 

Vygotsky's work, according to Penuel & Wertsch (1995), was 'dedicated to 

the proposition that all human mental functioning is socioculturally.
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historically and institutionally situated' (Penuel & Wertsch, 1995:84). 

Vygotsky's clainn that 'individual mental processes have the ir origin in social 

interaction is one of the guiding assumptions of his work' (Penuel & 

Wertsch, 1995:84). The self is formed only through social practices 

(Sawyer, 2002), and involves the learner internalising the social patterns of 

interaction or 'an interpersonal process transformed into an intrapersonal 

one' (Vygotsky, 1979:57). 'Vygotsky examined development as a process of 

transformation of individual functioning as various forms of social practice 

become internalised by individuals' (Wertsch, 1985:32).

Penuel & Wertsch (1995) and McCarthy & Moje (2002) rightly comment on 

the fact tha t Vygotsky did not address the question of identity formation per 

se in his work but looked more at how mental functioning was mediated by 

various tools (including language). He did not address the individual 'acting 

to form self-chosen identities' (Penuel & Wertsch, 1995:80). The authors, 

however, posit tha t Vygotsky did provide 'conceptual and methodological 

tools for understanding how sociocultural processes shape individual identity 

form ation' (Penuel & Wertsch, 1995:85). They say that 'identity formation 

involves an encounter between the cultural resources for identity and 

individual choices...' (Penuel & Wertsch, 1995:90). Within those individual 

choices, 'identity is assumed to be unique and private to each person and so 

only fully known to that person' (Fiske et al, 1998), yet tha t person is 

recognised by others as a particular kind of individual (Gee, 2000-2001). 

Gee uses the term 'Discourses' (with a capital D) which he explains as 'the 

ways of being certain kinds of people' (Gee, 2000:110). He argues thus:

Discourses can give us one way to define what I called 
earlier a person's 'core identity'. Each person has had a 
unique tra jectory though 'Discursive space'. That is, he or 
she has, through time, in a certain order, had specific 
experiences within specific discourses (i.e. been recognized, 
at a time and place, one way and not another), some 
recurring and others not. This tra jectory and the person's 
own narrativization (Mishler, 2000) of it are what constitute 
his or her (never fu lly formed or always potentially 
changing) 'core identity ' (Gee, 2000:111).

This study conceives of identity in terms of post-modern understandings. 

Identity is seen as something tha t is fluid and changing, both located both 

within the individual and external (social) to the individual (Lave & Wenger,
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1991). Identity is developed through social practices and through cultural 

practices (Sawyer, 2002). Within this understanding, identity is conceived of 

as a complex concept that can be viewed in many different ways. Moje & 

Luke (2009) posit three assumptions about identity in the ir exploration of 

the literature. The next section will look at a framework based on these 

three assumptions.

2.3.4. Moje & Luke (2009): Three Assumptions about Identity

Because the terrain of identity studies is so vast and so complex, the 

researcher will use a framework suggested in the study undertaken by Moje 

& Luke's (2009) to situate and organise this discussion on identity. The 

authors posit three assumptions about identity tha t appear across their 

study of the metaphors they found in the literature.

Firstly, they argue that identity is social rather than individual; secondly, 

tha t identity is no longer considered as a single stable entity but rather as 

something multiple that is in a constant state of becoming, and th ird ly that 

identity is something that is recognised by others. However, once they 

began to examine each of the three assumptions they found common 

subcategories appearing under each of the three headings, so tha t their 

three assumptions were not so much distinct categories, but rather broad 

intersecting headings under and through which identity could be conceived. 

Like Anzaldua's (1999) and Alsup's (2006) borderland discourses, each 

heading contains properties of the other two categories so tha t in effect all 

three assumptions are found under each heading.

2.3.4.1. Identity  as Social

This section will explore the concept of identity as social, under a number of 

broad subheadings -  group membership, participation, relationships and 

story. I t  is not a discrete category but wanders into the other two 

categories, and vice versa.

Most literacy research that concerns itself explicitly with 
identity studies, however, is dominated by the perspective 
that whatever one thinks identities might be - possessions.
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collections of attributes, or even processes or enactments - 
they are not individually constructed, produced, or 
possessed. (Moje & Luke, 2009:417)

The authors observe that the linking of 'iden tity ' and 'social' opens up the 

possibility of conceiving of identity in terms of sustained group membership, 

such as, by race, gender, language group and social class. However, the 

authors also consider how social concepts of identity can be constructed by 

and through the social interactions and relationships tha t a person 

experiences within group memberships, which gives a slightly different 

emphasis of meaning to identity -  one coming from belonging, the other 

from participation.

Bakhtin (1981) suggests tha t social participation is mediated through 

language, both internal and external. Internal dialogues are generated 

through the countless voices people encounter in the ir lives, and so through 

these internal dialogues they are able to construct and reconstruct their 

'horizons of understanding' (Gadamer, 1993), about the ir identities and 

themselves. Bruner argues tha t the individual continuously constructs and 

reconstructs his/her self-identity in two ways, one on the inside and the 

second on the outside. 'Memory, feelings, ideas and beliefs are the inside 

part of subjectivity, while the outside is based on the apparent esteem of 

others and on the numerous expectations that people pick up from the 

culture in which they are immersed' (Bruner, 2003:210).

Josselson (1994) observes that individuals grow in relationships with others, 

a process which, in turn, develops those same relationships. In this way 

identity emerges from the interactions of people in relationship with others 

(Gergen, 1991). Gee (2001, 2008) elaborates on the notion of relationship 

and notes that identity can be conceived of in terms of a person always 

participating simultaneously in different groupings and in different discourse 

communities.

Rainville & Jones (2008) argue tha t Gee's definition of identity can be used 

to understand how and why each of us projects a different way of being in 

different social situations. They posit that changes in ways of being, in how 

we talk, walk, dress, etc., are dependent upon the social, cultural, and 

political demands of the particular context. In addition, they maintain that

36



'shifting language practices change more than how we act in a situation; 

when we engage with people in different contexts we also often shift how 

we think and what we think about' (Rainville and Jones, 2008:441).

Many of the changes in our identities come about because of social 

interaction. This can allow for or facilitate people being members of a group 

(or discourse community) and be recognised by others as being members of 

that group (Gee, 2000-2001; Brown, 1997; Tajfel, 1972, 1982; Tajfel & 

Turner, 1986; Turner, 1985; Turner & Oakes, 1989). 'Having a particular 

social identity means being at one with a certain group, being like others in 

the group, and seeing things from the group's perspective' (Stets & Burke, 

2000:225). Some identities are more valuable than others. Some are of 

more use socially and in relations of power. This is referred to as identity 

capital (Cote & Levine, 2002).

Sarup (1996) concieves of identity as 'a construction, a consequence of 

interaction between people, institutions and practices' (Sarup, 1996:11). 

Akkerman & Meijer (2010) and Smagorinsky et al (2004) agree with this 

and further observe that identity 'is not simply the emergence of internal 

tra its and dispositions but their development happens through engagement 

with others in cultural practice' (Smagorinsky et al, 2004:21). Bucholtz & 

Hall (2005) posit identity as 'a relational and sociocultural phenomenon that 

emerges and circulates in local discourse contexts of interaction rather than 

as a stable structure located primarily in the individual psyche or in fixed 

social categories' (Bucholz & Hall, 2005:585).

Within these local discourse contexts, Moje & Luke (2009) argue that 

identities can also be sustained and developed by and through the stories 

that people tell about themselves, so that the personal narratives and 

histories being told by a person can be seen in terms of tha t person 

constructing his/her personal or social identity. Story is, by its very nature, 

social.

But it is not just the stories that people tell about themselves that construct 

identities; the stories told about people can also shape the ir identities. So in 

addition to telling stories about themselves, stories can be told about 

individuals and groups, and their identities are constructed as part of those 

stories.

37



Identity can be conceived of in terms of narrative, as 't lie  story a person 

tells about him or herse lf (McAdams, 1990; Anzaldua, 1999; Clandinin & 

Connolly, 2000; Bamburg 2004; Moje and Luke, 2009). In telling his/her 

story, each person interacts socially with someone else who listens and so 

the two horizons fuse into a newer understanding of the story being told 

(Gadamer, 1993) . But in telling the story the story teller is in fact looking 

at his/her own story and constructing his/her identity for both him/herself 

and for the audience who are listening/reading. Thus the self is very present 

in the casting and recasting of the narrative.

'To have an identity as a person,' according to Schechtman (1997), 'is to 

have a narrative self-conception ... to experience the events in one's life as 

interpreted through one's sense of one's own life story' (Schechtman, 1997: 

93). Kearney (2003) defines identity as 'storied identities'. This involves a 

process through and by which 'we make sense of our past life and the 

present life by constantly updating our narratives to produce coherent 

narratives of se lf (Kearney, 2003:55).

Anzaldua (1999) observes that we are clusters of stories we tell about 

ourselves and that others tell about us, and that each of our many identities 

exist not so much independently of each other, but rather in constant 

competition with one another. Anzaldua called these intersections 

'borderlands' and spoke about how we negotiate who we are by considering 

several identities at the one time, each of these multiple identities 

contributing to who we are at any given moment, or as 'a patchwork under 

constant construction' (Keupp et al, in Paya Herrero, 2009:16). This would 

also be in line with Gee's (1991) concept of the person participating in 

many discourse communities simultaneously, but it also opens up Beech's 

(2011) construct of lim inality which he defines as 'fluid movements between 

self constructed and social constructed identities and it is this process that 

leads to the construcion of new identitites' (Beech, 2011:286).

Within Moje & Luke's (2009) assumption o f'soc ia l' identity can be discussed 

under a number of subcategories, including: the concepts of group 

membership, social interaction, relationship, discourse communities, 

personal narratives, stories and biographies, performance, and as 

borderlands, liminal spaces and in-between spaces.

38



But what is not discussed are the lim itations placed on an individual 

because of membership of a group, either through the person's failure to 

acquire the Discourses required for membership, or through his/her non- 

acceptance by the group, because of a unique interpretation of group 

membership 'rules'. Membership of some groups requires members to 

adhere to strict regulation initially and when new members prove their 

ability to replicate the group's requirements, they become members and 

can individuate their behaviours. This means that the social aspect of 

identity can bring one into harmony with, or into resistance to, such group 

memberships and that the stories one tells can allow or disallow

membership. As Handley et al (2006) comment:

Individuals bring to a community a personal history of
involvement with workplace, social and familial groups 
whose norms may complement or conflict with one another.
These conflicts need to be negotiated and reconciled at least 
in part if the individual is to achieve a coherent sense of self.
An analysis of (individual) situated learning and knowledge 
transfer (across communities) thus requires not only a 
conceptualization of 'com munity of practice', but also an 
understanding of what happens within and beyond such 
communities (Handley et al, 2006:642)

According to Settles (2004), 'm ost adults have multiple roles and group 

memberships with which they identify and find meaning' (Settles, 2004:

487). While seeing this overall as a good thing. Settles comments that

'often, the result of holding multiple identities is identity interference, which 

occurs when the pressures of one identity interfere with the performance of 

another identity ' (Settles, 2004:487).

2 .3 .4 .2 . Iden tities  as Multiple

This section of the literature review will address the second of Moje & Luke's 

(2009) assumptions about identity, the use o f'id en titie s ' (the plural form of 

'iden tity ') to address the multifaceted nature of identity. Again this is not a 

discrete exclusive category but includes elements of both the social and the 

recognised.

Identity can be conceived of as an iterative process which continues 

throughout each person's life (Polkinghorne, 2005). Therefore identity is not
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something we discover or attain at the end of a process and then live with 

for the rest of our lives. Rather, identity is seen as existing in a 'continuous 

process of creation throughout one's life; it is a becoming, best 

characterized as verbs, rather than nouns, continually trying to understand 

who we have been, who we are, and who we can become' (Polkinghorne, 

2005:29). 'Iden tity  is never a priori, nor a finished product; it is only ever 

the problematic process of access to an image of to ta lity ' (Bhaba: 

1994:51).

Dolloff (2007) posits tha t 'there seems to be general consensus tha t identity 

is a complex phenomenon, existing not as a unitary subjectivity, but in 

multiple layers, in webs, or as m ulti-faceted' (Dolloff, 2007: 3). Gee (2000- 

2001) posits that each person is composed of multiple layers of identities. 

Some of those identities we normally inhabit over a long time while some 

more we inhabit less often and others we inhabit rarely. Gee defines 

identity as being recognised as 'a certain kind of person' (Gee, 2000-2001: 

99). But he also adds: 'tha t is not to say tha t each of us has what we might 

call a 'core identity ' tha t holds more uniform ity for ourselves and others 

across contexts ... ' (Gee, 2000-2001: 99-100)

Identities are conceived of as enactments of the self, where the individual 

takes on or resists particular roles. Moje & Luke (2009) observe tha t 

identity can be seen as 'the outward visible manifestation of self which is 

always fragmented, partial and often in conflict, particularly with the 

subjectivity -  or sense of self, tha t one builds over tim e ' (Moje & Luke 

2009:418). Gee (2000-2001) posits tha t identity has a core element, with 

many dimensions 'which may appear to be different identities [bu t] are 

actually situation-specific aspects of the core' (Gee, 2000-2001:111).

Moje & Luke (2009) note tha t people's identities are dependent on their 

being recognised by other members of a particular group, which brings their 

discussion back to the concept of identity as social and concerned with how 

individuals are part of group membership. The authors look at how 

identities are enacted or performed for different purposes so that a person 

may perform an identity in one place and a different identity in another, 

which may be sim ilar to Gee's construct of 'situation specific aspects of the 

core' (Gee, 2000-2001:111).
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In many educational contexts, identity is framed within the context of

particular discourses (Gee, 2000; Brizman, 1991; Hoel, 1997; Rex et al,

2002; Temple Adger, Hoyle & Dickinson, 2004; Alsup, 2006; Soreide, 2006; 

Cohen, 2008).

Gee (2000-2001) outlines four aspects of identity. The firs t he refers to as 

Nature-identity, which is associated with an individual's 'nature ' or biological 

constitution. The second he refers to as, Institu tion-identity, associated with 

the ways in which people are positioned by institutions. The third Gee refers 

to as Discourse-identity; this is an individual tra it tha t is ascribed to a 

person through the discourses used by him /her. Finally, he talks about 

A ffin ity-identity - a result of a person's experiences of the groups to which 

he/she belongs. In his concept of these four aspects of identity. Gee 

emphasises that they cannot be separated, but tha t all four aspects work

with one another to construct a person's way of being.

Being able to engage in particular discourses allows the person to 

participate in different groups and to be recognised as a member of that 

group. Different groups require different discourses so that there is a 

multip licity of discourses involved in this framework.

The framework form a basis for an understanding of identity tha t is 

'dialogical and multiple, and which is seen as constructed in and produced 

by different discourses, indifferent situations and as an on-going dialogue, 

so tha t both community and individual are necessary for identity ' (Martin & 

Barresi, 2006:4).

By examining both community and individual aspects of identity, Chaitlin 

(2003) investigated identity amongst young Jewish Israeli adults. She 

argues tha t identity 'has both personal and collective aspects, and is a 

dynamic process that unfolds over the person's lifetim e' (Chaitlin, 2004:4). 

These aspects are developed in the course of social interactions and 

experiences. They incorporate the past (personal history), the future 

(possible selves), and the present (Brewer & Hewstone, 2004).

Moje & Luke (2009) observe that identities change as the stories people tell 

about themselves change in order to incorporate new experiences and 

insights. In this way, contexts and interactions become very im portant sites
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for identity construction; identities are viewed as 'enactments of self in 

activity, with the self always changing but also retaining histories of 

participation that shape how the self acts' (Moje & Luke, 2009:418).

So, under this heading, identity can be discussed as being multiple, in a 

continual state of evolution, as being recognised by others, as a form of 

discourse, as an iterative process, and as an enactment of the self in 

activity. This kind of understanding of identity as a constantly evolving, 

iterative process, fits in with both the sociocultural and the hermeneutic 

frameworks tha t guide this particular research.

2.3 .4.3 . Identity  as Recognised by Others

According to Moje & Luke (2009), some scholars 'argue that identities are 

not inherent in individuals but are only brought into being when recognized 

within a relationship or social context' (Moje & Luke, 2009:419). This also 

shows how identities are brought into existence when they are recognised 

by others. Such recognition is socially mediated, so that the recognition 

shapes the identity.

Identity could be conceived of as being recognised as a certain kind of 

person (Gee, 2000-2001). Moll et al (1992) spoke o f'fu nd s  of knowledge'. 

Wilder (1986) developed the concept of 'social scripts' and Gee (2000- 

2001) talked about 'an identity tool k it' tha t equips the person with the 

necessary tools/skills/attributes needed to inhabit a specific identity, or to 

be recognised as a particular person. Therefore identity is seen as a 

structure made up of a set of resources, concepts, 'selves' or identities that 

are available to a person when attempting to define or negotiate 

him /herself through discourse (Gecas, 1982; Gergen, 1971; Hogg & 

Abrams, 1988).

Davies & Harre (1990) introduced the concept o f'pos ition ing ' because they 

believed that language and discourse are always embedded within relations 

of power and that individuals take up positions in relation to tha t power. 

Individuals can decide to voluntarily take on or resist those positions (selves 

or roles). However, individuals can sometimes be ascribed certain positions 

tha t they do not want, need, value, or claim. Whatever the circumstances.
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individuals have to negotiate the ir roles or positions within the culture, 

practices and power relations of the group.

Related to the idea of belonging to a particular group is Wenger's (1998) 

concept of 'communities of practice'. Wenger and his colleagues define 

'communities of practice' as 'groups of people who share a concern, a set of 

problems, or a passion about a topic, and who deepen their knowledge and 

expertise in this area by interacting on an on-going basis' (Wenger, 

McDermott & Snyder, 2002:4).

Wenger (2000) argues that identity is formed and reformed when the 

individual engages in communities of practice:

By belonging to such communities, the individual must 
engage in a process of both identification and negotiation of 
meaning. In the spectrum of communities tha t we inhabit, 
we identify greatly with some communities, but not all. As 
members of these communities, we define who are by what 
is fam iliar, what is foreign, by what we know and, what we 
can safely ignore' (Wenger, 2000:239).

Gee (1999) posits that such identifications and negotiations are enactments 

of 'situated identities', which he defines as 'd ifferent identities or social 

positions we enact and recognize in different settings' (Gee, 1999:12). 

Under this particular assumption, identity is discussed in terms of how 

people are recognised by others as being particular kinds of people or of 

occupying particular roles, within what Wenger (2000) referred to as 

'communities of practice' and enter into different kinds of identities by 

taking on specific roles and discourses.

Hall (2000) defines identities as:

... Increasingly fragmented and fractured; never singular but 
multiply constructed across different, often intersecting and 
antagonistic, discourses, practices and positions. They are 
subject to a radical historicization, and are constantly in the 
process of change and transformation (Hall, 2000: 17).

In this study identity is viewed in the light of Hall's (2000) remarks and is 

seen as a complex multi-layered construct. Identity is not fixed, but is a 

fluid dynamic and contestable construct which is based on context, personal 

beliefs, and a sense of being (Bucholtz, 1999; Kucer, 2005; Mahiri & 

Godley, 1998; McCarthey & Moje, 2002). Such constructs of identity reflect
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individuals in the ir nnany roles within society and culture. There are 

elennents of identity tha t are individual to the person and there are 

elements of identity tha t are associated with group membership so that 

both the individual and the group are intricately linked to identity (Stets & 

Burke, 2009). Pavlenko & Blackledge (2004) define identity in terms of 

'social, discursive, and narrative options offered by a particular society in a 

specific time and place to which individuals and groups of individuals appear 

in an attem pt to self-name, to self-characterize, and to claim social spaces 

and social prerogatives' (Pavlenko & Blackledge, 2004:19).

Personal identity can be viewed in terms of how a person sees him/herself, 

whereas group identity has more to do with the commonalities a person has 

with other people, 'a sense of being and belonging' (Burke, 2004:1). Group 

membership defines people in terms of tra its that they share in common 

with other members of the group as well as tra its that make them different 

from fellow members, so that group identity and personal identity are linked 

to one another. Different group memberships can be understood in terms of 

someone having multiple identities that are lived out in relationships with 

other group members. Being recognised as a member of a group is also 

part of identity, as a person's sense of self is formed partially by other 

people's perception of the person (Bartlett, 2007; Joseph, 2004; McCarthey 

& Moje, 2002). Each of these factors interacts and intersects with one 

another, allowing for the construct of identity to be understood in its 

complexity.

As previously mentioned, Wenger (2007, 2013) offers a sociocultural model 

for understanding identity development which is in sympathy with this 

understanding of identity and therefore was deemed suitable for the current 

study. In addition to identity being placed within a sociocultural framework, 

the fact tha t Wenger was focused both on the individual and on the social 

also places this understanding of identity within the hermenerutic 

framework used in the study. Wenger writes:

The concept of identity serves as a pivot between the social 
and the individual, so tha t each can be talked about in terms 
of the other ... it is therefore a mistaken dichotomy to 
wonder whether the unit of analysis of identity should be the 
community or the person. The focus must be on the process 
of their mutual constitution (Wenger, 2007:145).
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' I s su e s  of identi ty, '  according to Wenger  (2007) ,  ' a r e  an integral a sp e c t  of a 

social theory  of learning and a re  thus  inseparable  from issues of practice,  

community ,  and mean ing '  (Wenger,  2007:145) .  F reedman & Appleman 

(2008)  observe  t h a t  'sociocultural theor ies  lead us to focus on how identity 

develops  across  t ime  through the  interplay be tw een  th e  self and o the rs  in a 

social communi ty  of practice' . W enger  (2007)  posits  t h a t  'part icipation is a 

source  of identity... [and] by recognizing the  mutuali ty of our participation,  

we becom e  part  of each  o ther '  (Wenger ,  2007 :56) .

Tsui (2007)  ob se rv es  th a t  'in Wenger ' s  framework , one 's  identity does  not 

lie only in the  way one  talks or thinks abou t  oneself,  or only in th e  way

o the rs  talk or think abou t  one,  but in the  way one 's  identity is lived' (Tsui,

200 7 :6 6 0 ) .  W enger  (2007)  p roposes  t h a t  identities are  formed amid the  

' tens ion be tw een  our  inves tm ent  in the  various forms of belonging and  our 

ability to negot ia te  the  meanings  t h a t  m a t t e r  in those  con tex ts '  (W enger,  

200 7 :1 8 8 ) .  In this way, Wenger  concludes t h a t  identity is a two-way 

process  of identification and negotiation of meaning.  He posits th ree  

different sou rces  of ' identification': e n g a g e m e n t s ,  imagination and

alignment .  E n g a g e m en t  refers to how we invest  ourse lves  in w ha t  we are  

doing, as well a s  in our relationships with the  o thers  who en g ag e  in the  

s a m e  activity. ' Imaginat ion ' ,  according to Tsui (2007) ,  'is a process  of 

relating ourse lves  to the  world beyond the  communi ty  of practice in which

we a re  engaged  and seeing our exper ience  as  located in the  b roade r

context and as  reflective of the  b roader  connections '  (Tsui, 200 7 :6 6 0 ) .  

Alignment refers to how m e m b e rs  of a community  of practice bring the ir  

actions and  practice in line with the  b roade r  enterprise.

Negotiation of meaning ,  according to Tsui (2007) ,  'd e te rm in es  the  e x te n t  to 

which one is able to contribute  to and  shape  the  m eanings  in which one  is 

invested; it is the re fore  fundamenta l  to identity formation'  (Tsui, 

2 0 07 :661 ) .  Tsui c o m m e n ts  th a t  som e  m eanings  have  more power than  

o thers  and so ' the i r  relative value is open to negotia tion'  (Tsui, 200 7 :6 6 1 ) .  

' In a community  of practice, '  she  says ,  ' e n g a g e m e n t  in the  negotia tion of 

meanings  involves the  production and adoption of meanings '  (Tsui, 

2 0 07 :661 ) .  The two m ust  go toge ther .  W enger 's  theory  of identity 

formation,  she  concludes ,  'provides a very powerful fr amework  for making
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sense of the lived complexity of teachers' professional identity,' (Tsui, 

2007:665).

Each of Moje & Luke's (2009) three suggested interpretations of identity 

offers particular 'horizons of understanding' (Gadamer, 1993) on the 

complex nature of identity in such a process of change and transformation. 

Each of the suggested interpretations (social, multiple and recognition by 

others) in turn offers further interpretations of how identity might be 

understood, including: social interactions, group membership of discourse 

communities, taking on roles, having roles suggested by circumstance and 

culture, being recognised by others, and self-activity. Each offers a lens 

through which identity m ight be viewed. However, each also points to the 

difficulties inherent in trying to arrive at a single definition tha t can hold 

true across the range of interpretations, usages, contexts and situations in 

which the word is used.

2.3.5. Understanding of Identity  Used in this Study

This study is guided by a sociocultural framework and uses a hermeneutic 

theoretical framework to interpret the data generated within a particular 

society in the form of schools where these particular individual teachers 

self-named, self-characterised and claimed the learning spaces for social, 

discursive and narrative work. These spaces can be seen as communities of 

practice (Wenger, (1998), and the assumptions suggested by Moje & Luke 

(2009) provide a framework to discuss a sociocultural understanding of 

identity under three headings: identity as social, identity as multiple, 

identity as recognised by others. Under each of these headings, further 

subheadings are used to show the complex and interconnected nature of 

these sociocultural understandings of identity. Such a sociocultural 

understanding will be used in the next section to examine teacher identity.

2.4. Teacher Identity

Sachs (2003) writes tha t 'teacher professional identity ... stands at the core 

of the teaching profession' (Sachs, 2003:15) and emphasises tha t it is
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essential to study and understand it. She implies tha t it is an im portant area 

of study not jus t for academics and scholars but also for teachers 

themselves. She believes that it is im portant fo r teachers to be aware of the 

influences tha t are being brought to bear on the reshaping and reforming of 

the ir professional identities.

This study conceptualises teacher identity as being an im portant area of 

study tha t is embedded within sociocultural theory. I t  includes a variety of 

contexts for the study of identity such as language (written and spoken), 

relationships, culture and social interactions (Clandinin & Connelly, 2000; 

Gilligan, 1982; Noddings, 1984, 2000, 2003; Stout, 2001; Taylor, 1989, 

1991; Thayer-Bacon, 1995).

Jurasaite-Harbison (2005) posits that the concept of teacher professional 

identity

'yields a rich understanding of the relationship between self 
and a certain context of practice. In this respect, 
professional identity is the outcome of the interface between 
the personal experiences of teachers and the social, cultural, 
and institutional context in which they function on a daily 
basis' (Jurasaite-Harbison, 2005:159).

Within this understanding, teacher identity is continually influenced, 

constructed, deconstructed and re-constructed as teachers evolve through 

the ir interactions and relationships with others in the ir workplaces 

(Beauchamp & Thomas, 2009, 2010; Alsup, 2006; Stout, 2001; Thayer- 

Bacon, 1995). Sachs (2003) posits that:

[tjeacher professional identity ... provides a framework for 
teachers to construct their own ideas of 'how to be', 'how to 
act' and 'how to understand' the ir work and the ir place in 
society. Im portantly, teacher identity is not something that 
is fixed nor is it imposed; rather it is negotiated through 
experience and the sense that is made of that experience.
(Sachs, 2003:15)

Sachs's (2005) definition includes the construct of 'agency' as the teachers 

construct the ir own ideas of the ir identities in the ir figured worlds (Holland, 

2001, Urrieta, 2007). But Sachs (2003) also introduces the idea of teacher 

identity as the way in which teachers think about themselves as teachers -  

what Knowles (1992) referred to as 'the images they have of self-as-
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teacher,' (Knowles, 1992:99). Canrlnus et al, (2011) also define 

professional identity in terms of how teachers see thennselves based on 

the ir interpretation of the ir on going interactions with the ir lived-in worlds.

These interpretations, along with subsequent experiences and influences in 

early, mid and late career, give shape to teachers' ideas about teaching and 

learning, and to the ir identities as teachers (Friesen, Finney & Krentz, 

1999). Day & Leitch (2001) conclude that 'the professional self in teaching 

affects and is affected by personal history past and present as well as 

political and social contexts of teaching' (Day & Leitch, 2001: 414). This 

echoes Nias's (1993) suggestion tha t teacher identity is constructed through 

a combination of the personal and the professional selves. Black (2010) 

adds to this understanding and argues that:

... teacher identity is how teachers define themselves both to 
themselves and to others; how they compare and 
differentiate themselves from other professionals. With the ir 
multiple identities undertaking one role at any one given 
time, each influences individual's perceptions, behaviour and 
inter-group relations. ... As an ongoing process, created and 

re-created through their career stages, the ir identity is 
subject to /by the discourses individuals occupy: the ir school 
context, governmental reforms and social interactions.
(Black, 2010:5)

In their seminal study on teacher identity, Beijaard, Meijer & Verloop (2004) 

reviewed the literature on teacher profession identity that emerged between 

1988 and 2000 as they observed that it was during that time-span that 

teacher professional identity also emerged as a separate area of study. In 

the ir review of the literature they found 22 studies tha t satisfied the ir 

criteria as pertaining to teacher professional identity and concluded that the 

research focused on three main areas of research: '1, Teachers' professional 

identity formation, 2, the identification of characteristics of teachers' 

professional identity as perceived by the teachers themselves or as

identified by the researchers from the data they collected; and 3, (re)

presented by teachers' stories told and w ritten ' (Beijaard, Meijer & Verloop, 

2004: 109).

From their research they concluded that four particular characteristics 

described teachers' professional identity: firstly, identity is an on-going.
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dynamic process in which teachers interpret and reinterpret their 

experiences; secondly, it implies both person and context; th ird ly, it 

comprises several sub-identities that are more or less in harmony with one 

another, and lastly, identity is based on self-direction (agency) (Beijaard, 

Meijer & Verloop, 2004).

Teacher identity formation is, in the ir view, 'a process of practical 

knowledge building characterised by an on-going integration of what is 

individually and collectively seen as relevant to teaching' (Beijaard, Meijer & 

Verloop, 2004:123). The authors argue that teachers' professional identity 

can be conceptualised as an on-going process of interpretation and of 

reinterpretation of teachers' practical experiences. They also found that 

personal and professional identities were 'strongly interwoven' (Beijaard, 

Meijer & Verloop, 2004) and that 'historical, sociological, psychological, and 

cultural factors may all influence the teacher's sense of self as a teacher' 

(Beijaard, Meijer & Verloop, 2004). This reflects the kind of hermeneutic 

understanding of the development of teacher professional identity tha t is 

used as a theoretical framework for the current study.

2.4.1. Understanding Teacher Identity

The following section explores teacher identity using the lens provided by 

Moje and Luke's (2009) three assumptions about identity. I t  will integrate 

the four characteristics of Beijaard, Meijer & Verloop (2004) as expressed in 

Fig 4, as each of the four characteristics can be seen as social, multiple or 

as being recognised by others. Conversely, each of Moje & Luke's (2009) 

three assumptions can be seen in terms of any of the fours characteristics, 

individually or in concert with one another. Therefore, while these 

characteristics and assumptions are each represented as separate and 

distinct in Fig 4, in actuality they are more fluid and more likely to bump 

into one another and thus represent the complexity of teacher identity
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Fig ure 2.4: Linking Moje & Luke (2 0 0 9 ) and Beijaard, M eijer & Verloop (2 0 0 4 )

2.4.2. Teacher Identity  as Social

All four of Beijaard, Meijer & Verloop's (2004) characteristics of teacher 

identity can be instanced when looking to understand teacher identity as 

social. 'Teaching,' according to Olsen (2008), 'is not merely a cognitive or 

technical procedure but a complex, personal, social, often elusive, set of 

embedded processes and practices that concern the whole person' (Olsen, 

2008:3). This echoes Jenkins' (1996) statement that 'identity is not "jus t

there", it has to be established' (Jenkins, 1996:4).

By its very nature, teaching is social and dynamic I t  takes place in the 

interactions between teacher and learner, between teacher and teacher and 

between learner and learner. These interactions take place and are

embedded when different identities, and sub-identities are enacted within 

different kinds of'com m unities of practice' (Wenger, 1998). Teaching is not 

about the transmission or banking of knowledge (Freire, 1973:58). I t  is 

about the dynamic construction of knowledge between people in

relationship with each other within particular contexts. I t  can also be seen
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as  exercising power and agency within t h e  shaping of knowledge. The 

learner  and th e  te ac h e r  m ake  decisions and choices in relation to their  

agency  within given contexts.  It is s i tua ted  within cul tures  th a t  also sh ap e  

and develop it. It positions both te ac h e r  and  learner relative to th e  values  

and dic ta tes  of the  culture.  It is by its very n a tu re  an act  of communication,  

and a t  its core,  it is abou t  relationships in contexts .

T eache r  identity formation and  d ev e lopm en t  can be unders tood  in how 

te ac h e r s  choose  to talk abou t  them selves .  Connelly & Clandinin (1999)  

s ta te :

The identities we have,  the  stor ies we live by, tend to show 
different facets  depending on the  si tuations  in which we find 
ourselves .  This is no less t rue  for t e ac h e rs  in their  
professional knowledge landscapes .  Different facets,  
different identities, can show up, be reshaped  and take  on 
new life in different landscape se tt ings.  But ... identities 
have  both origins and  change.  (Connelly & Clandinin, 
1999:94)

Teachers  become m em b ers  of a range of communit ies  of practice (Wenger ,  

1998) both within and outside of their  roles as  teachers .  Membership  and 

participation within those  communit ies  s h ap e  the  stories  they  live by, and 

are  then  practised until the  participants  becom e  comfortable  with them .  It is 

a reciprocal process  -  the  te ac h e r  tells the  s to ry  of who h e / sh e  is and  in the  

telling b ecom es  th a t  person. Narratives can be used to explore the  different 

ways in which stor ies of t e ach e rs '  lives can be used by te ache rs  to exp ress  

identity, as  the  act  of storytelling gives meaning and s h a p e s  their  

unders tand ing  of the ir  professional identity (Connelly & Clandinin 1999; 

Watson , 2006).  Story telling is both dynamic  and social and the  narra tive 

can be viewed as  an act  of agency - the  t e ac h e rs  enac t  their  identit ies 

within th e  context of composing the  na rra tive  itself.

However,  Sachs  (2003)  a rgues  t h a t  it may not be as  simple as  th e  telling of 

story and  the  use  of those  narra tives  to s h ap e  te ac h e r  professional identity. 

She observes  th a t  two competing d iscourses  s h ap e  the  professional identity 

of t e ach e rs ,  what she  refers to as  'dem ocra t ic  and  manageria l  

professional ism'  (Sachs,  2 0 03 :149 ) .  She  posits  th a t  democratic  d iscourses  

'give rise to an activist professional identity in which collaborative cul tures  

are  an integral part  of t e ach e rs '  work practices '  (Sachs ,  2003: 159).
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However, managerial discourses are led to the creation of what she calls 

'entrepreneurial identities' where 'the market will play an important part in 

how teachers constitute the ir professional identity collectively and 

individually' (Sachs, 2003: 156).

The conflict between the entrepreneurial and democratic constructs of 

identity form a huge part of the neoliberal agenda in education (Ball, 2003) 

and is beyond the scope of this section of the literature review, but it is 

im portant to acknowledge that there are forces outside the teacher 

him /herself which will, can and do exert immense pressure on shaping the 

identities of schools and the teachers who work in them. Indeed Beauchamp 

& Thomas (2009) argue that while teacher identity is career long in 

formation, the more of it that can happen in the early stages of career the 

better as it builds a resilience against changes enforced in teacher identity 

by reform agendas.

The factoring out of teacher identity as social under Beijaard, Meijer & 

Verloop (2004) characteristics is not a simple case of listing which falls 

under which heading but of coming to an understanding that identity is 

social by virtue of the fact tha t it is dynamic, dealing with people and 

contexts, and involving multiple identities and sub-identities and agency in 

how people choose to enact the ir identities.

2.4 .3 . Teacher Id e n tity  as M ultiple

Moje & Luke's (2009) second assumption about the multiple nature of 

identity can be understood in relation to Beijaard, Meijer & Verloop's (2004) 

four features of identity: that it is dynamic, implying both person and 

context, has identities and sub-identities, and that teachers are active 

within the ir own professional identity.

Cooper and Olson (1996) posit tha t professional identity is multifaceted. 

Dolloff (2007) points to the existence o f'a  relationship between components 

of identities' (Dolloff, 2007:3). Beijaard, Meijer & Verloop (2004) cite 

Mishler's metaphor o f 'o u r selves as a chorus of voices, not jus t as the tenor 

or soprano soloist' (Beijaard, Meijer & Verloop 2004:113), as a means of 

defining our multiple identities. Dolloff (2007) says that 'an individual's
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professional identity consists o f sub-identities tha t nnore or less harmonise. 

The notion of sub-identities relates to the individual's different contexts and 

relationships' (Dolloff, 2007:3). Some of these sub-identities may be 

broadly linked and can be seen as the core of teachers' professional identity 

(Beijaard, Meijer & Verloop, 2004).

This idea of 'forces of change' that are outside of the teacher and that can 

lead to changes in both professional and personal identities has provided a 

stage on which to explore the construct of teacher identity (Beauchamp & 

Thomas, 2009); Sachs, 2003; Brown, 2004; Ball, 2003). Teachers change 

their identities and sub identities in order to meet the challenges caused by 

the changes (Sachs, 2001). Woods & Jeffrey (2002) examined how primary 

teachers in the UK adapted and changed the ir professional identities 

following the restructuring of the educational system. They posited that 

this happened through the existence of several different identities -  social, 

personal and self-concept identities. Social identities they described as how 

individuals are recognised by others - much like one of Moje and Luke's 

(2009) assumptions about identity. Personal identities are those identities 

or roles the individual chooses to use when interacting with others -  how 

the individual chooses to be recognised by others, and so refers to agency. 

The self-concept they describe as the ‘overarching view of oneself as a 

physical, social, spiritual, or moral being'(W ood & Jeffry, 2002:3).

Changes in the educational system, they said, 'have to be processed 

through teachers, who have feelings, values, beliefs, thoughts, cherished 

ideals; in short, identities' (Woods & Jeffry, 2002:29). They assert that the 

changes brought about by Government policy had resulted in the teacher's 

identity being reconstructed in order to meet a set of new criteria, so that 

sub-identities formed in order to accommodate or resist the changes. 

Therefore teachers' identities were in flux and lacking the certainty they 

once held. Teachers reported that the ir personal identities were at the core 

of their identity as teachers (Wood & Jeffry, 2002), or as Nias (1989) noted:

The personal and occupational self may be so closely related 
that, in their own terms, they 'become' teachers: The 
persons they perceive themselves to be go to work and the 
teachers they feel they are come home, often to occupy 
their sleeping as well as the ir waking hours...Many teachers.
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for part or all of the ir working lives, invest the ir personal 
sense of identity in the ir work. (Nias, 1989:224)

In this view the multiple identity of the personal and the professional nnerge 

into a single identity. Though Woods & Jeffrey's (2002) research 

distinguishes between social identities, personal identities and self-concepts 

in professional teacher identity, they indicate that it was the teachers' 

situational identities that, in fact, did nnost of the changing. While talking 

about the more dynamic nature of teacher identity, they discovered 

different layers of teacher identity or sub-identities. They posit that these 

situational identities, or new self-identities, are those identities formed by 

the situation the teachers found themselves in. The authors warn tha t these 

'new self-identities are much more volatile that the old' (Woods & Jeffry, 

2002:30) and they conclude that teachers' real selves are held in reserve, 

to be realised in other situations outside school or maybe even within the 

school but existing in conflict. Other researchers such as Day, Stobart, 

Sammonds, Kington, Gu Smeed & Mujtaba, 2006; Jensen, 2001; Sachs, 

2003; Stronach et al, 2002; Troman, 2008, have also looked at how 

teachers' multiple identities or identity roles exist within and as part of their 

professional identity.

S0 reide's (2006) study of five primary teachers found that the teachers 

drew on multiple identities -  'd ifferent facets depending on the situation' 

(e.g. concepts such as the caring, creative, innovative, professional and 

typical teacher) which was a 'necessary part of the construction of teacher 

identity ' (Soreide, 2007:527) and that this 'm ultifaceted' building of identity 

could be a site of potential conflict when there is an imposed notion of a 

universal teacher identity in the dominant cultural discourses - as Woods 

and Jeffrey (2002) have posited.

Mockler (2011) too looked at points of transition and at the political aspects 

involved in teacher identity formation and outlined three separate though 

connected domains tha t constituted teacher professional identity. These she 

named as: personal experience, professional context and external political 

influences. Mockler (2011) claimed that it was in the interaction between 

these three domains tha t identity was enacted and mediated. She identified 

an 'understanding of professional identity as on going, dynamic and
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shifting; influenced by personal, professional and political dimensions of 

teachers' lives and work which interplay in an overlapping and active way,' 

(Mockler, 2011: 526). The author clearly used the multi-faceted nature of 

the concepts of agency and identity as a means of describing teacher 

identity.

Again, each of Beijaard, Meijer & Verloop's (2004) four characteristics do 

not each line up neatly under the heading of 'm ultip le identities' but rather 

bump into and intersect with each other when identity is examined as 

multifaceted. This is the nature of identity which is in a continual state of 

flux and becoming, which is social and dynamic, multifaceted, context 

dependent, and existing within the choices afforded to and taken by the 

teacher.

2.4.4. Teacher Identity  as Recognised by Others

Within many cultures teachers are recognised by themselves and by others 

as a particular profession. Zemblyas (2003) observes that 'teachers are 

often represented and acted upon as if they were selves of a particular 

type: suffused with a recognized, coherent, and enduring subjectivity, 

grounded in a unified psychological identity ' (Zemblyas, 2003:123). 

Beijaard, Meijer & Verloop (2004) argue thus:

A teacher's professional identity is not entirely unique.
Teachers are expected to think and behave professionally,
but not simply by adopting professional characteristics,
including knowledge and attitudes tha t are prescribed.
(Beijaard, Meijer & Verloop, 2004:122)

Teachers can have idealised attributes attached to them - concepts such as 

'educated', 'caring', 'patient', 'knowledgeable', 'com municator' etc. Some of 

these attributes are culturally agreed identities (e.g. the level of education 

teachers require, the kind of training they must undertake, their disposition 

towards learners and learning, their moral character, etc.). Others 

attributes attributed are assigned on foot of individual people's personal 

experiences of teachers (e.g. strict, calm, knowledgeable, able 

communicators, etc.). So the construct of a professional teacher identity 

can have significant input from culture, society, institutional and at both a
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professional and a personal level. In her exploration of teachers' 

professional identity, Bryan (2004) borrowed Hofstede's (1991) metaphor of 

an onion (see fig. 5 below) to examine the changes in teachers' professional 

identity following the introduction of the 'National Literacy Strategy' (DfEE, 

1998) in the UK.

Symbols

0 ::“

Figure 2.5: Brown's (2 0 0 4 ) in terpretation of Hofstede's cultural model (1 9 9 1 )

Bryan (2004) observes tha t the metaphor of an onion allowed for the layers 

that contributed to the construct of teacher identity to be made visible and, 

thus, explored. On the outer layer are the symbols of the culture, in this 

case, the school. Looking at a school, she says, leads us to know that it 

could not be anything other than a school -  the desks, chairs, rooms, etc. 

The second layer contains the 'heroes' of the culture. They may 'be fictitious 

or real, alive or dead. They may be from television, books, comic heroes, 

figures from one's own education who, serve as cultural heroes' (Bryan, 

2004:145). The third layer reveals the rituals tha t belong to a school in 

order for the school to be able to function. In this research, the rituals refer 

to how the teachers organised the teaching of literacy within their 

classrooms as well as the rituals that came from curricular considerations, 

parental expectations and the school's cultural practices.

Hofstede (1991) groups these firs t three layers under the umbrella term 

'practices' as they were each very visible to the outsider looking in, as well 

as to those who worked within the culture, in this case the teachers. The 

three outer layers refer to the symbols of the culture. He posits that 'the ir
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cultural meaning is visible and lies precisely and only in the ways in which 

these are interpreted by the insider,' (Hofstede, 1991:8).

The final layer refers to the values held by both the teacher and the culture 

within which they work. Brown posits tha t 'the relationship between the 

three outer layers of the onion and the core of values can illuminate the 

complexities of teacher professionalism. Devine, Fahie & McGillicuddy 

(2113) note that beliefs are 'core to and intertwined with identity', (Devine 

et al 2013:85). Teachers' professional identities and values 'm ay be 

influenced, changed, shaped or confirmed by changing practices, rituals and 

heroes and heroines' (Bryan, 2004:146).

Jensen (2001) in examining teacher identity in pre- and post-Apartheid 

South Africa argues very powerfully tha t within some cultures, especially in 

relation to changes in educational policy, there is a tendency to trea t 

teachers as a homogenous group whereas, he says, 'all teachers are not the 

same', even within the cultural construct of the idealised teacher.

Drake, Spillane & Hufferd-Ackles (2001) defined teacher identity as 'the ir 

sense of self as well as the ir knowledge and beliefs, dispositions, interests, 

and orientation towards work and change' (2001:2). Jensen concludes tha t 

any attem pt to define teacher identity is, by its very nature, bound to fail. 

Citing Carrim (2001), he says 'the notion of "the educator" continues to 

homogenise teachers and teaching and is unable to analytically address the 

specific realities experienced by teachers or the complexities of the ir 

identities' (Carrim, 2001 in Jensen, 2001:245). This poses problems in 

situations where policy and curricula define the teacher in terms of his/her 

role within a particular definition of, for example, literacy, as though there 

was only one kind of teacher of literacy.

In her sociocultural examination of teacher identity, Susan Lasky (2005) 

describes teacher professional identity as 'how teachers define themselves 

to themselves and to others' (2005: 901). For her, this definition brought 

together the concepts of 'individual teacher capacity' with a 'construct of 

professional self'. This, she concluded, happens over time and 'can be 

shaped by school, reform and political contexts' (Lasky, 2005: 901).
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For the teachers in her study, Lasky (2005) also found that being able to be 

'openly vulnerable and authentic with the ir students' was an essential 

component of the ir teacher identity, which would also link back to the 

previous section on identity as social and relational. Lasky (2005) writes 

tha t even when the reforms devalued these elements of their work, 'one of 

the most powerful, enduring elements of participants' agency was their 

unwillingness to change their identity as individuals working in a human- 

centred profession, which required making real connections with the ir 

students' (Lasky, 2005:913).

These kinds of research which set out to understand how teachers' 

identities are sustained in their careers have led to a change in emphasis 

away from studies about what teachers do in the ir classrooms and a move 

towards understanding teachers' sense of their own professional identity, 

how it develops and how teacher identity affects teaching and teacher 

education (Akkerman & Meijer, 2011; Beijaard et al., 2004; Canrinus' 

Helms-Lorenz' Beijaard, Buitink & Hofman, 2011; Lamote & Engels, 2010). 

While a lot of the research has centred on the formation of teacher identity 

in newly qualified teachers, and on teachers dealing with transitions in 

policy tha t changes their identity as teachers, the next part of the literature 

review will explore the literature around the identity of veteran teachers.

2 .4 .5 . Veteran Teacher Id e n tity

There are teachers who 'persist and thrive ' in difficult school-settings and 

manage to remain 'fresh and engaged' (Cohen, 2009). Hardcastle (2001) 

highlighted the need to 'seek the insights of positive veteran teachers' 

before they reached retirement and 'leave the field' (Hardcastle, 2001: 75). 

I t  is d ifficu lt to arrive at a definition of who exactly qualifies as 'veteran 

teacher', as a range of possibilities is presented in the literature. Ben-Peretz 

& McCulloch (2009) posit:

What are the criteria for defining a veteran teacher? One 
m ight be identified as 'veteran' because of years of tenure, 
or because of having achieved some special expertise in the 
profession, for instance in pedagogy or subject m atter 
knowledge. (Ben-Peretz & McCulloch 2009:405)
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Researchers do not agree on a single definition of a 'veteran teacher'. 

Edwards (2003) and Perrachione, Petersen & Roser (2008) state that 

veteran teachers are those teachers with between three and five years' 

teaching experience. Liebermann & l^ace (2010) use the concept of 'an 

accomplished teacher' to describe a teacher who, they say, may be in 

his/her 'th ird  or th irtieth year in the classroom' (Liebermann & Mace 

2010:459) while Cohen (2009) says, tha t veteran teachers are those who 

'have weathered over 25 years' (Cohen, 2009:471).

So within the literature there is no agreement as to who exactly qualifies as 

a veteran teacher. But for the purposes of this study, Schonmann's (2009) 

understanding of veteran teachers is used as a definition:

... by veteran teachers I refer to teachers who identify 
themselves as such. I t  means that I choose neither to use 
any external definition nor to coin my own definition. I give 
my participants an 'em pty space' to play their game. The 
way they see themselves is the relevant designation to our 
cause. (Schonmann 2009: 517)

Day & Gu (2009) raise questions as to how the professional lives of veteran 

teachers, 'confronted by professional, situational and personal pressures 

and tensions', are likely to have 'challenged the ir values, beliefs, practices, 

for some their willingness to remain in the job, and for others the ir capacity 

to continue to do their best in the classroom as commitment becomes 

eroded' (Day & Gu, 2009: 442). This, they say, makes the veteran teacher 

worthy of more study by scholars interested in the lives of long-serving 

teachers, particularly at a time when, according to the OECD (2005) report 

entitled 'Teachers Matter', the population of teachers among its member 

states is ageing and heading towards retirement. In a separate report, 

'MetLife Survey of the American Teacher' (Markow & Pieters, 2012), 

teachers 'job satisfaction is lower than ever before.

Moje and Luke's (2009) three assumptions about identity studies once more 

provide a loose framework for looking at veteran teacher identity. Those 

assumptions are: identity as social, identity as multiple, and identity as 

being recognised by others. Marston, Courtney & Brunetti (2006) say tha t a 

substantial amount of research has been carried out on veteran teachers in 

relation to attrition rates (Konanc, 1996; Pigge & Marso, 1997; Darling-
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Hammond, 2006) as well as in relation to burnout during teachers' later 

career stages (Huberman, 1993: Friedman, 1995). But according to Hanson 

(1995) 're latively little is known about the nature of the tensions and 

challenges facing those who have had a substantial amount of experience in 

teaching (i.e. so-called "veteran" teachers) and how and why they have 

managed (or not managed) to continue to fulfil the ir original call to 

teaching' (Hanson, 1995:47).

Some researchers present very positive images of veteran teachers who, in 

the later years of their careers, have reached a sense of purpose and 

fu lfilm ent (Cohen 2009; Day and Gu 2009). Some research has been 

carried out into professional learning communities for teachers (Lieberman 

& Miller, 2007; McLaughlin & Talbert, 2001; Vescio, Ross & Adams, 2008; 

Wenger, 1998). Liebermann & Mace (2009) argue that it has become 

clearer tha t teachers best function in 'communities that are long-term and 

collaborative' (Lieberman & Mace, 2009:459). Though these studies do not 

look specifically at the construct of veteran teacher identity, identity is 

implied in how the teachers relate to one another and to the students that 

they are teaching. This would tie into Moje and Luke's (2009) assumption 

about identity being social and tha t teachers work best within communities 

of practice (Wenger, 1998) where 'conversations between colleagues can be 

transformative learning opportunities' (Lieberman & Mace, 2009:460), and 

are an integral part of the ir experience of working as teachers.

Mansfield & Price (2011), Brunetti (2006), Beltman, Holloway (2003), 

Nathanson, Pruslow & Levitt (2008), and Houghton (2001) identified a 

number of common factors in the ir research tha t they claim have sustained 

veteran teachers in the ir careers. Nathanson, Pruslow & Levitt (2008) 

posited tha t the satisfaction of working with young people, having a passion 

for the ir subject, the excitement of working in a classroom environment, 

and the autonomy, support, and collegiality tha t teachers experience with 

the ir peers, are amongst the factors tha t sustain veteran teachers in their 

careers. Similar themes were identified in research carried out by Beverly 

Hardcastle Stanford, (2001). However, this latter research on ten long- 

serving teachers also identified the ability to find deep meaning in their 

work as a major factor in sustaining the ir commitment to teach. Again, the
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social a sp ec t  of the  work is s t re ssed  and the  te ac h e r s '  identities ins inuated 

from observed  behaviours  and discourses.

The key th e m e s  th a t  em erg ed  from McIntyre (2010)  re search  in th e  UK on 

v e te r an  t e ach e rs  who s tayed  working in d isadvan taged  schools included the  

im por tance  of concepts  such a s  professional and personal identities,  which 

mirrored findings from o ther  s tudies  (e.g.  Day e t  al, 2006) on t e a c h e r s '  

working lives, and  s t re ssed  th a t  identity was  not a single, but r a th e r  a 

multiple or layered construct ,  as t e ach e rs  found balance be tween  personal  

and  professional identities within the ir  working lives (e.g.  S te ts  and  Burke,  

2009).

Day e t  al (2006)  resea rched  te ache rs  in th e  VITAE project  and docu m en ted  

how teach e rs  a t  different s tag e s  of their  professional ca ree rs  have  

exper ienced change  in their  work and personal  lives over t ime.  These  

c h an g e s  caused  som e  to leave the  profession while o the r  remained  on. 

Wilkins e t  al (2004)  in a s tudy of ve teran  t e ac h e rs  found tha t

The older t e ach e rs  studied,  who cont inue to enjoy their  work 
and have been  given opportunit ies  for ca ree r  deve lopm ent  
or variety of exper ience,  do generally display two im por tant 
charac teris t ics:  they have  main ta ined and developed their  
practi t ioner skills, so th a t  they  are  acknowledged as  good 
teache rs ,  and  they  have  d e m o n s t ra t ed  an o p e n n es s  to 
change  and development .  (Wilkins e t  al, 2 0 04 :10 )

Wilkins a t  al (2004)  a s se r t  t h a t  the  acknow ledgem ent  of the  t e a c h e r  as  a 

person who enjoys  h is /her  work is crucial in the  recognition of t e ac h e r  

identity. This links in with Moje and Luke's (2009)  third a ssum ption ,  i.e. 

t h a t  identity is recognised by others .  However,  Woods & Jeffrey (2002)  

a rgue  th a t  t e ac h e rs  who began teaching in the  UK in the  1980s have  had to 

e n g a g e  in ' identi ty work'  because  ' they  have had to realign their  va lues  in 

their  later working lives as  the  hum an  e lem en t  gives way to the  

commodified exper ience '  (Woods & Jeffrey, 2002:  96). This change  cam e  

abou t  as  a result  of several  political policy shifts in education in the  UK in 

the  pas t  th ree  decades .  Goodson & Hargreaves  (1996) su g g es t  th a t  t h e se  

c h an g es  have  been a de liberate consequence  of globalised educat ional  

d iscourses  such as  'school im provem ent '  and 'per fo rm ance  m a n ag e m e n t ' .  

Veteran  te ache rs  have  exper ienced within th e  workplace a move to a 

performance  culture, characte ri sed by ta rg e t s  and accountabili ty. In this
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new terrain 'value replaces values -  comnnitment and service are of dubious 

worth within the new policy reginne' (Ball, 2003: 217). How each teacher 

deals with these changes of emphases will shape his/her identity, and the 

teacher, in turn, will be shaped by the experience.

2.5. Literacy Identity

The genesis for the current study was to more fully understand 'the doing 

of literacy identity ' by four literacy support teachers who were willing to 

investigate their own practice and allow a researcher access to the 

exploration of tha t practice as well as to the ir thoughts and reflections 

associated with it.

This section explores the literature relating to the concept of literacy 

identity, particularly teacher literacy identity and veteran teacher literacy 

identity, as illustrated below. These constructs will be viewed within the 

sociocultural and hermeneutic frameworks, which underpin the thesis. The 

section will look at how literacy identity can be viewed within the three 

assumptions indicated by Moje & Luke (2009) in relation to identity, i.e. 

tha t it is social, multiple and recognised by others.

Literacy Identity

'cachcr Literacy 
Identity

Veteran
Teacrter
Literacy
Identity

Social

Multiple

Recognised

Figure 2.6: Literacy identity as social, as m ultiple and as recognised by others
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Moje & Luke (2009) did not offer a precise definition of literacy identity. 

However, they opened up the discussion between other scholars seeking to 

understand how different metaphors for identity can lead to quite different 

understandings of literacy. Moje & Luke's (2009) three assumptions about 

identity (that it is social, multiple and recognised by others) will be used as 

a framework to explore veteran teachers' literacy identities.

Abodeeb-Gentile & Zawilinski (2013) posit tha t 'literacy identity, from which 

reader identity is derived, can have multiple meanings' (Abodeeb-Gentile & 

Zawilinski, 2013:36). This links in with the second of Moje and Luke's 

(2009) assumptions about identity, i.e. tha t it is multiple. Abodeeb-Gentile 

& Zawilinski (2013) continue:

... Reader identity pertains to a sense of self tha t is ever 
changing according to positions that are taken up or resisted 
(Davies, 1993, 1994; Weedon, 1997), which are linked to 
membership in a group (Gee, 2000, 2004), and are related 
to literacy practices, specifically reading. (Abodeeb-Gentile & 
Zawilinski, 2013:36)

The authors situate their understanding of literacy identity within an 

individual's sense of who he/she is. This sense of self develops over time 

and changes according to the positions that the individual takes up or is 

placed in. These positions are linked to membership of groups, either 

through membership or withholding of membership, through the seeking 

and granting of membership or the resistance to membership. This 

understanding lines up with Moje & Luke's (2009) third assumption i.e. that 

identity is linked to being recognised [as part of a group]. Also inherent in 

this understanding is the acceptance that literacy identity is social, similar 

to Moje & Luke's (2009) first assumption about identity. Abodeeb-Gentile & 

Zawilinski (2013) further explain that inherent in this view of literacy 

identity

... Is the idea that social contexts and interactions shape 
identities, which is important since how we read and write 
may have social implications for how we are viewed and also 
view ourselves within a particular group. (Abodeeb-Gentile & 
Zawilinski, 2013:36)

This final part of Abordeeb-Gentile & Zawilinski's (2013) definition views 

literacy identity as inherently social in tha t literacy events and interactions
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happen in social and cultural contexts, which in turn have innplications for 

how individuals view themselves and are viewed by others. This 

understanding of literacy identity is in line with Moje and Luke's (2009) first 

assumption about identity i.e. that it is social. Together these three 

assumptions, that literacy is social, that it is multiple and that it involves 

being recognised by others, have been used as a framework for this study. 

Abodeeb-Gentile & Zawilinski's (2013) definition lies within this framework 

and will therefore be used as the definition for literacy identity in this study.

2.6. Teacher and Veteran Teacher Literacy Identity

Having looked at the broader area of teacher literacy identity, this section 

will outline the literature relating to teacher and veteran teacher literacy 

identity.

Williams (2006), himself a veteran teacher, considered his role as a teacher 

of literacy and mused:

Sometimes I feel myself acting as an editor, a fellow writer, 
a father, or even a talk-show host, performing different roles 
at different moments, with different students, for different 
ends. In turn, the roles students perform are in constant 
negotiation with mine. (Williams, 2006:537)

While this clearly indicates an understanding of literacy identity as social, 

multiple, and being recognised by others, it also illustrates the fact tha t the 

interactions within this particular community of practice (Wenger, 1998) are 

extremely complex and require the teacher to be very skilful in how he/she 

orchestrates and supports the members. How students respond to and 

interact with the teacher of literacy has been the focus of much research, 

particularly in view of the changing understanding of what constitutes 

literacy. Williams (2008) states that 'there seem to be few ways of escaping 

the fact that we are living through a moment in which literacy practices are 

being fundamentally altered' (Williams, 2008:682).

Some of the research into classroom literacy practices examines literacy in 

terms of learning outcomes for students on foot of particular kinds of 

teaching (e.g. Hall, 2010, 2012; Medwell et al, 1998). Other research has 

explored the role and voice of the teacher in relation to the teaching of
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literacy. Jensen, Foster & l^eghan (1997) explored the voice of two pre- 

service teachers through the ir reflections on school placements. The 

research showed that, through reflection, the student teachers were able to 

become aware of the ir own voices and the other voices tha t were present in 

the ir school placement situations. Other studies by scholars such as 

Williams (2006), Drake, Spillane & Hufferd-Ackles (2001), Applegate & 

Applegate (2004) and Sulentic-Dowell, Beal & Caprano (2006) suggest tha t 

teachers' own literacy practices and beliefs can impact on the literacy 

experiences of the students they teach.

Drake, Spillane & Hufferd-Ackles (2001) study of the literacy and 

mathematical identity o fte n  primary teachers in the US showed remarkable 

sim ilarities in the literacy stories of the teachers but found three quite 

divergent mathematical stories in the same cohort. The researchers 

concluded that 'mathematics and literacy story interviews seem to be a 

useful way to understand teachers' beliefs, motivations and perspectives' 

(2001:16). Sulentic-Dowell, Beal & Caprano (2006) also focused their 

research on 'the relationship between pre-service teachers' reading 

practices and the ir ability to model reading strategies for mathematics 

success' (2006:236). They concluded that those who were more active 

readers themselves were more likely to engage reading strategies when 

reading mathematical problems and so recommend that more positive 

reading attitudes be fostered amongst pre-service teachers.

While each of these studies suggests a connection between teachers' own 

literacy beliefs and practices and the literacy experiences that the teachers 

can make available to their students, very few describe fully how those 

beliefs are formed in the first place and what those beliefs contribute to the 

teacher's literacy identity and the impact of that identity on teachers' 

practice of teaching literacy. While particular literacy identities can be made 

available to learners in a school context, (e.g. 'good reader, struggling 

reader': Moje & Luke, 2009); they also provide a framework for teachers to 

understand pupils, and for pupils to understand themselves and the ir peers 

(Wortham, 2006). But in making such identities available, what literacy 

identity is the teacher enacting? These studies are rarely focused on such 

questions and on how the teacher can understand him /herself as a user of
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literacy and as a teacher of literacy. Hall (2010) states that 'understanding 

students' reading identities can provide insight into the decisions they make 

about texts ' (Hall, 2010:1829). However, questions about how 

understanding teachers' literacy identities m ight provide insight into teacher 

decisions and practices about texts have yet to be investigated.

Some scholars have investigated particular teacher-constructs of reading 

identities (Hall, 2010; Cremin, 2008, 2009). Over half the pre-service 

teachers in a study by Applegate & Applegate (2004) identified themselves 

as unenthusiastic readers. The authors concluded that what they project to 

the ir students tru ly matters (Applegate & Applegate, 2004: 562). Sulentic- 

Dowell, Beal & Capraro (2006) found that many of the student teachers in 

the ir study were not active readers but tha t those who were tended to be 

better able to support pupils during placement. Lassonde, Steams & Dengler 

(2005) concluded that many of the participants in their study were 

functional readers who used reading to accomplish a task but found little 

pleasure in the reading experience. From the viewpoint of the 'balanced 

literacy' approach to literacy, these studies raise issues in relation to how 

teachers' own attitudes to reading can have an effect on their teaching of 

reading Lassonde, Steams & Dengler, 2005; Morrison, Jacobs & Swinyard, 

1999). Some studies investigated teachers' literacy beliefs, but only a small 

number explored teachers' private literacy lives (e.g. Gomez, 2005, 2009) 

and how reflecting on literacy identity m ight reframe what it is to be a 

teacher (Pachero and Gutierrez, 2009).

Gomez (2009) in her exploration of teachers' literacy lives sought to explore 

how teachers allow 'the ir private literate lives to become public in their 

teaching' (Gomez, 2009:20). She argues tha t while most pre-service and 

in-service college reading education programmes are aimed at developing 

teachers' competence and skills around the teaching of reading, such 

courses rarely include any development of a teacher's 'personal sense of 

self as a literate person' (Gomez, 2009:21). She continues:

In a very real sense, the teacher's personal thoughts, 
beliefs, values, and practices about literacy remain opaque, 
as does the impact of these on students' exposure to and 
experiences with literacy. Relatively few examples exist in 
which pre-service or in-service teachers are asked to reflect 
on the ir on going personal literacy practices, the history or
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storyline ... of the ir practices, and in what ways they believe 
these practices connect to classroom pedagogy and climate. 
(Gomez, 2009:21)

Gomez (2009) concludes at the end of her study tha t she was unable to 

make any connection between teachers' personal literacy lives, which they 

made public, and an improvement in the quality of the ir literacy instruction. 

She suggests that the composition of her research participants (teachers 

engaged in a master's programme in reading education) was not 

representative of the general teaching population, and that her study lacked 

any observation of the teachers' teaching literacy; none the less, the results 

signalled tha t teachers' literacy lives were a fru itfu l and worthwhile area of 

investigation.

While all these studies contribute some understanding to the literature on 

literacy identity, they do not address it directly, especially as it relates to 

veteran teachers. Some studies do examine literacy and identity (e.g. 

Carmody Atwood, 2002; Velez, 2010; Hungerford-Kresser, 2008 and Kelly, 

2010) but do not explore the literacy identity of teachers. Carmody 

Atwood's (2002) research was focused on adolescent literacy and identity 

development in the US and Australia. Findings showed how adolescents 

read and used texts differently, sometimes in search of an identity they 

wanted for themselves, while other times they used texts to resist identities 

tha t defined them. Carmody Atwood (2002) suggests tha t adolescents' uses 

of popular culture are a complex mix of identity production and subjectivity 

construction. Velez' (2010) research examined how, across a 15-year 

period, participant teachers' beliefs and practices changed while taking a 

college course in secondary English teaching. His findings showed that 

participants' literacy beliefs and practices had evolved over the years to 

include concepts such as critical thinking, the use of multiple genres in 

written expression, and the integration of technology into teaching. 

However, Velez (2010) also noted tha t the participants argued that the 

formal aspects of language, (e.g. style, grammar, etc.) are being ignored, 

and called for the initiation of a deeper conversation about what it means to 

be a teacher of English.

Hungerford-Kresser's (2008) study examined the literacy identity of a group 

of adolescent students from a Latino background and how they negotiated
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the i r  first yea r  of college. Her findings su g g es t  t h a t  t h e se  s tuden ts  

exper ienced  a continuous redefinition of self, mainly b ecause  of exposure  to 

white, middle to upper  class s tuden t s  who were  not a part  of their  second- 

level school exper ience.  As th e se  s tuden t s  b ecam e  part  of the  university's 

academ ic  community ,  they  noted a growing distancing from family and 

friends.  Kelly's (2010)  research  explored the  transit ion th a t  reading 

t e a c h e r s  m ad e  from college to c lassroom in their  first yea r  of teaching. 

Findings from Kelly's (2010)  s tudy showed th a t  knowledge, beliefs, and 

identi t ies of novice reading t e ach e rs  cont inue  to develop after completing 

t e a c h e r  education p rog ram m es .  She  also found th a t  s trong leadership and 

m e n to r s  a re  necessa ry  suppor ts  for the  continued professional deve lopm ent

of new reading teachers .

However,  as  a lready s ta ted ,  none of t h e se  studies  directly ad d re ssed  the  

literacy identity of es tabli shed a n d /o r  ve te ran  teachers .

2.7. Research on Literacy Identity  in the  Irish School Context

According to Day (2010)  ' th e re  is a scarcity of published accounts  of the  

work practices  of learning support  t e ach e r s  in Ireland '  (2 010 :20 ) ,  and 

according to Devine, Fahie & McGillicuddy (2013) ,  'little focused research  on 

p edagogy  and te ac h e r  effect iveness  in Irish schools '  (2 013 :85 ) .  Research 

within t h e  Irish school con tex t  on how te ac h e rs '  literacy identit ies impact 

th e  teaching  of the  curriculum and the  teaching of literacy, especially the  

teaching  of reading, n eed s  to be under taken  and  docu m en ted  especially in a 

t ime  of change  where  such teaching  is being impacted by G overnm ent  

policy, in the  form of 'Literacy & Numeracy for Learning and Life' (DBS, 

2011 ).

Su g ru e  (1997) ,  Drudy & Ui Chathain (1998) ,  and Lynch & Lodge (2002)  

carried out extensive explorat ions  of c lassroom practices t h a t  did not 

actually focus on the  lived lives of the  t e ac h e rs  them selves .  S om e  studies 

were  carried out which looked at  te ac h e r  identity. Hall e t  al (2012)  explored 

the  author ing of identit ies by s tuden t  t e ach e rs  entering second-level 

teaching  while Moloney (2013)  examined the  perceptions  of professional 

identity of pre-school and  infant te achers .
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Only a few of the studies examined learning support and the work of 

learning support teachers. Authors such as McPhilips & Shevlin (2009), 

Prunty, Dupont & McDaid (2012) and Casserly (2011) explored the 

experiences of children who were in receipt of learning support teaching. 

Burns (2004) traced the history and development of Learning Support 

Teaching in the Irish school context, while Surgenon & Shell (2008) 

examined issues relating to the provision of support in literacy and 

especially in mathematics in Irish schools. Travers (2006) examined the 

differentiated nature of support services provided within the Irish school 

system and perceptions that learning support teachers and resource 

teachers had of each other.

While each of these studies does add to the understanding of learning 

support in one way or another. Day (2010) remarked on the absence of 

published literature exploring the actual work on Learning Support Teachers 

to which this study contributes. Heery (2003) reflected on her many years 

as an LST but focused her writing on offering advice to teachers on how 

best to undertake the work of the LST. English (2012) looked at how the 

professional development of LSTs could be supported within schools, and 

posits some possibilities for work practices tha t encourage cooperation 

between staff members. Day (2010) reviewed the changes she had seen 

over a sixteen-year period in the context of her observations of the 

practicum of learning support teachers during the ir professional training 

course. The author noted the changes in trends across that period, from the 

teaching of reading as isolated skills acquisition, to language-based 

teaching, to a more eclectic, mixed approach to teaching reading. Day 

(2010) comments that 'these changes m irror the developments in the 

teaching of literacy outlined in the international literature' (Day, 2010:22). 

While Day's (2010) study does look at what these teachers did in terms of 

the ir day-to-day teaching of literacy, and how the content of that literacy 

teaching has changed, the scope of the study did not allow her to explore 

how those changes had been experienced by the teachers, or how and why 

they felt tha t those changes had taken place. In her earlier study of 

Learning Support Teachers, Day (2005) had looked at the development of 

craft knowledge amongst practi2ing Learning Support Teachers and at how
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knowledge about the teaching of literacy could be seen as coming from the 

actual practice of teaching, but again, this study looked at what the 

teachers were doing rather than exploring why they were choosing to 

practise their craft in that particular way. This is a very worthy aspect of the 

Learning Support Teacher's professional life and certainly merits research.

Williams (2008) posed the following questions as part of his exploration of 

his literacy identity:

How do we literacy teachers consciously or unconsciously 
construct our identities, and how are these identities read by 
students? What happens when our identities shift in the 
classroom, in conference, or in commenting on student 
writing? How might more careful reflection on who we think 
we are and how we got tha t way help us to better 
understand how we teach reading and writing and how our 
students respond to us? (Williams, 2008)

In attempting to answer these questions, this study set about exploring the 

literacy identities of four learning support teachers who were involved in the 

sharing of picture books with young struggling readers.

There is no one 'perfect method' for teaching reading to all 
children. Teachers, policy makers, researchers, and teacher 
educators need to recognize tha t the answer is not in the 
method but in the teacher. (Duffy & Hoffman, 1999:10)

2.8. Summary

In this chapter literacy identity was examined through an exploration of the 

constructs of both literacy and identity. The literature on literacy was 

explored from both traditional and sociocultural understandings, and this 

was followed by a reflection on literacy, including the understanding of 

literacy as found in an Irish schools' context, from a more balanced 

perspective such as tha t found in Luke & Freebody's (1999) 'Four Resources 

Model'.

Moje & Luke's (2009) three assumptions about identity were used as a 

framework for exploring identity, and the findings by Beijaard, Meijer and 

Verloop (2004) were interpreted within the Moje & Luke (2009) framework 

in order to explore teacher literacy identity and veteran teacher literacy 

identity.
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Finally, t h e  five m e t a p h o r s  used  by Moje & Luke ( 2 0 0 9 )  to  exp lo re  l i teracy- 

a n d - id e n t i t y - s t u d i e s  w e re  u sed  in this  s tudy ,  to  give c o n t e x t  to  t h e  l i teracy 

identi ty  exp lo ra t ion .  Literacy identi ty w as  s u b s e q u e n t l y  e x a m in e d  a s  social ,  

a s  mul t ip le  a n d  a s  be ing  r ecogn ised  by o th e rs .

Finally, t h e  l i te ra tu re  detai l ing t h e  Irish c o n t e x t  is e x a m in e d  a n d ,  in line 

with Day 's  ( 2 0 1 0 )  a s s e r t i o n  regard ing  t h e  pauc i ty  of  s tu d ie s  into learning 

s u p p o r t  t e a c h in g  in I re land ,  t h e  c u r re n t  s t u d y  is s i tu a te d  so  a s  to  m a k e  a 

defin i te  con t r ibu t ion  to  th i s  a r e a  of  t h e  l i te ra ture .
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3. Methodology

3.1. Introduction

Methodology is the theory of research methods and involves 
the creation of reliable and valid knowledge. (Basit, 2010:6)

This chapter examines the theoretical underpinnings of the study and of the 

methods used to generate and analyse data. The study is concerned with 

understanding the literacy identities of four Learning Support Teachers 

(LSTs). I t  also seeks to understand the impact that reflecting on the ir 

practice of reading aloud to a group of children might have on their practice 

of literacy teaching.

Clough and Nutbrown (2012:4) see the purpose of research as 'no t so much 

to prove things, but more to investigate questions, enquire into phenomena 

and explore issues ... to tell the research story.' The purpose of the 

research, according to Robers-Huilman, is not 'finding objective answers but 

rather on coming to understand differently, knowledges and situations' 

(Ropers-Huilman, 1998:17).

Opie (2004) draws very clear distinctions between 'methodology' which he 

sees as 'thinking philosophical work' and 'methods and procedures', which 

are the terms he uses to describe the 'specific research techniques tha t are 

used' (Opie, 2004:16). This chapter will firstly address the 'thinking 

philosophical work' before going on to look at the 'methods and procedures' 

that were used to generate the data.

In telling the research story of the current study, this chapter will address a 

number of issues in relation to methodology including the questions being 

addressed, the philosophical basis for the study, how data were generated 

and analysed. I t  will also examine the ethics involved in the study.

A strong belief in the value of relationships between people underpins this 

study and significant emphasis is placed on people's individual narratives, 

on the stories that they want to tell. While the research aims to investigate 

a specific set of questions, the importance of building relationships with 

each of the teachers is also acknowledged, both in relation to the study and 

as an integral value in and of itself. These relationships nurtured, deepened
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and supported the teachers' personal narratives that unfolded through 

conversations and through written texts during the period of data 

generation.

3.1.1. Research Focus and Questions

The main area of investigation was the literacy identities of four veteran 

LSTs working in the Irish Primary School system. This qualitative study is 

'exploratory ... and the researcher seeks to listen to participants and build 

an understanding based on the ir ideas' (Cresswell, 2003:30). This 

understanding developed by addressing a number of questions that framed 

and directed the study:

1. How did the teachers' enactment of their literacy identities inform 

their teaching of literacy?

2. How did these teachers author and interpret their literacy 

identities in the ir literacy histories and reflections on their 

practices?

3. How did these teachers represent their literacy identities in their 

discourses?

4. How did reflecting on their literacy teaching 

inform /transform /reform  the ir literacy identities?

3.2. The Philosophical Basis for the Study

Camic, Rhodes & Yardley (2004) likened quantitative methodologies to a

map of a particular terrain, whereas they see qualitative methodologies 

more as a video recording of the experience of having been in the terrain.

This study seeks to describe a particular aspect of four veteran LSTs

working lives and is situated within an interpretivist post-structuralist 

paradigm and understood within sociocultural and hermeneutic frameworks. 

The sections that follow explore each of these concepts in turn.
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3.2.1. In terpretiv ist Research

The decision to use an interpretivist paradigm was not, as Silverman (2006) 

suggests, a case of 'qualitative is good and quantitative is bad' (Silverman, 

2006:34), but rather was dictated primarily by the questions being asked of 

the data. The answers lay within an interpretivist analysis of the data rather 

than a quantitative one. This will become clearer as the various theoretical 

and philosophical influences on the research are discussed below.

The decision to use an interpretivist paradigm was also strongly influenced 

by the researcher's own worldview. Marshall and Rossman (1999) posit tha t 

while a strong autobiographical element may lie in the choice of research 

topic, the researcher's own worldview does play a part in the choice of 

research paradigm. This particular researcher's worldview brought to bear 

on this study involves the researcher's own respect for individual story, for 

multi-vocal narratives, for relationships, for dialogues and for reflective 

practice. The researcher's worldview is interpretivist and 'focuses primarily 

on understanding and accounting for the meaning of human experiences 

and actions' (Fossey et al, 2002:720). Furthermore underlying this study is 

the belief tha t reality is not about objective tru th but rather something that 

is constructed by each individual.

Interpretivism  posits tha t reality can only be fully understood through 

subjective interpretation and that phenomena should only be studied in 

the ir natural environments. Additionally, according to Kamberelis & 

Dimitriadis (2005), interpretivism

'may be more descriptive or more explanatory, but it always 
aims to demonstrate the complexity, texture, and nuance 
involved in how individuals and groups experience 
themselves and the ir worlds' (Kamberelis & Dimitriadis, 
2005:17).

This is particularly relevant to the research questions posed in this research 

where recording of, and narratives about, the lived experience of the 

teachers lay at the centre of the data generation. 'The qualitative 

researcher's goal is to better understand human behaviour and experience' 

(Bogdan & Biklen, 2007:43). Quantitative measures could have been used 

to gather statistical data but the research questions were not about
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quantifying particular experiences. Rather the research questions were 

centred on listening to the voices of the teachers and understanding their 

interpretations of the ir world and of their particular lived experiences. These 

answers were best ascertained through relationship and dialogue rather 

than through statistical nneans. An interpretivist research study allowed for 

'the story ' to emerge from the rich set of data and offered the best chance 

for answers to the questions being asked to emerge from the analysis.

'The data required to study experience require that they are derived from 

an intensive exploration with a participant' (Polkinghorne, 2005:138). This 

intensive exploration necessitates time being spent with the participants to 

generate the kind of rich data that allowed for an interpretation of the 

participants' experiences to emerge. Magiivy (2003) however, cautions 

that:

... Data are not simply single words but interrelated words 
combined into sentences and sentences combined into 
discourses. The interconnections and complex relations of 
which discourse data are composed make it d ifficult to 
transform them into numbers for analysis. (Magiivy, 
2003:123)

In terpretiv is t methods recognise that meaning and knowledge are human 

constructions that happen when humans are in social interaction with one 

another. 'The meanings conveyed through words, texts and images allow 

the researcher to probe the intricate and sometimes messy nature of the 

social world and to achieve the primary goal of qualitative research -  an 

understanding of social phenomena'(Denscombe, 2010: 133).

This research held out the dual promise of interesting and varied data 

generation and of interesting and varied data analysis possibilities emerging 

from the data. 'The goal,' according to Zichi Cohen, Kahn & Steeves, 

(2000), is 'th ick description that accurately captures and communicates the 

meaning of the lived experience for the informants being studied' 

(2000:72). Gray (2009) posits that the construction o f 'th ic k  description of 

people's experience or perspectives within the ir natural settings' (Gray, 

2009:29) is the essential goal of all research.
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3.2.2. Post-Structuralism

The study is set within a poststructural research paradigm within which our 

interpretation of the world comes from our own experiences and 

interpretations and is therefore always subjective. Post-structuralists have a 

particular interest in language as the medium through which we 

communicate and interpret our experiences. Adams St. Pierre (2000) 

states tha t 'we word the world. We have constructed the world as it is, 

through language and cultural practice, and we can also deconstruct and 

reconstruct it' (Adams St. Pierre, 2000:483).

Language shapes how we see the world, and so post-structuralism seeks 'to 

make visible how language operates to produce very real, material, and 

damaging structures in the world' (Adams St. Pierre, 2000:481). Post

structuralism focuses on discourse and on discursive and regulatory 

practices. I t  seeks to 'transcend the individual/social divide and to find the 

ways in which the social worlds we inhabit, and the possibilities for 

existence within them, are actively spoken into existence' (Davies & 

Gannon, 2005:318).

Post-structuralists challenge historical values and interpretations of the 

tru th and encourage society to try  and see things from a different 

perspective. 'We must begin to use language differently and ask different 

questions tha t might produce different possibilities for living' (Adams St. 

Pierre, 2000:484). The data produced for the study

... are examined not as if they described or explained an 
independently existing 'real world' but as constitutive work 
that itself is implicated in the production of 'the real'.
(Davies & Gannon, 2005:320)

3.2.3. Sociocultural Theory

Sociocultural theory was developed from the work of Vygotsky (1979,1986) 

and his colleagues in Russia in the 1920s and 1930s. I t  was based on the

concept tha t human activity takes place in social or cultural contexts that

are mediated by language and other symbol-systems. Interaction with 

these 'social and cultural contexts' plays a fundamental role in the
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development of cognition. Sociocultural theory was further developed by 

researchers and writers such as, Bodrova & Leong (2007), Kozulin et al, 

(2007), Lee & Smagorinsky (2000), and Wertsch (1985, 1991).

Vygotsky believes tha t a learner's development cannot be understood just 

by studying the individual child, but must also include an examination of 

child's verbal interaction with the world. Language was essential to the 

child's cognition. Vygotsky (1979) posits tha t 'every function in the child's 

cultural development appears twice: first, on the social level, and later, on 

the individual level; first, between people (interpsychological) and then 

inside the child (intrapsychological)' (Vygotsky, 1979:57) The second 

construct of Vygotsky's theory is the idea tha t the potential fo r cognitive 

development depends on what he referred to as the 'zone of proximal 

development' (ZPD), where the child can learn to accomplish something 

with the help of the more knowledgeable other (MKO). This MKO gradually 

releases responsibility to the learner until the learner can accomplish the 

learning on his/her own before going on to practise it and internalise the 

learning. The full development of the learner's ZPD is a social construct 

and its development depends upon social interaction. All knowledge builds 

upon previous knowledge, and it is the fusion of all knowledge that leads to 

true learning (Vygotsky, 1978, 1986).

3.2 .4 . Herm eneutic Phenom enology

A hermeneutic phenomenological framework is considered to be most 

appropriate to the study. Such an approach seeks to understand how 

individuals understand reality (Gall & Borg, 2007:495). This reality 'is 

constructed by individuals interacting with the ir social worlds' (Merriam, 

1998:6).

A hermeneutic phenomenological study afforded the researcher the 

opportunity to be connected with the research being undertaken while at 

the same time getting to know himself. In this way he was able to be aware 

of and acknowledge his own bias, which is an essential part of the 

hermeneutic process. Hermeneutics are 'a specialised method of describing 

the different ways in which people conceptualise the world around them '
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(Gall & Borg, 2007:497) and offer methodological constructs tha t are 

appropriate to the current study.

The study 'focuses on the essence or structure of an experience' (Merriam 

2002:7) and shows 'how complex meanings are built out of simple units of 

direct experience' (Merriam, 2002). A hermeneutic phenomenological 

approach is focused on people's self-understanding of the ir world - in the 

case of this research, the focus was on the teacher's self-understanding. I t  

is also focused on how their self-interpretation of the ir world is constructed.

This afforded the researcher the opportunity to be aware of his own place 

within the research, on how his interpretation was impacting on the 

research and how the research was impacting on his interpretations. This 

happened as a natural part of the hermeneutic process when he read and 

re-read the data and examined how they altered his own perceptions. 

'Hermeneutics ... is a circle rather than an arrow, moving from the detailed 

to the general, the local to the global in a series of trials of understanding, 

circling the business of knowing in a series of refining rather than defining 

approximations' (Heywood & Stronach, 2005:116).

Hermeneutic phenomenological research also resonated with the 

researcher's own personal beliefs that people and their stories can be the 

focus of research, and how the telling of and listening to those stories can 

impact on the teller and on the listener. One of the tenets of hermeneutic 

phenomenological research is 'to  see informants not in terms of groups of 

individual characteristics that can be seen as variables but as people who 

offer a picture of what it is like to be themselves as they make sense of an 

im portant experience' (Zichi Cohen, Kahn & Steeves 2000:50). These 

people 'o ffer a picture of what it is like to be themselves,' have a story to 

tell. They tell this story in many ways ... in words, spoken and written, 

performance, ritual, art, music ... personal expression' (Zichi Cohen, Kahn & 

Steeves 2000).

In the case of this research, the story came through spoken and written 

language and through the recorded literacy act of reading aloud to a group 

of children.
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Gadamer, according to Thompson (1990), conceptualised the hermeneutic 

of understanding as being characterised by three metaphors: i) the fusion 

of horizons, ii) the act of dialogue, and ill) the hermeneutic circle 

(Thompson, 1990). Each of these had an im portant role to play in the 

formulation of the researcher's theoretical stance within the data.

i) The Fusion of Horizons

Each topic has a 'horizon of understanding'. People enter into a dialogue 

with the subject tha t they wish to understand and each person brings a 

horizon of understanding to bear on that experience. That 'horizon of 

understanding' comes from their experiences not only of being in the world 

but also of being of the culture within which they are living. This in turn 

gives us what Gadamer (1993) sees as a 'trad ition ' which he conceptualises 

as a set of pre-judgements/prejudices that people bring to bear on anything 

they are trying to understand. The act of understanding therefore becomes 

a very complicated dialogue, moving between its parts so as to understand 

the whole. Gergen (1997) posited tha t the concepts of meaning, 

understanding and interpretation were not so much individuated concepts 

because this did not account for how such concepts were socially 

constructed. 'Language is never a private affair, but instead is shared 

between humans' (McManus Holroyd, 2007:6).

Thompson (1990) refers to the 'fusion of horizons' as the meeting between 

the researcher and the topic of inquiry. Here the two different points-of- 

view come together, and as Thompson notes (1990), 'we genuinely let the 

standpoint of another speak to us, and in such a way that we are willing to 

be influenced by the perspective of another' (Thompson, 1990:246).

ii) The Act of Dialogue

Hermeneutic phenomenological research therefore, involves entering into a 

dialogue while maintaining a stance of openness, as posited by Thompson 

(1990). To achieve this end, individual open-ended conversations are held 

with each participant to explore experiences. This forms a common opinion 

about the experience that is always up for discussion. In this process of 

dialogue, implicit prejudices may influence our interpretations w ithout our 

being consciously aware. Understanding takes place when the prejudices
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tha t led to misunderstanding are filtered out through the interplay of the 

whole and the parts in the hermeneutic circle (Debesay, Naden & Sletteb0 , 

2008).

iii) The Hermeneutic Circle

Understanding is achieved by our interpreting within a circular process, in 

which we move from a whole to the individual parts and from the individual 

parts to the whole through the hermeneutic circle (Debesay, Naden & 

Slettebo, 2008). The hermeneutic circle of understanding refers to the 

circular movement that takes place as we expand our understanding, 

moving between the parts and the whole and back again. Debesay, Naden & 

Sletteb0 (2008) believe

This interrelationship between the whole and its individual 
parts must not however, be seen as a 'circulus vitiosus'
(vicious cycle), from which one cannot escape. In the
hermeneutic circle, one does not remain in the same place 
but constantly acquires new knowledge. As such, the circle is 
a positive opportunity for gaining new knowledge (Debesay 
et al, 2008:58)

In the current study, the various horizons of understanding of the

participants and the researcher are integrated into a newly evolved

understanding through the hermeneutic circle. These form new horizons of 

understanding and are expanded through the act of dialogue with the 

spoken and written data.

3.3. Research Methods Used in the Study

'The key to understanding qualitative research lies with the idea that 

meaning is socially constructed by individuals in interaction with the ir world' 

(Merriam 2002:3). This qualitative study is both interpretive in nature 

(Creswell, 2007) and concerned about meaning tha t is socially constructed. 

A variety of methods such as observations, interviews and written

reflections/histories were used in data generation and data analysis in order 

to learn how 'd ifferent people make sense of the ir lives' (Bogdan & Biklen, 

2007:7).
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3.3.1. Case Study and Multiple Case Study Research

This study uses a case study approach. Case study research fits within the 

interpretivist and socio-constructivist research paradigms, which focuses on 

the lived experience of the participants and constructed using hermeneutics. 

The case study approach does not set out to identify the causes of 

phenomena, but rather it seeks to get a fuller understanding of the 

particular phenomenon and to address its complexity through the building 

up of a case around it. These basic principles align with research questions 

in this study, which aims to understand the literacy identity of the four 

veteran LSTs who participated in the study.

Case study can be seen not only as the purpose or the object of a study, 

but also as the method of inquiry. Creswell (2007) says tha t case study is 

'an in-depth exploration of a bounded system based on extensive data 

collection', (Creswell, 2007:439). Cohen, Mannion & Morrisson (2007) ta lk 

about how 'case studies strive to portray 'what it is like' to be in a particular 

situation, to catch the close-up reality and the 'th ick description' (2007: 

254). This is a view echoed by Yin (1984), Gall & Berg (2007) and Hass 

Dyson & Genishi (2005). The latter caution tha t 'everyday teaching and 

learning are complex social happenings, and understanding them as such is 

the grand purpose of qualitative case studies' (Hass Dyson & Genishi, 

2005:9). Stark & Torrance (2005) advocate tha t this complex social 

happening should include the examination of documents, the carrying out of 

interviews and observations to ensure the depth rather than the mere width 

of the data generated through the case study. They further posit:

The emphasis in the fieldwork is very much on coming to 
know the 'insider' perspective by observing participants 
going about the ir 'ordinary' business in the ir 'natura l' setting 
-  tha t is to say by long-term immersion in 'the field'. Some 
interviewing and informal conversations will also be used to 
help interpret the observations. The underpinning idea is 
that of accessing the participants' perspective -  the meaning 
that action has for them. (Stark & Torrance, 2005:34)

The case study method, and in particular the multiple case study method, 

provides an overall framework for this study. Eisenhardt & Graebner (2007) 

posit tha t single case studies can richly describe the existence of a
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phenomenon and multiple-case studies typically provide a stronger base for 

really understanding the phenomenon.

'A challenge in conducting a multiple case study relates to the "case- 

quintain dilemma" (Stake, 2006:7). A quintain, he says, binds all the 

individual cases together so that the problem then becomes one of not 

losing sight of the quintain by focusing too much on any one individual case 

study or vice versa.

Case Study 3 
Brian

Case Study 2 
Annika

Case Study 4 
Freda

Case Study 1 
Annie

Multiple Case Study Analysis

Figure 3.1: M ultiple Case Study Analysis (S take, 2 0 0 6 )

Working with four Learning Support Teachers provided an ideal context for 

using multiple case study analysis as posited by Stake (2000): 'fo r m ulti

case research, the cases need to be similar in some ways -  perhaps a set of 

teachers' (Stake 2001:1). The data in this study are organised, analysed 

and described through individual case studies of each of the four 

participating veteran teachers and then, as a multiple case study across the 

four case studies, as illustrated above. Data from each case study were 

analysed using Carol Giiligan's 'The Listening Guide,' (Kiegelmann, 2009) 

and themes identified. A further set of data analysis was carried out across 

the four case studies and themes identified from across the four to show 

'the common relationships across cases', (Stake, 2006:39) or themes 

shared by two or three of the case studies as themes individual to each of 

them. In this way a multiple case study was built up around the four case 

studies.
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3.3.2. Voice

'Voice can be meant literally, as verbalising one's beliefs through writing, 

through actions or behaviours or even through appearance' (Alsup, 

2006:120). The voice of the veteran teacher was sought in each of the case 

studies to investigate the literacy identity of each of the Learning Support 

Teachers. Listening to and attending to the teachers' voices in the data is 

central to the generation of data that would answer the questions being 

asked (Hargreaves, 1996). 'The notion of voice has been central to the 

development of research on teachers' knowledge and th inking ' (Elbaz, 

1991:10). Research on teachers' reflection allows for the teachers' voices 

to be not jus t heard but also voiced. According to Atkinson (2002), 'what 

they are getting are the stories respondents want to tell. That in itself tells 

us a good deal about what we really want to know', (Atkinson, 2002:136).

Alsup (2006) talks about the importance of individual voices being heard 

and of those voices being respected and responded to appropriately, hooks 

(1994) comments: 'coming to voice is not jus t an act of telling one's 

experience. I t  is using tha t telling strategically' (hooks, 1994:148). Each of 

the data generation methods was chosen to allow the teachers' individual 

voices to be heard, through written reflection, written history, audio 

recorded classes and interviews. Dialogues and professional conversations, 

in relation both to the generation of data and to the analysis of data, are 

central to this study.

3.4. Data Generation

Data were generated over one school year, September 2007 to June 2008. 

The instruments used were selected as being most suited to finding answers 

to the questions being asked. They were also compatible with the 

qualitative-interpretivist stance dictated by the questions and also within 

the sociocultural and hermeneutic frameworks of the research. The data 

generation comprised four separate procedures:

1. Audio taped classroom sessions and observations

2. Teachers' reflective journals and literacy histories
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3. Audio taped semi-structured interviews

4. Research diary.

3.4.1. Classroom Recording and Observations

3.4 .1.1 . Context for Recording and Observation

Swanson et al, (2011) provided a synthesis and a meta-analysis of the 

available research on the effects of reading a storybook aloud to children 

aged 3-8 who were at risk for developing reading difficulties. They state:

Reading aloud to young children has been a commonplace 
practice in homes and schools for years. Parents, educators, 
policymakers, and politicians have promoted read alouds 
with the common belief that reading to children makes a 
difference in children's literacy development (Swanson et al, 
2 0 1 1 :1 ).

Reading aloud to children has been promoted as a rich practice for 

developing literacy in young children (Hoffman, Roser & Battle, 1993; 

Roberts & Burchinal, 2002) and has become a common practice in primary 

classes in many countries (Morrow & Brittain, 2003). Literacy scholars tend 

to see it as foundational to the development of literacy skills (Atwell, 2007; 

Galda & Cullinan, 2006; Laminack & Wadsworth, 2006). Indeed, 'the read 

aloud process has enormous benefits to literacy learning' (Morrison and 

Wlodarczyk, 2009:111).

During read aloud sessions, different interpretations and perspectives can 

be shared and discussed by pupils and teachers, who when working 

together form an interpretive community (Fish, 1980). This is very easily 

understood both as a sociocultural practice and as a hermeneutic practice 

so tha t this understanding of the practice of reading aloud resonates deeply 

with the theoretical frameworks of this study.

Scholars posit that an adult reading aloud to children may have a range of 

benefits for children's literacy development across a range of areas - social- 

emotional benefits (Bus, 2001; Fisher et al, 2004), positive effects on 

children's language and literacy development (Hickman, Pollard-Durodola & 

Vaughn, 2004; Franzese, 2002; Van Kleeck, 2004; Lonigan, Burgess & 

Anthony, 2000; Terblanche (2002); Wasik & Hendrickson, 2004; Whitehurst
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& Lonigan, 1998), on nnotivation to read (Leuenberger (2003; Gambrell & 

Marinak, 2009; Morrow, 2003; Palmer, Codling, & Gambrell, 1994), and on 

vocabulary (Beck, McKeown, & Kucan, 2002; De Temple & Snow, 2003; 

Brabham & Lynch-Brown, 2002; Sonochal, 1997; Sharif et al, 2003).

'Reading aloud is also a highly enjoyable experience for our students,' 

writes Frank Serafini (2011), and 'in addition, reading aloud demonstrates 

fluent reading and provides opportunities to share and discuss students' 

responses to what has been read. The read-aloud experience builds a 

foundation for all other essential components of a successful reading 

framework' (Serafini, 2011).

Rog (2001) argues that reading aloud also develops children's 'concepts 

about print, story structure, and other elements of text ... and provides the 

child with a wealth of information about the processes and functions of 

written language' (Rog, 2001:49). Dragan (2001) found that read alouds 

helped develop children's listening skills as well as their attention span. 

Research also showed that there was a marked improvement in listening 

comprehension skills as a result of children being read aloud to (Morrow & 

Gambrell, 2002; Stanovich, Cunningham & West, 1998; Teale, 1986). Reed 

(1987) found that it improves the detail of recall, sequencing ability and 

ease in writing.

Lack of time (Smith, 1989) was cited as the most frequent barrier to 

reading aloud, along with limited access to children's books (Dickinson, 

McCabe & Anastasopoulos, 2003; Strickland, 2002). Adams (1990) 

concluded from her research that children in the US may begin school with 

as little as 25 hours or as much as 1,500 hours of read-aloud experiences.

Reading aloud to a group of children is a literacy performance act so tha t 

the books become what Golden & Gerber (1990) referred to as 'performed 

texts'. These texts have 'm ultip le cue systems, including the author's 

written text, the illustrator's visual text, and the teacher/performer's oral 

text, which comprises reading as well as mediation through additional ta lk ,' 

(Golden & Gerber, 1990).

This mediation of books through talk 'helps children negotiate the multiple 

sign systems at play in picture books, an art form in which words and
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pictures combine in a synergistic relationship' (Sipe, 1998). Words and 

pictures provide information about the story, but do so in different ways. 

Nodelman posits tha t 'pictures present a holistic view, drawing on viewers' 

knowledge of conventions of representation, while words are better able to 

communicate the emotional or narrative significance of visible gestures, 

causal and other grammatical relationships, and the relative importance of 

different visual elements' (Nodelman, 1988:viii). Doonan (1993) notes that 

the text compels the reader to continue reading line by line, while at the 

same time the illustrations entice the reader to stop, examine and linger. 

These dual notions of text and image working together, and the reader 

having to fuse his/her horizon of understanding with the emerging 

interpretation of a book are very much in keeping with the theoretical 

framework of this study.

All readers but especially struggling readers can really benefit from rich and 

scaffolded book-related discussion (Beck and McKeown, 2001; Hollenbeck, 

2011; Williams, 2006) when the teachers create opportunities for such 

discussion (Santoro et al, 2008).

3.4 .1.1 .1 . The Teacher as Reader

Applegate and Applegate (2004) note that the students' engagement and 

motivation was considerably affected by the reading habits and beliefs of 

the teacher. They go on to say:

Teachers who are engaged and enthusiastic readers are 
more likely to encourage and cultivate at least some kindred 
spirits in the ir classrooms. I t  is in the classrooms of such 
teachers that children are more apt to encounter teaching 
strategies tha t foster a love for reading and a high level of 
engagement in reading. (Applegate & Applegate, 2004:555)

Cremin et al (2009) in the UK found that teachers who love to read can 

have a positive effect on their students. Garrett (2002) found that teachers 

who share the ir positive attitudes toward literacy could change students' 

negative attitudes toward reading. Morrison, Jacobs and Swinyard (1999) 

discovered that teachers who were accomplished readers themselves used 

more effective literacy practices in the ir own classrooms than did teachers 

who were not such avid readers. McKool & Gespass (2009) note:
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Teachers who are readers read aloud to their students, 
engage in conversations about books, model specific reading 
strategies, give students greater choice in reading materials, 
and give students frequent time to read during the school 
day more than teachers who report that they do not read for 
pleasure regularly. It  is important to understand that our 
own personal reading attitudes and beliefs do influence our 
instructional practices in the classroom. Knowing this, 
teachers must make a greater effort to establish the ir own 
connection to and passion for reading. (McKool & Gespass, 
2009:273)

Swanson et al (2011) in the ir meta-analysis of the data concluded: 'these 

findings may suggest tha t while read-aloud interventions are valuable for 

children's literacy outcomes, some of the specific features related to 

improvement have not been fully realized in the literature' (Swanson et al, 

2011:14). They further noted that 'the strongest evidence comes from 

dialogic reading interventions suggesting that incorporating extended child- 

adult dialogue and questioning around storybooks is a valuable practice in 

educational settings' (Swanson et al, 2011). They also point to the fact tha t 

studies on computer-aided read alouds for children show significant promise 

in improving literacy outcomes for children due to the ir interactive nature 

where the child can manipulate both setting and characters.

3.4.1.2 . Recording and Observation

The current study aims to explore teachers' literacy identities and practices. 

Therefore data from their classrooms were an essential component of the 

data gathered for the study.

Theoretical frameworks, researcher agendas and political 
motivations underpin research and shape not only the 
outcomes of tha t research but also the means through which 
the data is generated. The place for the data generation is 
chosen and the researcher's agenda is layered into it. 
(Bennett, 2002:143)

The teacher's classrooms, where the data were generated, became a shared 

space, a place in between the researcher and what was being researched, 

or 'a place where the subjectivities of the researcher and the researcher 

become entangled as they bring the ir worlds to bear on it' (Crossley,

88



1996:47). This would be very much in keeping with the hermeneutic 

framework of the study.

While video recording was initially considered as the best means of 

observing and recording the classroom events, it was thought in this case to 

be too intrusive and complex in the small spaces in which the teachers 

worked (Bailey, 2006; Borg, 2006). All teachers indicated tha t such video 

recording would have proven contentious for themselves and for the ir 

schools, mainly in relation to parental permissions and the privacy issues 

involved.

Having the teachers record their taught classes and give the researcher 

access to the recordings was also considered. But it was felt tha t such data 

would lack context for the researcher. A combination of researcher audio 

recording and observations offered the best means, in the circumstances, of 

generating rich data in the classrooms.

3 .4 .1 .3 . Audio Recording

Audio recording of the classroom events was considered the most 

appropriate to the generation of data in each site. According to Mercer 

(2004) it is really a common practice to tape-record talk, to transcribe the 

recordings, and to write up the analysis by including short extracts that 

illustrate the points being made in the transcriptions. Audio recording allows 

for an analysis of the event to be carried out which did not rely on the 

researcher's ability to remember the events as they unfolded. I t  also freed 

up the researcher to 'be present' in as full a way as possible in the 

generation of data and to attend to each event as it was happening. 

Research 'means using every part of oneself to experience and understand 

what is happening. Creating insights come from being directly involved in 

the setting being studied' (Patton, 2002:302).

Although the recording of the read aloud events in the classrooms was an 

attem pt to understand the teachers' interpretations of their worlds in their 

everyday working settings, it was not a 'fly-on-the-w a ll' recording. Bennett 

(2002:141) argues that 'when we enter into a research space we construct 

a space within which we can do our research and talk to those who can help
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us with it'. She characterises this talk as having 'a conversation in a way 

that is distinct from everyday life'.

3.4.1.4 . Observation

Corbin & Strauss talk about observations being 'very time consuming and ... 

intrusive' (2008:27), and was a consideration in the design of the research. 

But according to Jones & Somekh (2005):

Observation is one of the most important methods of data 
collection. I t  entails being present in a situation and making
a record of one's impressions of what takes place. In
observation the primary research instrument is the self, 
consciously gathering sensory data through sight, hearing, 
taste, smell and touch. By various means of record-keeping, 
traces of those impressions are stored for careful scrutiny 
and analysis after the event. (Jones & Somekh, 2005:138)

The research was generated by a nonparticipant observer who sat in what 

Creswell (2007:212) calls 'an advantageous position' in each site, remaining 

on the periphery of each event w ithout being involved. Travers (1978)

believes that the presence of an observer in a research site changes the

nature of what happens in the site. These changes can be subtle or 

dramatic but, none the less, do alter the interactions that happen between 

the teacher and the children. The very fact the both teacher and children 

know that they are being recorded has an effect on their behaviour and 

speech and so can disrupt the normal pattern of the class.

Baker & Lee (2011) observe that

... among the various lim itations of classroom observation, 
one of the more frequently cited disadvantages is the effect 
that the researcher's presence can have on participants. Two 
frequently discussed reactivity effects, in particular, are the 
'observer's paradox' (Labov, 1972) and the 'Hawthorne 
effect' (Landsberger, 1958). (Baker & Lee, 2011:1437)

Both the 'observer paradox' and the 'Hawthorn effect' refer to the changes 

that can be caused in behaviour, performance, attitude, or actions where 

research participants 'm odify the ir typical behaviour to aid observers in their 

research' (Baker & Lee, 2011). They cite specific situations in classroom- 

based research where teachers persisted in bringing the observer into
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classroom discourses  during recorded sessions.  For th e  sake  of the  research  

relationship, the  observer  may feel t h a t  h e / s h e  may have  to e n g a g e  in such 

conversa tions .  They sugges t  making th e  re sea rche r /obse rved  relationship 

as  clear as  possible in the  initial s t a g e s  of th e  research ,  preferably a s  part  of 

the  initial conversa tions  abou t  undertaking da ta  generation.  They fur ther 

sugges t :  'Using a combination of several  techn iques  may be beneficial, such 

as  verbal reminders  before th e  beginning of each lesson, avoidance of eye-  

con tac t ,  and note-taking  during the  observat ion (and thus  looking busy and 

'un in te r rup tab le ') '  (Baker & Lee, 2011) ,  as  a m e a n s  of avoiding such 

discourses .

Both recording and observat ion were  used to g e n e ra te  da ta  for this study. 

The recording allowed the  r e sea rch e r  to concen t ra te  on being p re sen t  in 

each research site and provided da ta  t h a t  could be l istened to over  and  over 

again so as  to enable  the  re sea rche r  to analyse  th e m  closely.

As the  te ache r ' s  literacy identity was  the  focus of the  s tudy,  the  

observations  allowed the  re sea rche r  to focus on the  teache r ' s  reading of the  

story and h is /her  interaction with the  pupils and  to note  wha t  was  going on 

as well as  noting the  re sea rcher ' s  reaction to those  observations .

3.4.2. Reflection
3.4.2.1. Reflective Practice

In the  context of this s tudy, the  construct  of literacy identity of each  of the  

four te ach e rs  was  e m b ed d e d  within a broad unders tanding  of identity and 

language (spoken and writ ten) and was  considered a very viable and 

pert inent way of examining t e ac h e r  literacy identities. While t e a c h e r s  were 

asked to produce tex ts  by way of literacy histories and written reflections, 

t h e se  written tex ts  were  also used as  part  of the  interview process ,  which 

comprised an integral par t  of da ta  generation.  In this way, the  interviews 

were  in fact he rm eneut ic  reflections where  the  t e ach e r s  en te r ed  the  

hermeneut ic  circle and fused their  horizons with those  in the  tex ts  they  had 

produced and thus  reached a new horizon of unders tanding  th rough  the  

reflective process.
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Much of the prominence of reflection in education is due in no snnall part to 

the work o f John Dewey. He considered reflective practice to be a 

cornerstone of education and defined reflection as 'active, persistent, and 

careful consideration of any belief or supposed form of knowledge in the 

light of the grounds that support it and the further conclusions to which it 

tends' (Dewey, 1933:6). He did not see reflection as an inherently natural 

state, but rather one that had to be developed. He returned to the concept 

of the reflective practitioner several times throughout his career and argued 

that 'the reflective practitioner is described to be someone who is active and 

determined, and someone who questions the grounds of his/her 

assumptions and practices. Indeed, the attitudes of a reflective practitioner 

involves open-mindedness, responsibility and whole-heartedness' (Dewey, 

1933:30).

Many scholars (e.g.. Moon, 1999) have built on the work of Dewey in 

defining and promoting reflective practice in education. Valverde (1982) 

defined reflective thinking as 'the process by which a teacher examines his 

or her situation, behaviour, practices, effectiveness and accomplishments'.

Reiman (1999) observes that 'reflective teaching practitioners demonstrate 

the ability to analyse the process of what they are doing, while at the same 

time make judgm ents to modify the ir practice so tha t it best matches the 

needs of students.' Valli (1997) described a reflective teacher as someone 

'who can look back on events; make judgments about them ; and alter their 

teaching behaviours in light of craft, research and ethical knowledge' (Valli, 

1997:70).

Valli (1997) outlines five different type of reflection within education: 

Technical Reflection, Reflection in-and-on action. Deliberative Reflection, 

Personalistic Reflection and Critical Reflection. Technical reflection she 

describes as matching one's own performance to external guidelines. 

Reflection-in and on-action she describes as basing decisions on one's own 

unique situation and personal teaching performance. Valli (1997) describes 

Deliberative reflection as weighing competing viewpoints and research 

findings on a range of pedagogical concerns/decision. Personalistic 

reflection she describes as listening to and trusting one's own inner voice 

and the voices of others and so it includes personal growth and
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relationships. Critical Reflection takes place, according to Valli (1997), when 

one considers the social, moral, and political dimensions of schooling and 

judges these dimensions in the light of global ethical criteria such as social 

justice and equality of opportunity.

Schon (1983) wrote about three different types of reflection: reflection-on- 

action, reflection-in-action and reflection-for-action. Reflection-in-action 

takes place 'on the go', while the activity is ongoing. Reflection-in-action 

takes place after the event and would be the most common form of 

reflection. Reflection-for-action refers to the planning that takes place 

around an activity. Schon (1983) explained that reflection goes beyond 

technical rationality, and tha t it is a higher order mental process. He posits 

that reflection involves attributes such as intuition, insight and artistry. So, 

for Schon, the reflective practitioner is not jus t skilful and competent but 

also thoughtful, wise and contemplative.

Hatton & Smith (1995) make use of the hierarchical model of reflection 

outlined by Van Manen (1977). Van Manen posited three levels of 

reflections. Hatton & Smith (1995) explain these levels as follows:

The firs t level, technical reflection, is concerned with the 
efficiency and effectiveness of means to achieve certain 
ends, which themselves are not open to criticism or 
modification. The second level, practical reflection, allows for 
open examination not only of means, but also of goals, the 
assumptions upon which these are based, and the actual 
outcomes. This kind of reflecting, in contrast to the technical 
form, recognises the meanings are not absolute, but are 
embedded in, and negotiated through, language. The third 
level, critical reflection, as well as including emphases from 
the previous two, also calls for considerations involving 
moral and ethical criteria. (Hatton & Smith, 1995:35)

Rolfe, Freshwater and Jasper (2001) propose a framework called 'The What' 

Model. They suggest the use of three simple questions in order to reflect: 

What? So what? Now what? In the first level, 'What?' the person reflects on 

a particular situation in order to describe it. In the second level 'so what?' 

the person constructs his/her own personal theory of understanding 

(interpretation) of the event/incident so as to learn from it. In the final 

level, 'Now what?' the person reflects both on what can be done to improve 

the incident and on the consequences of such action. I t  is this final stage.
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according to Rolfe, Freshwater & Jasper (2001), that holds most potential 

for making the greatest contribution to the practice of reflection.

Serafini (2002) thought it im portant not to dwell on reflection as a 

behaviour or skill tha t existed outside of the person, and thought it more 

important to consider reflection as a personal attribute or identity. As a 

result his interest lay more in knowing about teachers rather than reflection 

per se. He defines a reflective teacher as one who consciously, 

systematically, and deliberately frames and reframes practices in the 'light 

of consequences of our actions, democratic principles, and the beliefs, 

values, expectation, and experiences tha t we as teachers bring to the 

teaching-learning event,' (Serafini, 2002:4). He adds that reflective practice 

is, in essence, a willingness to question one's own teaching.

Serafini (2002) suggests tha t there are four aspects to consider when 

talking about reflective practice: 'tim e, distance, dialogue, and a preferred

vision'. He felt tha t teachers did not always have the time to reflect during

the ir teaching day. Some distance from the event is necessary, according to 

Serafini (2002), in order to be able to think about that particular event, 

outside the immediacy of the event. Dialogue he sees as essential, since he 

sees all learning as social; 'preferred vision' he refers to as that vision that 

teachers need to hold of what they would ideally like their classroom to be 

like -  the ideal to which teachers strive.

Each of these models offers an understanding of reflection and reflective

practice. The very nature of reflection can be conceived of as a hermeneutic 

process -  the person in reflecting on an event and reflecting on it could be 

seen as engaging in a hermeneutic circle, using 'tim e distance and dialogue' 

(Serafini, 2002) in order to arrive at a new understanding. Serafini's 

construct of reflection sits within both a hermeneutic and a sociocultural 

framework and is considered most suited for this study.

3.4.2.2 . Reflective Journals

Spalding & Wilson (2002) argue that 'reflective thinking is essential to 

identifying, analysing, and solving the complex problems that characterize 

classroom teaching' (Spalding & Wilson, 2002:1394). Reflection can be
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promoted through devices such as 'reflective journals comprising dialogue 

journals, peer reflection, diaries, learning logs and audio-video recordings 

and others' (Richards & Lockhart, 1997:1). Raines & Shadiow (1995) argue 

tha t learning from rather than doing of reflection lies at the heart of 

reflective practice.

With this in mind, the researcher set out to generate data using the 

teachers' journal entries about the ir experience of reading aloud to a group 

of children. Lankshear & Knobel (2004), however, distinguish between 

what they call reflective journals and participant journals. They describe 

participant journals as 'documents created by study participants at the 

behest of the researcher' (Lankshear & Knobel, 2004:255) and see them as 

products of research rather than reflective journals where the teachers 

reflect on the ir own practice. They see participant journals as collecting 

'data from the point of view of the participant and can offer helpful insights 

into his or her thoughts, can signal changes over tim e in thinking or self- 

mastery over something', (Lankshear & Knobel, 2004).

In the case of this research, the participant journals were written at the 

behest of the researcher and did generate data, which was used in the 

research. These data were reflective in nature in tha t there was a 'need to 

set aside some time to sit back and mull over the incidents and activities 

which had occurred in the classroom' Maarof, 2007:207). This kind of 

structured reflection is described by Boud, Keogh & Walker (1985) as 'a 

process of turning experience into learning. That is, of exploring experience 

in order to learn new things from it' (Boud, Keogh & Walker, 1985:19). I t  is 

not 'a m atter simply of evaluating/commenting on the teaching, it rather 

asks the question of "why as opposed to how" and, most important, it is 

about learning from this process' (Hammersley-Fletcher & Orsmond, 

2005:214). The learning has a dual nature - it has learning for each of the 

teachers and learning for the reader of the reflection carried out on that 

experience, as posited by Borg (2001):

In broad terms, by documenting and reflecting on their 
experience, writers benefit from an enhanced awareness of 
themselves as people and as professionals, an awareness 
which makes for more informed professionals. For readers, 
the benefits stem from the access which reflective writing
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provides into the writer's perspective on some professional 
activity. (Borg, 2001:159)

These perspectives on the teacher's professional practice are to be found in 

the data produced in the journals that each of the four teachers kept during 

the data-generatlon process. In writing in the ir journals the teachers could 

be seen as writing the ir experience or as Zichi Cohen, Kahn & Steeves, 

commented:

The hermeneutic phenomenological tradition holds that 
informants have already interpreted the meaning of their 
lives in the very act of turning their experiences into stories 
or narratives texts tha t can be told. (Zichi Cohen, Kahn & 
Steeves, 2000:50)

The very fact tha t the teachers were willing to reflect on and talk about 

the ir experiences meant tha t they were interpreting their experiences as 

part of the interview process.

3.4.3. In te rv iew s

'The very popularity of interviewing may be its undoing as an inquiry 

method' (Patton, 2003:340). Interviews are a qualitative, interpretive 

methodology and an essential ingredient in this research. At its simplest 

level, it is a device that allows the teachers to tell the ir stories. Patton 

(2003) comments that essentially 'we interview people to find out from 

them those things we cannot directly observe' and points out that 'though 

observation is in itself a very valid information gathering tool, ... we cannot 

in fact observe everything' (Patton, 2003:340-341).

Kvale (1996) describes in detail seven stages for designing and 

implementing an interview study: thematising, designing, interviewing, 

transcribing, analysing, verifying, and reporting. This study followed each of 

the seven stages, and they act as guiding principles for the research.

1. Thematising: The research set out to investigate data and find 

answers to a number of questions.

2. Designing: The concept of the research study was put in place before 

the interviews were undertaken.

96



3. Interviewing: The interviews were conducted in accordance with the 

ethics of the research project.

4. Transcribing: All interviews were transcribed from sound files to 

written text.

5. Analysing: The transcripts were analysed using Gilligan's Listening 

Guide (2009).

6. Verifying: Results from the data analysis were tested for 

trustworthiness.

7. Reporting: The results were written in the thesis. (Kvale, 1996:88)

Kvale (1996) also comments on the nature of a good interviewer and talks 

about the need to be clear about what is said and what is not being said; 

being open to the issues that are im portant to the teachers who are 

collaborating on the study; being able to structure the interviews so that 

everyone is clear about the parameters of the interviews. He also talks 

about the interviewer being responsible for the opening and closing of the 

interviews.

Halversen (2004) warns about the positioning of both the interviewer and 

the interviewee in terms of power, roles and agenda. There is no 'position- 

free' way of ensuring that there is no bias. Gadamer (1993) sees the 

acknowledgment of bias, or what he called pre-judgements, as an essential 

part of the hermeneutic process w ithout which the horizon of understanding 

cannot be fully understood. Therefore such 'bias' has to be factored into the 

study, by frequent examination of the researcher's own thinking about the 

phenomenon being studied.

Yonamura's (1981) concept of professional conversations rather than 

researcher-led interviews provided an overarching shape for the interviews. 

'Dialogue' is a very central construct both to sociocultural theory and to 

hermeneutics and suits the construct of professional dialogue in this 

research between the teachers and the researcher. It acknowledges that 

the researcher's presence in the research situation affects the very nature 

of the exchanges that take place but it is also very respectful of the 

relationship that the researcher and the teacher build together.
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The use of semi-structured interviews was considered but would have left 

the direction of the interviews at the discretion of the researcher, whereas 

the construct of a 'professional dialogue' allowed for both the interviewer 

and the interviewee to have input into the shape and context of the 

conversation.

Rather than the researcher being the one with the question (and de facto, 

the teacher the one with the answer), the teachers were presented with a 

series of statements which, if needed, they could agree with or disagree 

with as the case may be, and thus open up the potential for dialogue. But 

the desired outcome from a research perspective was for a more organic 

conversation to take place.

Stimulus Recall (SR) interviews have been used for many decades in 

interview situations (Westerman, 1991, Lyle: 2003). The interviewer 

presents the interviewee with a specific stimulus in order to initiate or 

prolong the interview. Lyle (2003:863) observes that 'the current emphasis 

on critical reflection in professional education places some value on this [i.e. 

SR] procedure' (Lyle, 2003). The researcher and the teacher listened back 

to specific parts of the audiotape together, as part of the interview process, 

and entered into a dialogue about it.

By using Kvale's (1996) seven stages as guiding principles, and by using 

the idea of 'statements to consider' and Stimulus Recall, the interviews 

were shaped into a more dialogic engagement and over the course of the 

research changed the nature of both the teachers' reflections and the 

researcher's horizon of understanding.

3.4.4. W ritten Literacy Histories

Boggs and Golden (2009) state that 'Literacy histories have been 

researched from several different perspectives and for different 

expectations'. For this research, the literacy history of each of the 

participants was sought with a view to learning more about their 

experiences of literacy and their current practices of literacy. This offered 

an additional framework within which to understand their practice of 

teaching literacy. Additionally as Sohn (quoted in Boggs and Goldem, 2009)
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discovered, it offered a means to get to know and understand the teachers 

and the ir philosophies of literacy teaching. Narrative was used initially as a 

means of collecting the literacy histories. Polkinghorne (1991) states that

... Narrative structure is used to organize events into various 
kinds of stories; for example, the stories or histories of 
nations, biographical or autobiographical stories of 
individuals, and imaginative or fictional stories in the form of 
novels and fairy tales. (Polkinghorne, 1991:136)

Bruner (1987) describes how lives take on meaning through being told and 

retold. I t  is through this process of telling and retelling tha t 'narrative 

im itates life, life im itates narrative' (Bruner, 1987: 13). The content of the 

literacy histories became the topic of subsequent conversations and were 

elaborated and added to in the dialogue that developed between the 

teachers and the researcher over the period of data generation. In this 

dialogue the researcher and the teachers moved back and forth between 

parts of the ir literacy histories to reach an interpretation and understanding 

of the narratives and dialogues that unfolded. This reflected the 

hermeneutic nature of the research. Shacklock & Thorp (2005) comment 

that 'life history inquiry is a dialogic event where participants act together in 

an on going, non-linear process that leads towards the construction of an 

account. Rigid demarcation of inquirer and inquiree roles is blurred in life 

history enquiry' (Shacklock & Thorp 2005:157).

3.4.5 . Researcher's Diary

A reflexive approach to the research process is advised as an essential part 

of qualitative research. A research diary was kept throughout the 

generation and analysis of data. Researchers are encouraged to talk about 

themselves, and to be aware of what Mruck & Breuer (2003) refer to as 

'the ir presuppositions, choices, experiences, and actions during the research 

process' (Mruck & Breuer, 2003:3). This would have resonances in 

phenomenological hermeneutics where the horizon of understanding of the 

researcher is an essential part of the research process and bias and pre

judgm ent are not only acknowledged but are also part of the hermeneutic 

process (Gadamer, 1993).
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The researcher debated his own decision-nnaking processes and 

documented his journey through each relevant stage of the study, in line 

with the process tha t Johnson (2007) describes how, through narrative and 

self-dialogue we externalise our thoughts, examine them and then re

integrate them into our knowledge. This would have a strong resonance in 

sociocultural theory, in hermeneutics and in post-structuralism, all concepts 

that underpin the study.

The research diary was used as an opportunity to interrogate researcher 

practices in each of the sites and increase awareness of researcher bias 

both in field notes and in researcher reflections on the experience, 

(Appendix 3).

A ltrichter, Feldman, Posch & Somekh (1993) argue as follows:

The diary then becomes a colleague, 'a companion' someone 
to confide in. The diary is not part of a course; it is also not 
going to be read by anyone else. The aim of starting the 
journal is not usually for reflection, but as part of the data 
collection and to increase validity by keeping a log of 
decisions made. The diary is a place where the researcher 
can write down thought processes. (1993:11).

The research diaries were frequently consulted as a means of 'staying on 

track' and of clarifying ideas. They also provided a 'roadmap' through 

research-related reading.

3.5. Context of the Study 

3.5.1. Site Selection

The four sites chosen for the research were primary schools in the greater 

Dublin area. Primary schools were chosen as they offered the best locations 

within which to answer questions regarding the literacy practices as 

explicitly dealt with in this study. They were also fam iliar locations to the 

researcher who had spent 20 years working as a primary teacher before 

becoming a teacher educator.

An opportunistic sample was selected from among the teachers who 

indicated that they were willing to take part in the research. Four different 

schools were sought that would reflect four different working situations and
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additionally would provide support and sustain the generation of multiple 

case studies.

The researcher was limited to being able to visit research sites on Monday 

mornings and on Friday afternoons generally. A practical consideration 

therefore led to particular schools being chosen as suitable sites in tha t the 

researcher had to be able to access the schools within each teacher's 

working hours and within the researcher's working hours. The sample was 

therefore selected on the basis of geographic position to facilitate data 

collection.

3.5.2. Participants

Twelve teachers were invited to take part in the study. The criteria used in 

selecting these teachers were;

• Teachers who were working as literacy support teacher in the ir 

schools.

• Veteran teachers who had been teaching for more than twenty 

years.

• Teachers who were working in schools tha t were accessible to 

the researcher both in terms of geography and in terms of 

timetables.

• Teachers who were working in a diverse set of schools.

Four teachers, Annie, Annika, Brian and Freda (all pseudonyms), who self

identified as 'very experienced' or 'veteran teachers,' took part in the study. 

Meister and Ahrens (2011) set out criteria for identifying veteran teachers 

as those who

(1) Completed at least twenty years of teaching in the 
district; and (2) according to the ir supervisors and other key 
informants, they innovate in the ir classrooms, volunteer for 
committees, seek ways to grow as professionals, discuss 
their jobs in a positive manner, and receive accolades from 
the community, the students, and their supervisors. (Meister 
and Ahrens, 2011:771)
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Each had in excess of 20 years' teaching experience and had entered 

teaching training college on connpletion of second-level schooling; so each 

had chosen teaching as his/her career at an early age. Two of the teachers 

(Annika and Brian) held Masters Degrees in Education. All four had 

undertaken numerous in-career development courses spanning their careers 

and all had graduated as Learning Support Teachers some years before the 

research had taken place. Each of the teachers was established within 

his/her role as literacy support teacher and worked in well-resourced 

schools catering for diverse populations.

The purpose of the study was explained to each of the teachers during an 

informal site visit made to each school. Dialogue and questions were 

encouraged and the teachers briefed on their participation in the data 

generation and analysis.

3.6. Data Analysis -  A Bricolage

'Bricolage is neither simply a form of inquiry nor a production practice, it is 

the primary orientation we use to shape our world view,' (Papson, 

2014:388). 'Bricolage calls for multi-methods in conducting and writing 

contemporary research,' (Vernon, 2007:205). Kincheloe (2004) too argues 

that the modern researcher should be free to pick and choose from amongst 

a range of different methods and methodologies for data collection and data 

analysis and use these to generate data and generate findings. He used the 

metaphor of the 'brico leur' to describe such a researcher. He characterises 

the bricoleur as a craftsperson who uses whatever tools and materials are 

at hand in order to practise his/her craft. He also said that the bricoleur had 

to be widely read across many different disciplines and observed that:

The bricoleur views research methods actively rather than 
passively, meaning that we actively construct our research 
methods from the tools at hand rather than passively 
receiving the 'correct', universally applicable methodologies. 
(Kincheloe, 2004:2)

In keeping with the metaphor of the bricolage, different analytic tools were 

used to generate an account of different pieces of data for this study, as it 

was felt that 'no single methodology nor data analysis tool would
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adequa te ly  m e e t  th e  varied d e m a n d s  of this particular piece of research '  

(Gordon, 2013 :7 ) .  Wibberly (2012)  s u g g e s t s  th a t

...the planning of re search  th rough  the  deve lopm ent  of 
bricolage has  less to do with employing a relatively inflexible 
protocol,  t e m p la te  or fr amework  (which then  shapes ,  or 
even  d e te rm in es  a specific ou tcom e)  and more  to do with 
engaging in a process ,  out of which nu m ero u s  ou tcom es  can 
potentially e m e r g e  ...[and] allows th e  research product to 
e m e r g e  o v e r t i m e  (Wibberly, 2 0 12 :7 ) .

Kincheloe (2004)  posits  th a t  the  concept  of 'bricolage '  is a suitable one  for 

under tak ing  re sea rch  in the  twenty-first  century ,  using different analytic 

tools. Bricolage, according to Mahlomaholo (2013)  actively 'br ings  to g e th e r  

different sources  of da ta  in the  form of field notes ,  minutes  from stra tegic  

planning sess ions ,  meet ings ,  observa t ions  and reflective journals '  

Mahlomaholo (2 0 1 3 :3 8 6 ) .

In this research  four individual case  s tudies  were  constructed using data  

from different sou rces  (observat ions,  interviews, written da ta) .  'Case  study 

is in tended to port ray ,  analyse and in te rpre t  the  un iqueness  of real 

individuals and  si tuations  th rough access ible accounts  and to p re sen t  and 

r e p re se n t  reality'  (Cohen & Morrison, 2 0 0 7 :7 9 ) .  Different analytic tools 

were  used in o rde r  to p re sen t  and re p re se n t  as  many different perspectives  

on the  da ta  as  possible. These  multiple perspec tives  are  in fact 'hor izons of 

unders tand ing '  (G adam er ,  1993),  which reflect and honour  the  philosophical 

and  theoretical  underp innings  of the  s tudy. They 'push  us into the  

he rm eneu t ic  circle a s  we are  induced to deal with diverse parts  in relation to 

th e  whole (Kincheloe,  2008 :192 ) .  The research  itself took place in spaces ,  

which were  defined in t e rm s  of equali ty,  reflexivity, negotiation,  

communication and participation be tw een  th e  re sea rcher  and the  four 

t e ac h e rs  (Kincheloe, 2008; Kincheloe & Berry, 2004).  This reflected the  

sociocultural f ram ew ork  used in the  research.

Kincheloe (2008)  posits  th a t

Utilizing t h e s e  multiple perspectives ,  th e  bricolage offers an 
a l te rna te  pa th  in regress ive t imes.  Such an alte rnat ive  path 
opens  up new forms of knowledge production and resea rcher  
positionality th a t  are  g rounded  on more egali tarian 
relationships with individuals being resea rched .  Bricoleurs in 
their  valuing of diverse forms of knowledge, especially those
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knowledges  th a t  have  been  sub juga ted ,  come to value the  
abilities and  the  insights of th o se  who they  research.

Papson (2014)  s ee s  the  bricoleur as  ' a t  home in pos tmodern i ty '  (Papson,  

2 0 1 4 :3 8 8 )  while Denzin & Lincoln (1999)  posit th a t  a bricolage helps 

re sea rch e r s  respec t  the  complexity of the  meaning making process  and 

su g g es t  th a t  ' the  combination of multiple methodological  practices,  and 

empirical materia ls,  perspectives  and  observers  in a single s tudy in bes t  

unders tood  as  a s t ra tegy  th a t  adds  rigor, b readth ,  complexity, r ichness and 

depth to  any inquiry'  (Denzin & Lincoln, 1999:6).

In this particular s tudy, each of the  four case  studies  can be seen  as  

requiring this 'combinat ion of multiple methodological  practices '  (Denzin & 

Lincoln, 1999) so as to arrive a t  a s  full and rich an unders tanding  of each of 

the  t e a c h e r s  a s  possible.

Rogers (2012)  posits th a t  bricolage is a 'critical, mul ti-perspectival ,  multi 

theore tical  and  a mul ti-methodological  approach  to inquiry, '  (Rogers,  

2012 :1 ) .  Kellner (1999)  says  th a t  a bricolage provides unique possibilities 

for th e  construct ion of knowledge and tha t  ' the  more  pe rspectives  one can 

bring to  the ir  analysis and critique,  the  be t te r  grasp  of the  p h e n o m en a  one 

will hav e . '  (Kellner, 1999: ix). Scribner (2005) says  th a t  the  concep t  of 

bricolage has  been  very successfully used ' to  s tudy the  na ture  of te ache r ' s  

work, '  (Scribner,  2 0 05 :295 ) ,  and  so was  d eem ed  a suitable way to 

u nde r take  the  building and analysis  of the  four case  studies.

There fore ,  for the  purposes  of this study,  the  bes t  ' g ra sp  of the  p h e n o m en a '  

(Kellner, 1999) was m ade  possible by using a variety of analytic tools each  

of which allowed for as full an unders tanding  of each  of the  t e ac h e rs  to 

e m e r g e  from the  data.  ' In its em brace  of complexity, th e  bricolage 

cons t ruc ts  a far more  active role for h u m an s  both in shaping reality and in 

creating the  research  p rocesses  and narra tives  th a t  re p re se n t  it' 

(Kincheloe, 2 0 08 :185 ) .

Kincheloe (2005)  posits th a t  bricolage is a very important way of blending 

the  empirical and  th e  philosophical in order  to enhance  the  insights of the  

resea rcher .  Rogers (2012)  posits t h a t  bricoleurs 'no t  only exam ine  an object  

of inquiry but also scrutinize how their  positioning affects the ir  research 

p rocesses , '  (Rogers,  2012:2) .  This would very much sit within the
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hermeneutic framework of the research where the researcher's 'horizon of 

understanding' (Gadamer, 1993) was constantly changed by his encounter 

with the research data.

'The product of the bricoleur's labour is a bricolage, a complex, dense, 

reflective, collage-like creation that represents the researcher's images, 

understandings and interpretations of the world or phenomenon under 

analysis,' (Denzin & Lincoln, 1999:3). The concept o f'b rico lage ' is therefore 

considered a suitable description of data analysis tools used in this study, as 

different tools were used to generate and to analyse different data. Data 

from the classroom recordings were analysed using 'Five Conceptual 

Categories of Talk' (Sipe, 2008). Transcriptions of the reflections, interviews 

and literacy histories were analysed using Gilligan's 'The Listening Guide' 

(Kiegelmann, 2009) and followed further analysis using a thematic analysis 

approach as suggested by Braun & Clarke (2006).

This process identified key concepts present within each of participants' 

contributions to the case studies. Within each case study themes were 

identified in the transcripts of the literacy histories, classroom observations, 

reflections and interviews and coded by hand, (Appendix 7). These were 

then collapsed into a set of themes for each case study and finally across 

the four case studies (Stake, 2006).

3.6 .1 . Classroom Recordings

Sipe (2008) proposed five conceptual categories for adult ta lk during read 

aloud sessions for a study he undertook on how children interacted with 

picture books while they were being read aloud to them. He named the 

categories as: i) readers, ii) managers and encouragers, iii) clarifiers or

probers, iv) fellow wanderers or speculators, and v) extenders and refiners. 

Sipe saw these categories of adult ta lk as scaffolding the children's 

encounter with the books during the read aloud sessions.

The most basic scaffolding function fulfilled by adults when 
they read was to make the verbal text of the story available 
to the children, many of whom would not have been able to 
read the text themselves. The adults in other words 
mediated the story for the children by presenting it to them
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in an oral form at that was accessible to them. (Sipe, 
2008:206)

Sipe's (2008) study looked at how children interacted with story. I t  also 

included some quantitative data about the frequency of adult/child 

interactions during the read aloud sessions. Sipe saw this more as a by

product of his research and felt tha t describing these in terms of his five 

conceptual categories allowed him to tidy up the data that were generated, 

but his main focus was on discussing the responses that the children had 

made as a result of their having being read aloud to.

This in effect meant that Sipe's (2008) categorisation of adult behaviour 

during a reading aloud session offered a rubric with which to examine the 

data generated during classroom observation. I t  also allowed for the 

possibility of further developing Sipe's categories through analysis of the 

data generation with the teachers.

3.6.2. W ritten Histories^ Reflections and Interview s

Working with Spencer, Weinberg and Bertsch in 2003, Carol Gilligan 

constructed a methodology, which they referred to as 'The Voice Method'. 

This was a structured means of listening for voice in data generation and in 

data analysis. Carol Gilligan renamed 'The Voice Method' 'The Listening 

Guide' (Kiegelmann, 2009). Gilligan detailed this change of emphasis from 

'm ethod' to 'guide' in an interview with Mechthild Kiegelmann in 2009.

The process of analysis using 'The Listening Guide' is complex and layered 

because the human psyche is complex and layered (Kiegelmann 2009). It 

resists the binary logic of something being in an either/or category. The 

Listening Guide is called a guide because it guides the process of analysis, 

laying out three steps as a way of entering and coming to know another 

person's inner world, in the context o f the research relationship 

(Kiegelmann 2009).

The 'inner world' tha t this research was specifically interested in was the 

literacy identity of each of the four teachers; how each of them constructed 

that identity and how they enacted it and how in the process of enacting, 

examining, and reflecting on tha t identity, they gave voice to it.
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Gilligan a r g u e d  t h a t  by l is tening to  t h e  d a t a  on e a c h  of  t h r e e  s e p a r a t e  

o cca s io n s ,  with a d if fe ren t  a g e n d a  for eac h  l i s tening,  it w a s  possib le  to  

real ly h e a r  t h e  voice of  t h e  par t icipant .  'The  Listening Guide rel ies  on  voice 

an d  re la t ionsh ip  to  gain e n t ry  into t h e  inner  world of  a n o t h e r  p e r s o n  a n d  is 

i n t e n d e d  a s  a gu ide  - a s  showing  a w ay  to  d iscovery  a n d  leaving t h e  

e n d p o i n t  o p e n '  (K iege lmann  2009) .

Gilligan de ta i led  The  Listening Guide in ternns  of  t h e  r e s e a r c h e r  e n te r ing  

into d ia logue  a n d  into rela t ionship  with t h e  par t i c ipan ts .  S h e  c h a r a c t e r i s e s  

th is  a s  t h e  r e s e a r c h e r  seek ing  t h e  help of t h e  pa r t i c ipan t  so  t h a t  t h e r e  is a 

co l labora t ion  going  on to  find t h e  story .  This  h a p p e n s  w h e n  t h e  r e s e a r c h e r  

l i s tens  to  t h e  d a t a  on t h r e e  s e p a r a t e  occas ions .

• The  first listening is for t h e  plot,  for  t h e  d is t inct ive f e a t u r e s  of  th is  

par t i cu la r  psychological  l a n d sc a p e  or  t e r r a in ,  a n d  al so  for  t h e  s to r ie s  

t h a t  a r e  told.

•  The  s e c o n d  listening involves listening for  t h e  ' I ' ,  t h e  s p o k e n  self,  t h e  

f i r s t -p e r so n  voice a s  it s p e a k s  in this  in terv iew c o n v e r s a t io n .

• The  third listening is for c o n t ra p u n ta l  vo ices ,  a n d  th is  is t h e  c rea t ive  

s t e p  in t h e  ana lysis ,  b e c a u s e  t h e  r e s e a r c h e r  h a s  to  d is t ingu ish 

d if fe ren t  vo ices  within t h e  con v e r sa t io n ,  d i s co v e r  which voices  s p e a k  

to  t h e  r e s e a r c h  ques t ion ,  and  identify th e i r  c h a ra c te r i s t i c  f e a t u r e s  

(p a s s iv e  or  ac t ive voice,  first o r  third  p e r s o n ,  d is t inc t ive i m a g e s  or  

m e t a p h o r s ,  em ot iona l  to n e ) .  (K iege lm ann  2 0 0 9 )

Gilligan s a w  t h a t  sub jec t ing  both  oral and  w r it ten  t e x t s  to  'The  Listening 

Guide '  al lowed  t h e  voice of  t h e  s p e a k e r / a u t h o r  to  be real ly h e a rd  a n d  for 

th e i r  u n d e r s t a n d i n g  of  the i r  e x p e r i e n c e s  to be b ro u g h t  to  t h e  fore.

T h ro u g h  voice,  we can  bring ou r  inner  wor lds into t h e  o u t e r  world a n d  into 

re la t ionsh ip  with o t h e r  peop le .  And we al so t a k e  in o t h e r  p eop le ' s  vo ices  

which m e a n s  tak ing  the i r  inner  worlds into o u r s e lv e s ,  n o t  only w h a t  t h e y  

a r e  say ing  b u t  also t h e  em ot iona l  to n e ,  t h e  in form ation  you  gain w h e n  you 

l isten to  s o m e o n e ' s  voice (K iege lmann  2 0 0 9 ) .

This m e th o d  of  ana lys i s  for t h e  l i teracy h is to r ies ,  w r i t ten  re flect ions  and  

t r a n s c r ib e d  in terv iews  offered t h e  r e s e a r c h e r  a w ay  to  b e c o m e  involved in 

t h e  h e r m e n e u t i c  p ro ces s  of  really being ab le  to  listen to  t h e  voice of  t h e
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participating teachers and to really understand the meaning tha t they 

attached to the experience we shared of reading aloud to the children, 

reflecting on that experience and engaging in a conversation about it.

The Listening Guide offered a means through which the researcher could 

hear the teachers' voices talking about the ir experiences. I t  offered the 

potential of a very layered means of listening to the data ... a hermeneutical 

circle tha t involved listening to a specific aspect of the data and then 

returning the full data set to see how that had changed through this new 

understanding. I t  held out the possibility of really hearing how the teachers 

talked about the meaning tha t they were making of the ir experiences and 

offering a horizon of understanding of those experiences. I t  also 

acknowledged the researcher's own horizon of understanding as an 

essential part of the hermeneutic process, and the fusion of these horizons 

of understanding.

3.6.3. Thematic Analysis

Both case study and multiple-case-study analyses (Stake, 2006) were 

carried out using a combination of thematic analyses (Boyatzis, 1998; 

Attride-Stirling, 2001; Braun & Clarke, 2006), The Listening Guide 

(Kiegelmann, 2009) and Sipe's (2008) five categories of adult talk. 

Thematic analysis was seen as the most suitable method for organising and 

working on these kinds of analyses as

... Through its theoretical freedom, thematic analysis 
provides a flexible and useful research tool, which can 
potentially provide a rich and detailed, yet complex, account 
of data. (Braun & Clarke 2006)

Thematic analysis shares many of the characteristics of other qualitative 

data analysis approaches and methodologies in that it looks for themes 

within the data or aims at 'thematising meanings' (Holloway & Todres 2003) 

within data sets that can be combined to 'tell the story of the data' (Braun & 

Clarke, 2006). But unlike qualitative methodologies such as Grounded 

Theory (Glaser & Strauss, 1967; Strauss & Corbin, 1998), thematic analysis 

allowed for both a prio ri themes to be considered as well as those themes 

that emerge from the data.
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Analysis was carried out on each teacher's data as it was being built up into 

a case study. A six-step approach advocated by Braun & Clarke (2006) was 

used for this purpose. I t  involved i) building fam iliarity  with the data, ii) 

generating initial themes, iii) searching for categories, iv) reviewing themes 

and categories, v) defining and naming categories, and vi) producing a 

report. This process was iterative, with each step visited and revisited as 

categories and themes emerged. Data were organized, transcribed and 

'chunked ' (Weitzman, 1999:1243; Onwuegbuzie et al, 2009 :5), using the 

data analysis software package, AnnoTape®. Analysis was carried out by:

i) Building fam ilia rity  w ith  the data

Classroom recordings and interviews were transcribed manually and written 

reflections/histories were typed. This process led to the researcher gaining 

good familiarity with the text.

ii) Generating in itial them es

Initial themes were generated as the data were being transcribed. Sipe's 

(2008) conceptual categories o f teacher talk (reader, manager, clarifier, 

fellow wanderer/speculator and extender/refiner) provided an initial set o f a 

p rio ri themes for the classroom recordings. Gilligan's Listening Method 

(Kiegelmann, 2009) provided for themes to be generated fo r each o f the 

three separate listenings to the data.

iii) Searching for categories

In this initial reading and rereading of the data generated, other less 

obvious categories emerged and were looked at. Once a category had 

emerged in one piece of analysis, it was searched for in other pieces of 

data.

Iv) Reviewing them es and categories

Themes and categories were continually reviewed while the data were being 

analysed and amendments carried out where necessary ... categories were 

amalgamated, or subdivided as part o f this review, and data were read and 

reread to ensure tha t nothing was overlooked or omitted.
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v) Defining and naming categories

Once the reviewing process was completed, categories were defined and 

examples from across the various data events were identified. Single-event 

categories were also identified and exampled within the data.

v i) Producing a report

The report came by way of case study building so tha t the categories were 

used to represent different layers of understanding of the data as found in 

the analysis of data from the classroom recordings, the written histories and 

reflections, and the interviews.

3.7. Ethical Considerations

This study was conducted in line with the ethical guidelines of the School of 

Education at Trinity College, Dublin (Appendix 1). The key principles are as 

follows:

• a commitment to the well-being, protection and safety of participants

• a duty to respect the rights and wishes of participants

• an evaluation of the relative benefits of any research to groups and 

individuals

• a responsibility to conduct rigorous, academic research

• a commitment to disseminate the results of research in an honest 

and tru thfu l manner to all who may be affected by the research or 

those who should be informed about the research.

The section that follows sets out how this study addressed each of these 

key principles.

3.7.1. A Commitment to the Well-Being, Protection and Safety 

of Participants

A professional relationship had been established with each of the teachers 

while they were undertaking a Postgraduate Diploma in Learning Support. 

The researcher had acted as tu to r and lecturer to each of them over the
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course of the ir year of study. The course had fostered and encouraged 

dialogue as part of professional development and had recognised the 

teachers as professionals engaged in further education and not as students 

engaged in a course.

Because of the significant value the researcher placed on the relationships 

that were developed with each of the four teachers, the construct o f'e th ics ' 

became a very personal one. The researcher endeavoured to interact with 

each of the teachers in a real, respectful, honest and positive way.

In approaching the teachers to take part in the study, the ir safety and well

being were of paramount importance to the researcher. Their identities and 

the identities of the ir schools were hidden and the ir anonymity assured. The 

researcher's presence in the ir schools was discreet, and as few people as 

possible were aware that the research was being undertaken. Teachers 

were given a full briefing on the purpose and shape of the research from the 

initial contact. Time was given to teachers to think about the ir participation 

in the research and their questions answered.

3.7.2. A Duty to Respect the Rights and Wishes of Participants

Consent was sought and given in each case. A copy of the blank consent 

form and letter sent to school principals are included in Appendix 2. The 

teachers were advised tha t they could withdraw from the research at any 

tim e w ithout notice and had the right to ask for specific parts of the 

research to be omitted.

Throughout the processes of data generation and analysis, member-checks 

were used to ensure tha t the researcher was fa ith fu lly producing a valid 

record of what was going on. Morse et al, (2002) note that 'the problem of 

member checks is that, with the exception of case study research and some 

narrative inquiry, study results have been synthesized, decontextualized, 

and abstracted from (and across) individual participants, so there is no 

reason for individuals to be able to recognize themselves or the ir particular 

experiences', (Morse et al, 2002:16). With this in mind, the researcher took 

care to ensure tha t each of the participating teachers was comfortable with 

the data that were being generated, by giving them access to a transcript of
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each observed class and each Interview. Any changes they asked to be 

made were made to the transcripts but these usually took the form of 

elaboration rather than deletion.

At the end of each reflection and interview session, care was taken to 

ensure that the teachers felt safe with the conversations that had taken 

place and that they did not feel they were being asked for information that 

caused them to feel distressed. Each teacher was invited at various stages 

to read the transcriptions and analyses of the data as they were being 

generated, to make sure that they were an accurate account of what had 

taken place, and that they were comfortable with the analyses carried out. 

However, none took up the offer.

3.7.3. The Relative Benefits of Research to Groups and 

Individuals

The research sought to understand the literacy identity of four literacy 

support teachers. Research tha t looks at documenting and understanding 

the lived lives of teachers offers benefit to the wider teaching community. 

Understanding the very complex construct of literacy identity offers insight 

into how individual teachers chose to enact those identities in their 

teaching. The research also allowed for teachers' voices to be heard as they 

considered the nature of their own professionalism.

3.7 .4. A Responsibility to Conduct Rigorous^ Academic 

Research

The research was undertaken in a systematic and planned way. Several 

phases of piloting were built into the research design to ensure the quality 

of data generation and analysis.

3.7 .5. A Commitment to Disseminate the Results of Research

The study was undertaken with the specific intention of generating data for 

research purposes. A com mitment to disseminate the findings of the
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research, through publication in relevant peer reviewed journals and as 

conference presentations, was given as part of the research design.

3.7.6. In  Relation to the Researcher

The researcher was fully committed to the research being undertaken and 

his own safety and well-being were part of tha t commitment. Professional 

dialogues with his supervisor and with two trusted colleagues who were also 

involved in research were used to maintain his safety and well-being.

3.8. Piloting Data Generation and Analysis

There were three distinct phases to the data generation. The research 

began with a series of conversations with five teachers who constituted 'an 

advisory committee'. This was followed by a pilot study which was 

undertaken with Kate, a learning support teacher with whom the researcher 

trialled his data generation and analysis methods. This took place in May 

and June 2007. For the current study, the generation and analysis of data 

took place with the four teachers, Annie, Annika, Brian and Freda, from 

September 2007 through to June 2008 (Appendix 4).

3.8.1. Consultation with the Advisory Committee

The firs t phase was in the form of a series of professional conversations 

with five non-participating support teachers with whom the researcher 

discussed the concepts of teacher-researcher collaboration - teachers who 

were known to the researcher as having a deep interest in and com mitment 

to their own professional development, and who themselves had researched 

their own practice. The researcher indicated very clearly tha t he was not 

considering any of them as part of the research but rather tha t he was 

seeking their professional input to inform his thinking in relation to the 

generation of data, and so in effect they became the researcher's advisory 

committee.
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The researcher was hoping to define the best possible set of circumstances 

for the study to take place. He wanted to re-familiarise himself with the 

work-related demands being made of the teachers.

In those conversations all five teachers signalled tha t the ir feelings about 

collaborating in a research project would be very much framed by the 

quality of the relationship that each would have with the researcher. They 

fe lt that they needed to trust the researcher to honestly and fairly represent 

who they are. The amount of work involved did not appear to be an issue. 

All took it 'as said' tha t appropriate permissions would be sought and 

granted before any such study would be mooted and they offered guidance 

on how those permissions should be sought.

At the end of this phase, the researcher had a better understanding of the 

role of the Learning Support Teacher and had come to understand that the 

quality of the relationship he would develop with each of the teachers would 

shape the data he would generate in each of the research sites.

3 .8 .2 . The Pilot Phase -  W orking w ith  Kate

The second phase was the piloting of the research methods and procedures

with one teacher, Kate, who was not part of the research group. Kate 

worked as a learning support teacher in a large, well-resourced suburban 

school in the city. She had been teaching for over th irty-five  years and had 

been working as a literacy support teacher for over five of those years.

The pilot data generation process resulted in four separate pieces of data: a 

recording of the classroom read alouds, written literacy histories, a written 

reflection and a recording of the interview. These data were considered to 

be genuine, live and relevant to the research questions. A timetable for the 

pilot phase of the study was structured to closely resemble the protocols 

and timetable that would be used in the generation of data, including the 

following:

• Negotiate permissions from the Board of Management of the school, 

the principal, the class teacher, the learning support teacher, the 

pupils and the ir parents
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• Arrange a mutually convenient tim e which allowed for the data to be 

collected

• Organise the physical collection of the data -  classroom observation, 

reflection and interview.

The pilot study was carried out in order to pilot both the research tools and 

the research methodology (Creswell, 2007:595). In addition to wanting a 

'tria l run' of the methodologies to be used to find answers to the questions 

being asking, the researcher was also interested to find out:

How well were permissions and consent negotiated?

How well was Kate included in data generation?

How well did the interview protocols work?

What was the role of the researcher?

3.8 .2.1 . How well were Permissions and Consents Negotiated?

Formal letters of request were sent to Kate, her school principal and the 

Board of Management. The research proposal was outlined and permission 

sought to generate data in the school. Permission from the Board of 

Management took several weeks to come through, due to the tim ing of 

Board meetings. Permission from the parents took considerably longer than 

originally thought and only then were children's permissions sought. Kate 

suggested that a solution to obtaining tim ely permissions from parents 

might be found if each of the teachers sought permission from the parents, 

on the researcher's behalf. The Advisory Committee agreed with this 

suggestion as workable and more likely to be granted in a tim ely manner. 

The timetable for generating data research needed to factor-in the 

practicalities around permissions and consent being given by the school, the 

parents and the children.

3.8.2.2 . How well was Kate included in the Data Generation?

While generating data was the main intent of research, priority had to be 

given to ensuring that Kate was not stressed or intimidated in any way by 

the data generation methods being used. Kate later observed that even
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though  she  had felt very included in th e  whole process ,  she  was still a little 

unsure  beforehand  abou t  wha t  was  going to unfold, and so had felt a 

certain level of unease .  More aw are n e ss  of the  participant 's  feelings was 

needed  ra the r  than  simply ju s t  concen tra ted  on the  da ta  generat ion 

protocols.

Kate felt t h a t  th e  t ranscr ip ts  of the  recorded session and  su b seq u en t  

interview had allowed her  to give a fair and  accura te  account of herself. 

However,  she  disclosed th a t  she  also was  a little uneasy  with th e  resea rcher  

taking no te s  while she  was  reading to the  children, as  this had not been 

clearly indicated beforehand.  She  was  also not fully clear abou t  why she  

needed  to record the  session  herself  and what the  re sea rch e r  m ean t  by 

'choosing someth ing  interesting to listen back to!'

These  issues  raised by Kate led to a re-examination of the  various protocols 

relating to the  genera tion  of da ta .  Clearer information had to be given to 

the  t e ach e rs ,  and t ime for th e m  to ask  questions  to clarify any  m a t te rs  had 

to be fac tored into the  t imetable .  The well-being of th e  t e ach e r s  had to be 

of p a ra m o u n t  importance.

3.8 .2 .3 . The Interview Protocols

The sem i-s t ruc tu red  interview s t a t e m e n t s  (see  Appendix 5) gave  an overall 

s h ap e  to th e  interview while o ther  topics were  also discussed.  It was 

evident from listening back to the  recording th a t  the  re sea rcher  had talked 

too much and at  t imes  talked over Kate while she  was  talking! This cam e  as 

a surprise  and  was  taken  as  a very im por tant lesson to have  learnt from the  

pilot phase .  The re sea rch e r  had felt a certain level of anxiety concerning 

gett ing the  da ta  g e n e ra te d  and doing it right so th a t  the  bulk of the  

conversa tion ended  up being researcher-led!

Kate's  exper ience  of the  interview was th a t  she  had been asked  a range of 

questions  th a t  had allowed her  to give a good account  of her  thoughts  and 

feelings and  th a t  she  had been  far more  relaxed during the  interview than  

she  had been  during th e  c lassroom observation.
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3 .8 .2 .4 . The Role of the Researcher

The researcher's presence in the room changed what went on. Kate felt that 

she was used to working with other people in a co-teaching situation and 

that she would ordinarily not be fazed by another adult's presence. But she 

still fe lt tha t she was not fully informed of what the researcher was doing in 

her room and that she would have liked his role and purpose clarified. She 

fe lt tha t she had behaved in an untypical way, as she was aware that she 

was being recorded and observed. She suggested tha t a better 

understanding of what exactly was going on would have helped her relax 

into the situation. The researcher found that taking field notes was very 

distracting for the teacher who seemed to catch his eye every time he 

began to write. This realisation caused him to re-evaluate the wisdom of 

taking notes during the sessions in favour of writing them up after each 

visit.

As regards the recording, some of the conversation that was generated by 

the reading aloud was indistinct when played back, and not knowing the 

children's voices made it hard to identify who had spoken. The difference in 

quality of recording between the digital and analogue recorders was 

remarkable. However, it was necessary to keep the recording devices well 

apart as the digital recorder picked up the noise from the analogue 

recorder.

3 .8 .2 .5 . Learning from the Pilot Study

• Teachers needed to be comprehensively briefed on the purposes of 

the research.

• Teachers needed to be fully informed about what would happen, in 

what order and what the ir part in it would be.

• Researcher needed to be aware of the needs of the teachers and 

ensure tha t they were comfortable and informed about what was 

going on.

• Consent from parents and children were to be sought through the 

teacher.
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• The digital recorder needed to be situated close to the children and 

away from the analogue recorder.

• The researcher needed to take care to listen and not talk too much. 

3.9. Data Generation and Analysis

Data were generated with four teachers, Annie, Annika, Brian and Freda. In 

line with the qualitative nature of the research, data were generated from 

three main sources:

Classroom recordings

Written histories and reflections

Interviews.

A non-data-generating visit was made to each site to have an informal 

meeting with the principal teacher, and the teacher and children involved 

with the research. The teachers were reminded about the intention of the 

research and tha t they could withdraw at any time. A mutually agreed 

timetable was set up for the visits (see Appendix 4) with a firm 

understanding tha t dates or times could be changed if needed. Each teacher 

was to be sent a text message via his/her personal mobile phones on the 

Friday before each visit to make sure that the arrangements still suited. In 

each site the teacher chose how to introduce the researcher to the children. 

The teachers were visited in turn over a four-week period, starting with 

Annie in week one, followed by Annika in week two, Brian in week three and 

finishing with Freda in week four. The following timetable was followed with 

each teacher:

118



Monday Tuesday -  Thursday Friday

Recording of 
classroom read- 
aloud

Teachers: Listen back to recordina. 
Write a reflection. Select one piece 
for replay

Researcher: Listen back to recordina. 
Transcribe into text. Write some 
statements about the recording for 
interview

Dialogue 
between 
teachers and 
researcher

Table 3.1: Ind iv idual Research Tim etable

3 .9 .1 . C lassroom  Recordings

Data were generated on four occasions in each of the four sites during the 

school year September 2007 to June 2008 and proceeded with relative ease 

in each site. The data were recorded using a Philips Voice Tracer Digital 

Recorder VN-2100PC. An AIWA TP-500 analogue audiocassette audio 

recorder was used as a back-up recording instrum ent in each instance.

Each teacher was observed and audio recorded as he/she read aloud to a 

group of pupils. This took place at the beginning of a week, usually on a 

Monday morning. The interviews took place some days later, usually on a 

Friday afternoon. This arrangement was negotiated with each teacher and 

with his/her school so as to cause minimum disruption to all concerned. It 

also fitted in with the researcher's own work commitments.

In the days following the observed lesson, each teacher was asked to listen 

back to his/her recordings of the lesson and reflect, in writing, on both what 

had happened and on the experience of listening back to the recording. 

Each then isolated one part of the read aloud session tha t appeared 

'interesting'. This would be played back during the interview so that both 

teacher and researcher could listen to and discuss it.

Each digital recording was downloaded to the laptop computer as an MP3 

sound file. The file was then coded with the date, the participant's pseudo

name, and type of session (read aloud session or interview). Each sound file 

was then burnt onto an audio digital CD and each CD was again coded and
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dated .  All sound files were  backed up on to an external  hard drive for 

safety.  Files were  password-pro tec ted  both on the  co m p u te r  and on the  

backup external disc.

As soon as  the  r e sea rch e r  was  satisfied th a t  a faithful digital audio recording 

of each ev en t  existed ,  he taped  over the  analogue  c a s se t t e  tape  recording 

with the  next recording, and de le ted the  audio file from the  digital recorder,  

in accordance  with the  ethical guidelines (Appendix 1).

3.9.2. Teacher's Written Reflective Journals

The purpose  of the  written reflection was  tha t ,  with the  continual 

e n g a g e m e n t  with reflective practice over the  course  of the  study,  the  

t e ach e rs  might each examine  their  practices and beliefs ab o u t  literacy and 

abou t  the  practice of reading aloud to their  pupils.

Each t e a c h e r  was  given a hardback  journal and pen with which to engage  in 

written reflection during the  course  of the  study,  specifically following each 

c lassroom recording session and ahead  of each scheduled interview. In this 

way they  each produced five writ ten reflections.  They were also invited to 

write h is /her  literacy histories in the  journal ahead  of the  first classroom 

recording. Each t e a c h e r  produced th ree  parts  of h is /her  literacy histories: 

mem ories  of literacy from hom e,  memories  of literacy from school and their  

current  literacy practices.

As they listened back to the  recording of their  read aloud session,  the  

t e ach e r s  were asked  to write a reflection on their  exper ience ,  their  feelings, 

on any  critical incident th a t  took place (Gray, 2 0 0 7 :4 1 5 ) ,  or w ha teve r  cam e 

to mind as  they  listened to th em se lv es  reading to the  children. A photocopy 

of the  written reflection was  taken.  The t e a c h e r  re ta ined the  original 

journal.

3.9.3. Interviews

The interviews were  held in each  teache r ' s  school in the  dedica ted teaching 

space  with only the  t e ac h e r  and  resea rcher  present .  The interviews were
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audio recorded by the researcher. As stated earlier, each teacher was 

offered the opportunity to record the interviews but none opted to do so. 

The interviews lasted between 35 and 45 minutes each. The researcher 

brought sonne focus statennents to the interviews but was open to other 

issues and questions being raised in the interviews, which were not 

anticipated beforehand. The overall construct of the interviews was informal 

and veered more towards dialogue than question-and-answer.

In itia lly  the interviews were transcribed using AnnoTape^'^ Software by 

Cobware Ltd., ('www.cobwear.ie'). This software made it possible to 

transcribe digital audio data files in open screens where on the right panel 

each sound segment could be isolated by time increment, and on the left 

panel transcription or description of tha t exact segment could be added (see 

Figure 8).
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Figure 3.2: The AnnoTape screen

This allowed for data to be initially managed and for the researcher to stay 

up-to-date with initial data generation and become very fam iliar with the 

recorded read-aloud class before meeting the teacher on the Friday of the 

same week for the interview session. At the end of the research 60 pieces 

of data had been generated.
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Annie Annika Brian Freda

4 4

4 4

4 4

3 3

Table 3.2: The sixty pieces of data

The following data were generated with each teacher:

Recording Classes 4 4

W ritten  Reflections 4 4

In te rv ie w s  4 4

Literacy Histories 3 3

Annie

Literacy Histories 

Observation 

Interview 

Reflection

Annika

Literacy Histories 

Observation 

Interview 

Reflection

Brian

Literacy Histories 

Observation 

Interview 

Reflection

Freda

Literacy Histories 

Observation 

Interview 

Reflection

Table 3.3: Data generated w ith  each teacher

3 .9 .4 .  D a ta  A na lys is

Data were analysed on each of the four teachers. A case study was built up 

on each teacher through the analysis of literacy histories, classroom 

observations, interviews and reflections. Data analysis was iterative with 

data generation, and went through two phases. In the first phase, the 

AnnoTape software was used to perform an initial analysis of the data using 

thematic analysis (Braun & Clarke, 2006) in order to get an initial 'feel' for 

what had gone on in the observed classroom, what had been discussed in 

the interview and what had been written in both the literacy histories and in 

the reflections.

The second analysis phase took place after all the data had been generated. 

AnnoTape was used to apply Sipe's (2008) categories to the analysis of the 

classroom observations. Data from histories, reflections, and interviews
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were transcribed and analysed using Gilligan's 'Voice Method' (Kiegelmann, 

2009).

Data from the four classroom observations were listened to on at least 6 

occasions. The data  for each teacher  were analysed using the AnnoTape 

Software. Sipe's (2008) 'five conceptual categories '  were used as a priori 

analysis categories: readers,  managers  and encouragers,  clarifiers or 

probers, fellow wanderers  or speculators, and extenders  and refiners. The 

data from each of the observed read-aloud sessions were coded using Sipe's

(2008) categories while remaining open to the emergence of any other  

additional categories from the data (Appendix 6).

Data from the five interviews with each teacher  were listened to on at least 

five occasions before being transcribed by hand (Appendix 7). Gilligan's

(2009) 'Listening Guide' was then used to analyse the  data.  Gilligan's 

(2009) Voice Method protocols were applied to three further specific 

' listenings'  (Appendix 7).

The first listening gave a horizon of understanding by outlining the plot of 

each interview ... what  went on. A second listening gave a different horizon 

on the data ... how each teacher  represented  him/herself through the use of 

'I'. These were written up as 'I -Poems' (Appendix 8), which allowed for a 

second interpretation of the data to emerge.  Finally, a third listening to the 

data  allowed for the contrapuntal voices to be heard, including the voice of 

the researcher  and the particular bias th a t  he had brought to the 

interpretation of the  data.  On each occasion, the different layers were 

listened to and listened for, so that over the course of the  analyses a multi

layered and complex interpretation of the data  was made.

Literacy histories (memories from school, from home and current literacy 

practices) and five written reflections from each of the teachers  were typed 

and line numbered. The texts were listened to, following the sam e protocols 

for Gilligan's 'Voice Method' (Kiegelmann, 2009), as already outlined in 

3.6.2. Thematic analysis (Braun & Clarke, 2006) was then  used to generate  

themes.
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3.10. Validity, Reliability and Trustworthiness

The concepts of 'valid ity, reliability and generalisability' have come from 

positivist quantitative traditions and been applied to research in the 

qualitative and interpretivist traditions as a means of giving some kind of 

measures o f'va lu e ' and 'w o rth 'to  such research. Wolcott (1990) posits that 

they are not really tha t transferable from quantitative research into 

qualitative research and suggests that qualitative research has to find its 

own way of measuring value, worth and tru th . Ferguson and Ferguson 

(2000) suggest a more radical view of how qualitative research should be 

undertaken. They posit a three-dimensional model of gauging the quality of 

interpretivist research. Those dimensions are i) tru th , value and accuracy; 

ii) context and relations, and iii) utility  and relevance (Ferguson and 

Ferguson, 2000:183). These will each be addressed in turn:

i) Truth, value and accuracy

Building a relationship with the four teachers was a natural offshoot of 

undertaking the research. The telling of and listening to the ir personal 

stories required the valuing of and the building of trust and relationship. 

Those relationships were built on honesty and tru th . Generating data 

through a variety of means and using different sources of data ensured that 

the data were credible and real. Data were generated using recordings, 

observations, reflections and interviews. 'Participant-checks' were used to 

verify the truthfulness and accuracy of data generated with the teachers.

They were frequently invited to check tha t they were completely

comfortable with data being generated. The researcher also used two 

'critical friends' to give him trustworthy feedback both on how he was 

generating data and on the actual data that he generated with the teachers. 

His supervisor also acted as mentor, advisor and critical friend throughout 

the generation of the data.

ii) Context and relations

Ferguson & Ferguson (2000) posit that 'in a methodology where knowledge 

and meaning are constructed through social interaction and understanding, 

the relationships tha t occur between researcher and participants are 

critical', (Ferguson & Ferguson, 2000:183). Those relationships were at the
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heart of the research and the ethical undertakings tha t the researcher had 

promised; to care for and protect the integrity and well-being of the 

teachers underpinned the entire generation of data. Those relationships, 

both professional and social, have continued beyond the period of the 

research to this day. The researcher's commitment to working with, and in 

professionally supporting the ir schools, should they request it, remains in 

place.

iii) Utility and relevance

Ferguson & Ferguson (2000:183) talk about four different kinds o f'u se  and 

relevance': instrumental (how the research could be applied to other 

research), enlightenment (what the research has to add to the body of 

knowledge, symbolic (a new way of looking at something) and 

emancipatory (gives people power within a situation). This research came 

about from the researcher's own belief that instead of continually telling 

teachers what to do and how to do it, there was a need to actually spend 

time with teachers and learn from them about how they undertake the 

complex job of teaching children. With the politicisation of literacy teaching, 

in particular, the complexity of the teaching of one very small aspect of 

literacy is highlighted. Teachers' opinions and practices are examined by the 

teachers themselves and they are given time to reflect on and wonder 

about the ir own practice, and so build a better understanding of the very 

layered and complex nature of the ir engagement with literacy teaching. 

Room Is made for the teachers' voices to be heard. Any self-awareness 

emanating from this self-reflection comes from the Inside rather than being 

imposed from the outside in the form of reformed policy, imposed 

programme or computer package.

3 .1 1 . T rian g u la tio n  of Data

Case studies use multiple data generation methods and multiple data 

analysis techniques. This diversity of data generation and analysis provides 

opportunities to triangulate data In order to strengthen the research 

findings and conclusions. Patton (2002) states that:
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The logic of triangulation is based on the premise that no 
single method ever adequately solves the problem of rival 
explanations. Because each method reveals different aspects 
of empirical reality, multiple data collection and analysis 
provide more grist for the research mill. (Patton, 2002:556)

Data were gathered on literacy identity across four sites, using a variety of 

data generation tools. The researcher collected data from observations, 

from interviews, from written reflections and from his own field notes. 

Patton (2002) talks about four different kinds of triangulation 'which can 

contribute to verification and validation of qualitative analysis, methods 

triangulation, triangulation of sources, analyst triangulation and 

theory/perspective triangulation ' (Patton, 2002:556). Each of these was 

answered within the analysis of the data generated. Findings from each 

case study were crosschecked with the other case studies to search for 

themes and patterns, not only within individual data sources but also across 

the data sources.

3.12. Limitations of the Study

Both the research questions and the research methods were exploratory in 

nature. They sought to understand a particular phenomenon by providing 

an in-depth study of teachers' literacy identity and how reflecting on that 

identity affected the ir teaching. The teachers who were selected for the 

study were not intended to act as representatives of the entire teaching 

population nationally or internationally, nor were the findings ever intended 

as being generalisabie to tha t same population.

The fact that only four teachers were selected to form the main data 

generation source was also a lim itation of the study, but in order to ensure 

a rich data set it was necessary to generate a lot of data with a small 

number of participants. Furthermore, there was a lim itation in the study as 

to how these teachers were chosen to take part in the study ... but they 

were the only ones to agree to take part in the research, and to commit 

themselves to generating data over a prolonged period. There were 

lim itations on the amount of time the researcher could spend collecting
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da ta ,  as  well as  l imitations on how much t ime the  t e a c h e r s  could give to 

taking part  in the  research .

Observations  were  m ade  of teaching even ts  when th e  t e ac h e r  shared  the  

reading aloud of a story to a group of children.  There  were  limitations 

a ttaching to this a s  th e  re sea rcher ' s  p resence  in the  room affected both the  

reading aloud and th e  in teractions th a t  the  children had with the  t eacher .  

Practicality required th a t  the  research be done by ap p o in tm en t  and  

a g r e e m e n t  with t h e  school and the  t eacher ,  so the  observed  lessons might 

not accura te ly  r e p re se n t  th e  actuali ty of th e  t e ac h e r ' s  general  reading aloud 

to a group of children.

The t e ac h e rs  were  asked  to recall m em ories  of the i r  h om e  and school 

literacy histories which were  limited by th e  te ac h e r ' s  abilities to voice and 

then  to com pose  narra tives  detailing those  memories .  The re sea rch e r  bias 

when interviewing th e  t e ach e rs  was  a n o th e r  limitation of the  study.

The use  of case  s tudy research  did p re sen t  limitations. The case  studies  

g en e ra ted  a lot of complex data .  That complexity was  very difficult to 

r ep re sen t  in a simple  manner .  Much of the  da ta  did not lend th em se lv es  to 

being r ep re sen ted  in numerical  form. The da ta  were  they  answering a large 

n u m b e r  of research  questions  but deal t  with a smal ler n u m b e r  of ques t ions  

in a d e e p e r  way.

While the  s tudy did s e t  out to unders tand  t e a c h e r s '  literacy identities,  it was  

limited by th e  a m o u n t  of data  th a t  could be g e n e ra te d  with a small n u m b e r  

of participants.  It s e t  ou t to do what it could do,  no more ,  no less.

3.13. Summary

This ch ap te r  looked a t  the  research questions  being posed in th e  s tudy and 

the  philosophical underpinnings  t h a t  led to decisions on how those  

questions  were  to be answered .  Research m e th o d s  were  outlined in relation 

to the  philosophical basis of the  study. The con tex t  of the  da ta  genera tion  

for the  s tudy was given, along with a brief description of th e  four t e ac h e rs  

who took part . Finally, the  data  genera tion  m e th o d s  were  outlined as  well 

as  how the  da ta  g e n e ra te d  for the  s tudy were  analysed.
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The  ethical  gu ide l ines  t h a t  w e re  fol lowed a r e  de ta i led  a n d  t h e  piloting of  

d a t a  ana lys i s  w a s  p r e s e n t e d  in detai l  be fo re  t h e  ana ly s i s  of  t h e  full d a t a  s e t  

w a s  de ta i led .  T he  t e a c h e r s  who to o k  p a r t  in t h e  s tu d y  a r e  briefly in t roduced  

and  th e  ana lys i s  of  d a t a  using S ipe ' s  five c a t e g o r ie s  of  a du l t  ta lk  during 

r ead  aloud  in t h e  c l a ss room  a r e  d e v e lo p e d  a s  an  analy t ic  tool while 

Gilligan's ( 2 0 0 9 )  The  Listening Method is u sed  to  a n a l y s e  both  in te rv iew 

d a t a  and  ref lec t ion /l i te racy  h is tory  d a t a .  I s s u e s  of  val idity,  reliability a n d  

t r u s t w o r th i n e s s  a r e  a d d r e s s e d  before  t h e  l imi ta t ions of t h e  s tu d y  a r e  

a c k n o w le d g ed .

T he  four  c a s e  s tu d ie s  will be  p r e s e n t e d  following a s h o r t  in t roduc to ry  

c h a p te r .
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4. The Case Studies: An Introduction

The  following sh o r t  c h a p t e r  a c t s  a s  a p re lu d e  to  t h e  p r e s e n t a t i o n  of t h e  four  

c a s e  s tu d ie s  u n d e r t a k e n  in th is  s tu d y .  T h e  in form ation  p r e s e n t e d  h e re  

app l ies  to  e a c h  of  t h e  fou r  c a s e  s tu d ie s  and  is d e s ig n e d  to  cu t  dow n on th e  

repet i t ion  of  in fo rm ation  in eac h  of t h e  fou r  c a s e  s tud ie s .  In addit ion to  t h e  

u s e  of  p s e u d o  n a m e s  for  e a c h  of  t h e  t e a c h e r s ,  s imilar  pro toco ls  w e re  u sed  

in t h e  c a s e  of  t h e  chi ldren .

4.1. Presentation of Case Studies

T he  c a s e  s tu d ie s  a r e  p r e s e n t e d  using a n u m b e r  of  h e a d in g s :

• B ackground  a n d  ra t ionale

• How e a c h  t e a c h e r  r e p r e s e n t e d  h i s /h e r  l i te racy identi ty in prac t ice

• How e a c h  t e a c h e r  r e p r e s e n t e d  h i s /h e r  l i te racy identi ty in writing

• How e a c h  t e a c h e r  r e p r e s e n t e d  h i s /h e r  l i teracy identi ty in d i s co u r s e

• S y n th e s i s  of  t h e m e s :  How a u th o r in g  h i s /h e r  l i teracy t e ach in g

inform ed ,  r e fo rm e d  or  t r a n s f o r m e d  h i s / h e r  l i teracy identi ty.

• Conclusions .

4.2. Background

Four t e a c h e r s ,  Annika,  Annie,  Brian a n d  Freda  (all p s e u d o n y m s ) ,  a g r e e d  to  

t a k e  pa r t  in t h e  g e n e ra t io n  of d a t a  for  th is  r e s e a r c h .  All four  self- identi f ied 

a s  v e t e r a n  t e a c h e r s ,  e a c h  with a m in im u m  of t w e n t y  y e a r s '  t e a c h in g  

expe r i ence .  They  e a c h  w orked  in a s e n io r  m a n a g e m e n t  role within the i r  

schools .  All fou r  c o m p le te d  a P o s t -G ra d u a te  Diploma in Learning  S uppor t .

Annie and  Brian hold p o s t - g r a d u a t e  d e g r e e s  a t  M as te r ' s  Level while Freda  

a n d  Annika hold p o s t - g r a d u a t e  qual if ica t ions  a t  d ip loma level. T h re e  of  t h e  

t e a c h e r s  a r e  ac t ive m e m b e r s  of  the i r  local Educa tion  C e n t r e s  a n d  all four 

a r e  heavily involved in t h e  cu l tu ra l / spo r t ing  lives of  the i r  schools .  All work 

a s  a full t i m e  LST in t h e  a r e a  of l i teracy,  in th e i r  schools .  The  following four  

c h a p t e r s  will p r e s e n t  a c a s e  s tu d y  on e a c h  of  t h e  four  t e a c h e r s .
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4.3. Generating Data

Data were generated with each of the teachers over the course of one 

school year. Appropriate permissions were sought and given to the 

researcher to be present in the schools. He was signed in and out of each 

school on his visits. Each teacher was invited to write his/her literacy 

histories in the form of three pieces of writing: i) memories of literacy from 

home, ii) memories of literacy from school, and iii) the ir current literacy 

practices.

The researcher visited each teacher (usually on a Monday) on five different 

occasions during which both he and the teacher recorded the teacher 

reading aloud to a group of children. A full list of the books read is included 

in Appendix 10. Both the teacher and the researcher then listened back to 

the ir recording and reflected on what they heard, felt, thought, or what it 

was tha t raised questions for them. The teachers were invited then to write 

a reflection. The researcher visited the teacher later in the week and 

interviewed the teacher about his/her reflections using a semi-structured 

interview format.

Data from the school visits were transcribed initially using AnoTape® 

computer software, in order to chunk the data. Data were later fully 

transcribed, as were the reflections, interviews and literacy histories.

4.4. Data Analysis

Details of the data analysis are included in the Data Analysis chapter 

(Chapter 3). Data were analysed using a bricolage (Kincheloe, 2004) of 

approaches. Carol Gilligan's The Listening Guide (Kleigelman, 2009) with 

Sipe's (2008) categorisation of teacher talk during read alouds, Braun & 

Clarke's (2006) thematic analysis and Stake's (2006) multiple case study 

analysis are used to arrive at an understanding of the four teachers' literacy 

identities.
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4.5 . Abbreviations used in the presentation of data
A b brev ia tion M eaning
I Interviews
LH C Current literacy practice
LH H Literacy history from home
LH S Literacy history from school
R Reading Aloud (Classroom observation)
Rf Reflection
Rf ITE Reflection on initial teacher education
Rf T Reflection on current literacy teaching practice

Table 4.1; Abbreviations used in data presentation

Recordings:

Each teacher's pseudonym was used to denote the data associated with him 

or her. Data generated in the classroom recordings and observations are 

denoted by 'R'. The numerals, 1, 2, 3 and 4 were used to denote which 

particular recording was being quoted. The time sequence in minutes and 

seconds on the AnnoTape® software was used to precisely indicate the 

starting point for any quoted data. e.g. (Annie, R4, 21:31).

Interviews:

Data from the interviews are denoted using 'I '.  A similar system as used in 

the recordings, I I ,  12, 13, 14 was used to denote which interview was being 

quoted. The time marker from AnnoTape® software was used to indicate 

the starting point of the quotation, e.g. (Annika, 13, 14:34).

Histories and Reflections:

Data generated from Reflections are denoted by 'R f,' Numerals 1, 2, 3 & 4 

are used to denote each of the reflections. Rf ITE refers to data from initial 

teacher education, Rf T, denotes reflection on current literacy teaching 

practice. Data from the literacy histories are denoted by using 'LH'. Home 

literacy was denoted by 'LH H', school literacy by 'LH S 'and current literacy 

practice as 'LH C.' Each of the reflections and each of the histories were 

typed and line numbered. Quotations are presented using line number 

references, e.g. (Brian, Rf4, 28-34).
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5. Case Study 1: Annie

5.1. Rationale and Background

This case study is presented as a hermeneutic investigation of Annie's 

literacy identity. Some background information is given about the teacher 

and her particular working situation. A hermeneutic analysis is carried out 

on her reading aloud sessions (practice), both on her written histories and 

reflection (written work) and on her interviews (discourse), in order to gain 

an understanding of how Annie authored her literacy identity.

Annie taught in a large primary school in an economically privileged city 

suburb. The school had a reputation for nurturing all pupils to reach their 

full potentials, and had a progressive policy for the inclusion of children with 

special educational needs. I t  had a long-established relationship with 

several student teacher training programmes. I t  was known to welcome and 

to facilitate both undergraduates and post-graduate on-site research.

Annie had been teaching in the school for over twenty-five years and was a 

member of the senior management team. She described herself as 'a career 

teacher' (Annie, 12, 12:25) who entered the profession very much by 

choice. She was fully committed to on-going professional development. She 

was actively involved both in her teacher union and with the curriculum 

support service in her local Education Centre. This, she felt, allowed her to 

interact with other committed professionals and to learn from them.

Annie had her own dedicated teaching space that measured about four 

metres square. There were shelves all around the walls, which were packed 

with books and games for the children. There was a small table in the 

centre of the room that accommodated up to 5 children and the teacher. 

The room had a desktop computer, a printer and a small portable white 

board.

Annie worked as part of a five member 'Support Team' in the school. I t  was 

tigh tly regulated and overseen by a senior staff member. The five support 

teachers held a series of meetings at the start of each term and agreed 

caseloads, teaching targets and approaches for teaching each of the pupils. 

Weekly short meetings took place to keep track of pupil progress. Annie felt
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tha t this kind of 'tigh t regulation' made sure that teachers helped pupils 

meet their learning targets and helped teachers progress through planned 

interventions. The invitation to take part in the research was discussed and 

agreed by the Support Team.

Annie worked as a Literacy Support Teacher with third class. The group 

comprised four girls, Ewelina, Zoe, Lara, Elaine, and one boy, Marcus, (all 

pseudonyms). They were a quiet group with several of the children 

presenting as very shy. The children had come up on standardised tests of 

literacy as having significant reading difficulties and were withdrawn for 30 

minutes daily, for additional literacy teaching which was comprised of very 

focused work on phonics, basic sight vocabulary acquisition, fam iliar reading 

practice and new reading.

The work undertaken with pupils in Annie's room comprised very structured, 

planned interventions aimed at meeting the particular, assessed needs of 

each child. There were sets o f parallel 'reading schemes' that had been 

purchased by the school to support struggling readers. Annie said tha t her 

role as support teacher was defined not jus t in terms of her own 

expectations of her role but also in terms of curricular planning, of her 

colleagues' expectations and of those of the school culture.

Six themes were found in the analysis of this data set: 1) the competent 

teacher, 2) transformed relationships, 3) hero, 4) parent, 5) the good 

participant and 6) the story teller. As with the other teachers, the themes 

found in the data were not discrete but intersected with and bumped into 

one another.
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Practice W riting Discourse

1 The Competent 
Teacher

The Competent Teacher The Competent Teacher

2 Transformed Transformed Transformed
Relationships Relationship Relationships

3 Hero Hero

4 Parent Parent

5 The Good Participant The Good Participant

6 Story Reader

Table 5.1: Themes found in analysis of Annie's data

5.2. How Annie Represented her Literacy Identity  in her 

Practice

Competent Teacher

Transformea  ___ Story ReaderRelationships '

The Good Participant

Figure 5.1: Themes found in analysis of Annie's practice

5.2.1. The Competent Teacher

'The Learning Support Guidelines' (G overnm ent o f Ire land, 2000) 

underpinned the literacy support system in the school and had led to the
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establishment of an agreed code of practice, used by mennbers of the 

Support Team. The target-driven nature of the support offered in the school 

led to a more traditional view of literacy and literacy teaching being taken in 

the school, with a strong focus on agreed practices around literacy skills 

teaching and skills acquisition. Formal assessment tools were used twice 

yearly to measure skills development. These 'agreed practices' meant that 

Annie negotiated the kind of teacher of literacy she was with the other 

teachers in the Support Team as well as with her colleagues in the school.

Annie constructed a very particular 'com m unity of practice' (Wenger, 1998) 

and held a very clear position as 'teacher' when working with the group of 

children. She positioned them as 'pupils' by assigning seating, making the 

rules of engagement explicit, and shaped the literacy that was being made 

available to them. She chose the books she read aloud with great care. She 

sought recommendations from colleagues. She felt each of the books had to 

hold significance for her before she could read them to the children. 'I  would 

have to have something tha t I could stand over ... I didn't want anything too 

moralistic tha t didn't push it too much ... they had to have attractiveness, 

suitability and w orth,' (Annie, 14, 14:45). She saw this process of 

consultation and professional dialogue between staff members as a highly 

valuable and essential aspect of her participation in the research and also of 

her professional life in the school.

Annie scaffolded the children's learning across a range of literacy teaching 

activities. The stories were explored as a conduit both for learning specific 

aspects of the literacy curricula and for learning about literacy itself. 

Focused questions by the teacher ensured tha t the children were able to 

follow the narratives:

What is the yellow card? Let's have a little think! I wonder
are they warning drivers about the hole in the ground?
(Annie, R4, 11:23)

The children were invited to behave like readers and to read with the 

teacher. 'Cloze reading' was conducted when Annie stopped her reading 

aloud and invited the children to supply final words or phrases. The children 

joined in the reading of 'Harvey Slumfenburger's Christmas Present' 

(Burningham, 2004), repeating the refrain ' fa r far away' in the story as
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Annie ran her finger under  the  line of print while they  read.  In t h e se  ways,  

Annie was  showing herself  to be a connpetent t e a c h e r  of literacy.

Annie positioned the  book so t h a t  the  children had a clear view of both the  

image and  th e  text.  She  helped th e m  to successfully negotia te  th e  books in 

a very s t ruc tured  and supported  m anner .  She  used her  finger to guide the  

children's at tention to the  tex t  or image  but did not always stop the  reading 

to expla in /e labora te  on any  part  of t h e  story.  In many  ways  she  acted as  a 

tou r  guide to the  book (Sipe,  2008) o r ' d o c e n t '  (Serafini, 2 0 1 1 :2 8 ) ,  helping 

the  children find their  way around th e  story, but also modelled th e  kinds of 

literary behaviours  t h a t  she  wanted  of the  children to imitate.

Som e t im es  the re  is a little clue inside the  front cover (Annie,
R l ,  1:26)

Let us look at  so m e  of the  o the r  books mentioned here  
(pointing to the  publisher 's  list on the  back page  of the  
book). (Annie, R4, 21 :31)

Annie media ted  the  children's enco u n te r  with the  book in the  form of direct 

teaching. She  used a plastic toy model of an alligator to explain what 

'sca les '  were  ...

Do you know wha t  scales  a re?  Have a little rub of th e se  
here! They are  not very soft r ight now, a re  they?  (Annie, R3,
9 :26)

Annie led and shaped  a 'comm uni ty  of practice '  (Wenger ,  1998) in very 

definite ways.  Her manageria l  style changed  over  the  course  of th e  data  

generation.  Initially Annie had to enco u rag e  th e  children to partic ipate  in 

the  reading of the  story - 'could you say,  "excuse  me"  like Father 

Chris tmas?  Could you try it?' (Annie, R2, 6 :22) .  But tow ards  the  end of the  

re search she  tended  to have to limit the  children's  s p o n tan e o u s  

participation. Here Annie drew a long discussion by the  children to a close 

by signalling t h a t  it was  now time to end  the  discussion and  s ta r t  reading.

... can I s ta r t  the  story now? (Annie, R3, 3 :48)

Annie gave  various directions th a t  shaped  and controlled th e  kinds of 

literacy behaviours  she  advanced  as  'good practice '  with the  children.

Be saving up your ideas and we will hea r  th e m  a t  the  end  of 
the  story.  (Annie, R3, 9 :29)
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Annie m a n a g e d  e x c h a n g e s  dur ing  t h e  read ing  s e s s io n s  in a par t i cu la r  way  

an d  u s e d  p ra ise  very  effect ively.

W h a t  you a r e  say ing  now is v e ry  good.  (Annie,  R4, 4 : 3 7 )

T h a t  is a very  good  w ay  of th inking  a b o u t  it. (Annie,  R4,
1 3 :0 0 )

S h e  in t e ra c t e d  with t h e  children main ly  on  a o n e - t o - o n e  bas is .  Very few 

o p p o r tu n i t i e s  w e re  a ffo rded  t h e  ch ildren  to  re s p o n d  a s  a g roup .  Annie did 

g e t  t h e  children to  r e p e a t  a ' r e f ra in '  f rom th e  t e x t  of o n e  of  t h e  books ,  

'H a rv e y  S lu m f e n b u r g e r ' s  C h r i s tm a s  P r e s e n t '  (B u rn ingham ,  2 0 0 4 )  b u t  overall 

s h e  d i s c o u ra g e d  t h e  chi ldren f rom ta lk ing  a s  a g roup .  This limited th e  

possibi li ty of  t h e  chi ldren m ak ing  c o n n e c t io n s  b e t w e e n  w h a t  each  o n e  said.

Annie r e w a rd e d  good  l is tening b e h a v io u r s  w hen  a n y  o n e  of  t h e  children w as  

sp e a k in g .  S h e  w a s  very  a w a r e  of t h e  scaffolding s h e  n e e d e d  to  p u t  in place 

for  t h e  children to  success fu l ly  n e g o t i a t e  t h e  s tory .  By continually 

q u e s t ion ing  th e  children,  Annie w a s  ab le  to  a s s e s s  the i r  on going 

u n d e r s t a n d i n g  a n d  so  clarify a s p e c t s  of  t h e  s to ry  a s  it w a s  read .  But s h e  

w as  al so ab le  to pred ic t  t h e  p a r t s  of  t h e  s to ry  m o s t  likely to  p rove  difficult 

for  t h e  chi ldren a n d  p u t  s u p p o r t s  in p lace  before  difficulties a r o s e .  In this  

way  s h e  c o n s t ru c t e d  a par t i cu la r  in t e rp re ta t io n  of  t h e  na r ra t iv e  a n d  m a d e  it 

ava i lab le  to  t h e  chi ldren n o t  so  m u c h  by fusing h e r  own horizon of 

u n d e r s t a n d i n g  with t h o s e  of  t h e  chi ldren b u t  m o re  by mak ing  her  

u n d e r s t a n d i n g  of  t h e  t e x t  ava i lab le  to  t h e m  to  u n d e r s t a n d .  Annie go t  th e  

ch ildren to  clarify the i r  th inking  on  se v e ra l  occas ions  and  so  d isp layed  her  

c o m p e t e n c e  a s  a t e a c h e r  of  l i teracy.

S ay  e l - e - p a n t  (Annie)

E l -e -pan t  (ch ildren)

W h a t  h a p p e n e d  to  his n a m e ?  He pu t  t h e  n a m e  of t h e  c lo thes  
into it, d idn ' t  he?  (Annie,  R3, 8 : 2 3 )

In t h e  n ex t  e x t r a c t  f rom t h e  d a t a ,  Annie g a v e  t h e  ' fo rm u la '  for  how the  

word  play within t h e  book 's  n a r r a t iv e  w a s  co n s t ru c t e d .  The  book 's  a u t h o r  

c o m b in e d  t h e  n a m e  of an an im al  with t h e  n a m e  of a piece of  clothing to 

inve n t  a new  word.  Later  in t h e  read in g  se s s ion ,  Annie re fe r red  back  to this  

fo rm ula  to  build a n o t h e r  new word.
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So we have the  ch impanzee  and we have th e  j e a n s  so what 
is his new nam e?  (Annie, R3, 11:40)

While Annie offered an explanation for how an e lephan t  might fit into a pair 

of t rouse rs ,  ' it 's hard to imagine,  or m aybe  it was  very st re tchy, don ' t  you 

th ink? '  (Annie, R3, 8 :34 ) ,  she  opened  up a range  of possibilities for the  

children to consider in a n o th e r  part  of th e  s a m e  story reading session:

What  would a lookout do? (Annie)

They look out for people (Marcus)

And tell me, Zoe,  wha t  do you think? (Annie)

They look out for icebergs  (Zoe)

They might look out for icebergs  or they  might look out  for 
land or see  if they  were  coming close to the  shore ,  yes?
(Annie)

They might see  t r e a su r e s  or a big mass ive  wave  (Marcus)

I think they  are  looking for t r e a su re  (Ewelina)

Well, let us see! (Annie, R4, 12 :03)

Annie displayed her teaching craft in how she  suppor ted  the  children in their  

enco u n te r  with the  narrative in the  books.  Annie moved from the  s tance  of 

reading a story to the  children as a pedagogical  practice to one  where  she  

scaffolded the  children's  e n g a g e m e n t  and  re sponses  to the  story. In this 

way she  s t ruc tured  the  'communi ty  of practice '  (Wenger ,  1998) in particular 

ways where  literacy and books were m ade  visible as  desirable  entit ies and 

desirable  practices were  built up around them .  In this way, Annie displayed 

her  com petence  as  a t e ac h e r  and as a t e a c h e r  of literacy.

5.2.2. The Story Reader

Annie followed a definite pa t te rn  in how she  read the  books aloud. First 

the re  was  a discussion abou t  the  cover, which usually led to a conversat ion 

w here  Annie connected th e  th e m e  of the  story with th e  children's 

l ives /experiences .  Each book was s e g m e n te d  into ep isodes  with a 

d iscuss ion /com m ent  abou t  wha t  had happ en ed  and predictions abou t  what 

would happen next. Annie m ade  f requen t  reference  to the  images  in the
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books and m ade  sure  th a t  each child could s ee  both th e  tex t  and the  

pictures as  she  was  reading.

Annie was  very fanniliar with each story by the  t ime it was  read to the  

children. Her reading aloud was very delibera te  and  slow, with quite 

dramatic  changes  in voice and pacing, to signify changing  ep isodes  and  to 

identifying charac te rs ,  even ts ,  and sequences  within th e  story.  In this way 

Annie was  performing th e  story as  well as  scaffolding th e  children's 

enco u n te r  with the  narra tive  and the  images.  On one occasion Annie began 

to read a sen te n c e  and s topped  ... 'I forgot t h a t  I had to  do the  doctor ' s  

voice'  (Annie, R3, 18 :39) ,  and re -read the  sen te n c e  using a suitable tone  of 

voice, and so overtly showed  the  children how she  was  making the  narra tive 

available to them .

The role of ' r e ad e r '  was  a very powerful position to hold within th e  story 

reading session.  It was used as  a st rong scaffolding tool to help mould and 

shape  th e  narrative as  it unfolded. It allowed for ju s t  one in terpre ta tion of 

the  story to e m erg e ,  which would be in line with the  m ore  tradit ional view 

of literacy found in th e  l i terature (Chall, 1983; Ehri, 2002) .  This can be seen  

in the  da ta :  when th e  children did try to offer a l te rnat ives  to the  book's 

narra tive,  Annie gently brought  them  back to the  text.

Well now, would you ju s t  look a t  that!  (pointing to a picture 
in the  book as  a m e an s  of ending a discussion).  (Annie, R4,
03 :53 )

So, Annie's role o f ' r e a d e r '  allowed her  to model a particular re sponse  to the  

story and  th u s  advanced  and verbalised a particular kind of in te rpre ta tion of 

the  narra tive  where  th e  t e ac h e r  was in charge  of the  literacy exper iences  

th a t  th e  children were  exposed  to:

It 's  a s h a m e  you know, I hate  so m et im es  when you com e to 
th e  end of a good story. (Annie, R3, 21 :5 8 )

I love hearing a story tha t  I have  heard  before (Annie, R2,
5 :31)

Annie, as  r e ad e r  of story,  positioned the  children into adopt ing particular 

s t an c e s  within th e  stories.  She did this in o rder  to scaffold their  en coun te r  

with t h e  narra tives  and  facilitate a particular in te rpre ta tion of t h e  story 

being m ade .
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That m u s t  have  been  exhausting.  (Annie, R2, 2 :22)

It can also be seen  in how Annie in te rpre ted  th e  image on th e  cover  of the  

book and so showed the  children w ha t  to  see .  She  se t  th e  children to 

ant ic ipate  particular even ts  in a story and  indicated to th e m  how they  

should think abou t  and wha t  in te rpre ta tion they  should take  from a 

particular s eq u e n c e  in the  story,  or even  before  the  story reading began as 

in:

Is he going to tell us? (Annie, R2, 18 :08)

As reader ,  Annie's initial em phas is  cen tred  on th e  learning th a t  could be 

m a d e  available to the  children by reading aloud to them .  However,  this 

changed  over  th e  course  of the  da ta  genera t ion .  Annie then  read th e  story 

for th e  story 's  sake.

Annie paid close at tention to how the  nar ra t ives  were  being shaped  by the  

reading aloud and  how the  reading aloud was  in tu rn  being shaped  by the  

narra tives.  The children's  e n g a g e m e n t  with th e  books was  scaffolded by the  

questions  asked  not ju s t  abou t  the  seq u e n c e  of e v en ts  in the  story but also 

abou t  the  emotional s t a t e s  of the  charac te rs .  S o m e t im es  Annie modelled 

this with a subtle  em phas is  placed by he r  on her  own reactions  to the  

unfolding narrative.

I wonder  w ha t  it was?  (Annie, R2, 18 :08)

Oh janey! I don ' t  like the  sound of that!  (Annie, R3, 3 :11)

Annie provided th e  'emotional  soundtrack '  to th e  reading (Epstein,  2009 :2 ) ,  

scaffolding the  kinds of emotional re sp o n se s  t h a t  she  felt the  children might 

have  to a particular part  of the  story or to  th e  story  in general .  But Annie 

also invited the  children into a particular in te rpre ta tion of the  story th rough 

discussions  ab o u t  th e  underlying emot ions  in th e  story as  indicated in the  

following exchange :

I would not be terrified (Marcus)

Wouldn't you? (Annie)

Nah! Nah! (Marcus)

Oh! Well let 's see  wha t  is going to happen  next.  (Annie R2,
14:23)
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5.2 .3. Transformed Relationships

Over the course of the data generation, a subtle and nuanced change 

occurred in Annie's personal construct o f'teacher'. Much of the discussion in 

the initial reading sessions comprised teacher-led questions, with the 

children being invited by name to answer. Annie frequently asked the 

question and supplied the answer to model the question-answer relationship 

for the children.

How do you think he felt? He must have been absolutely 
exhausted. (Annie, R2, 15:52)

However, a more spontaneous response by the children to the story reading 

emerged in later reading aloud sessions.

I wonder what it was. Is he going to tell us (Annie, turning 
the page)?

I think he does, I think it is going to be an IPod (Marcus)

You think it is an IPod? (Annie)

I think it is going to be a 'brain bender' (Elaine)

What age do you think he is? (Annie)

I think he is about 10 (Lara)

I think he is a teenager and I th ink he got the IPod with 
speakers on it (Marcus). (Annie, R2, 17:44)

The exchanges between the teacher and the children could be interpreted 

as the teacher living the various roles as 'reader, manager, clarifier etc.' 

(Sipe, 2008). However, another interpretation could be made as the 

exchanges exemplify the building of a relationship between children and 

teacher. This allowed the teacher to be a part of the group while at the 

same time standing outside it to regulate the working of the group. I t  also 

showed that the roles occupied by Annie were not discrete, but were in fact 

more like borderland discourses (Anzaldua, 1999), or roles bumping into 

each other (Connolly & Clandinin, 1999) as she undertook several roles 

simultaneously.

OK! Let us see what comes next! (Annie, R3, 14:05)
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Let 's  s e e ,  we will listen now for a while and  we m a y  find out .
(Annie,  R4, 9 : 0 4 )

The  roles o f ' r e a d e r ' ,  'clarif ier '  and  ' fellow w a n d e r e r / s p e c u l a t o r '  (S ipe,  2 0 0 8 )  

can  be  infer red  f rom t h e s e  s t a t e m e n t s  w h e re ,  on t h e  o n e  h a n d ,  Annie w a s  

simply  read ing  t h e  t e x t ,  bu t  w as  also clarifying to  t h e  chi ldren t h a t  m a y b e  

t h e  c h a r a c t e r  felt afraid a n d  so  led t h e m  to  s p e c u la t e  a s  to  w h a t  e m o t io n  he 

m igh t  h a v e  b e e n  feel ing.

I would be  terr if ied if I w e re  S a n t a  Claus,  abso lu te ly  
te rr if ied.  (Annie,  R2, 14 :23) .

Annie s h a p e d  t h e  k inds of li teracy e x p e r i e n c e s  and  p rac t ices  s h e  felt  t h a t  

t h e  chi ldren should  im i ta te ,  such  a s  how th e y  should  re s p o n d  to  t h e  

na r ra t ive .  S h e  p r o m o t e d  a part icular  view of li teracy,  a s  in th is  i n s t a n c e  

w h e n  t h e  chi ldren a s k e d  h e r  a b o u t  w h a t  s h e  w a n te d  for C h r i s tm as .

I w a s  n o t  th inking  a b o u t  th ings  like t h a t  a t  all. S o m e  of t h e  
favour i te  th in g s  t h a t  I h ave  a re  books .  This w as  o n e  of  Mrs 
'F . ' s  favour i te  C h r i s tm a s  s torie s.  (Annie,  R2, 1 8 :0 8 )

The  read ing  aloud had  led natura l ly  to  a d iscuss ion  of  t h e  n a r ra t ive .  This 

al lowed t h e  chi ldren to  e n g a g e  in dia logue  with t h e  t e a c h e r  both  a b o u t  t h e  

n a r r a t iv e  and  a b o u t  th e i r  lives. In h e r  in t roduction  to  t h e  s e c o n d  book,  

'H a rvey  S lu m f e n b u r g e r ' s  Chr i s tm as  Gift' (B u rn in g h a m ,  2 0 0 4 ) ,  Annie told t h e  

g roup  of chi ldren how s h e  had  m e t  a pupil f rom th e  school  in t h e  city t h e  

p rev ious  S a tu r d a y ,  a n d  t h a t  th e  pupil w a s  on h e r  w ay  to  t h e  C h r i s tm a s  

P a n to m im e .  This w as  by w ay  of e s tab l ish ing  r a p p o r t  with t h e  pupils a n d  of 

m aking  a connec t ion  with t h e m  a b o u t  t h e  le ad -u p  to  C hr i s tm as .  S h e  also 

p rom ised  to  bring in a C h r i s tm as  o r n a m e n t  of  a S a n ta  on skis  to  sh o w  th e  

children a f t e r  t h e y  had  d i scussed  th e  im a g e  of a S a n t a  on a m otorb ike .  

Both of  t h e s e ,  th o u g h  n o t  divulging any  pe rsona l  in formation ,  did al low th e  

children to  s e e  Annie a s  hav ing  a life o u t s id e  of  school .  Annie u s e d  h e r  own 

pe rsona l  s to r ie s  a s  ' t e a c h in g  m o m e n t s '  t h r o u g h o u t  t h e  d a t a  g en e ra t io n .  

T h e s e  par t i cu la r  s to r ie s  or  'pedagog ica l  s to r i e s '  (Rex e t  al, 2 0 0 2 )  faci l i tated 

t h e  building of a p e r sona l  relat ionship with e a c h  of  t h e  chi ldren and  th e y  

with her.

In p repar ing  to  read  h e r  third book,  Annie ta lked  to  t h e  chi ldren a b o u t  

having s e n t  ' tw o  people  a t  h o m e '  (Annie,  R2, 1 2 :0 9 )  in s e a r c h  of the ir
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chi ldhood 'b e a n i e - b a b y  t o y s '  which had  b e e n  s to r e d  in t h e  at t ic .  S h e  th e n  

s h o w e d  th e  children a ca r r ie r  bag  h e r  s i s te r  had  b ro u g h t  h e r  a s  a p r e s e n t  

f rom a tr ip to  London a n d  aga in  t h e s e  ac t ions  can  be s e e n  m o re  in t e r m s  of  

Annie making  c o n n e c t io n s  with t h e  chi ldren a n d  building a pa r t i cu la r  kind of  

rela t ionship  with t h e m  by divulging specific a s p e c t s  of  h e r  pe rsona l  life. S he  

did th is  in an a n e c d o ta l  w ay  also :

K angaroos  a r e  o n e  of  m y  favour i te  an im a ls .  (Annie,  R3,
1 3 :0 3 ) .

In t h e s e  in s ta n ces ,  Annie s h a p e d  h e r  r e la t ionsh ips  with t h e  children,  

s o m e t i m e s  in t h e  form of t e a c h in g  m o m e n t s  and  o t h e r  t i m e s  by mak ing  a 

m o re  pe rsona l  connec t ion  with t h e  children.  S h e  ref lected  on t h e  c h a n g e  in 

h e r  rela t ionship  with t h e  chi ldren in h e r  cho ice of  book,  espec ial ly  in t h e  

final book,  ' I 'm  Special  I 'm Me' (Meek & Massini,  2 0 0 6 ) ,  w h e r e  s h e  

scaffolded  t h e  ch i ld ren ' s  in terac t ion  with t h e  t e x t  in o r d e r  for t h e m  to  

in ves t iga te  th e i r  own s e l f - c o n c e p t s  in a very  s u p p o r t iv e  m a n n e r .  I t  also 

al lowed he r  to  revea l  cer ta in  a s p e c t s  of  h e r  own life to  t h e  chi ldren a n d  in 

th is  w ay  build a re la t ionsh ip  with t h e m  a s  well a s  us ing t h e  reve la t ions  a s  

' p edagog ica l  m o m e n t s '  (Rex e t  al, 2 002 ) .

Annie ta lked  to  t h e  ch ildren  a b o u t  how ' s o m e o n e  in o u r  h o u s e '  (Annie,  R4, 

2 :3 5 )  had  s u g g e s t e d  t h a t  s h e  shou ld  t a k e  s o m e  m o re  s w im m ing  le ssons ,  a s  

s h e  w a s  not  en ti rely c o m p e t e n t  a t  sw im m ing .  S h e  a s k e d  t h e  ch i ld ren ' s  

opinion a b o u t  h e r  t ak ing  f u r th e r  le ssons .

Do you th ink  t h a t  I a m  too  old to  g e t  good  a t  it? No? T h en  I 
m igh t  give it a t ry.  (Annie,  R4, 3 :0 0 )

In t h e  p revious  r ead ing  s e s s io n  Annie told t h e  chi ldren how s o m e t i m e s  s h e  

h a s  p ro b lem s  s leep ing ,  a n d  t h a t  s o m e o n e  told h e r  s h e  should  c o u n t  s h e e p .  

Marcus  and  Lara a s s u r e d  h e r  t h a t  it d o e s  work  a n d  s h e  a g r e e s  to  t ry  it.

B eca u se  count ing  s h e e p  he lps  you to  go to  s l e e p  (Lara)

Does  t h a t  real ly w ork?  (Annie)

Yes (M arcus  a n d  Lara)

OK, I will t ry  it, b e c a u s e  s o m e t i m e s  I find it ha rd  to  s leep .
I'll t ry  th a t .  (Annie)

(Annie,  R3, 1 6 :3 2 )
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Annie talked to the children about how as a student teacher she had visited 

her aunt (also a Prinnary School teacher) and mentioned how she was 

concerned that she might become bored teaching the same age-group 

children. Her aunt assured her tha t no two groups of children were the 

same, tha t each child was unique and this had turned out to be true. She 

told how each child made her laugh in a particular way, that each child had 

a story to tell and how this made her life as a teacher so interesting and

varied (Annie, R4, 19:20). She used this as a conduit for connecting the

children with the book she had read, where the protagonist 'M ilo' was 

excluded from playing with other children because he is not part of 'the in

group'.

Tell me, you are all different from everybody, aren't you?
And I think that it is what makes the class fun, isn't it? You
know the funny things tha t you say to me, the interesting
things? Nobody else says the same thing. Can you image
how bored I would be if every year all the boys and girls in 
First Class said the same thing to me? Can you imagine how 
bored I would be? (Annie, R4, 19:20)

In this way she validated each child's contribution to the group and shaped 

this particular 'com munity of practice' (Wenger, 1998) as a very inclusive 

and supportive one.

5.2.4. The Good Participant

Following the firs t visit to the group, Annie fe lt tha t it m ight be better if the 

researcher arrived after the children had settled into the group. This allowed 

the children to invite the researcher into the their space, rather than

occupying it ahead of the ir arrival. Annie fe lt that in this way she could

establish the community of practice (Wenger, 1998) and re-establish her 

relationship with the children ahead of each session. So for subsequent 

sessions the researcher waited in the foyer of the school until two of the 

children came down and invited him to come up to the support room that 

was nearby.

This decision led to another change in the 'geography' of the reading aloud 

sessions. The children no longer sat in designated chairs as they normally 

did and sat instead on the floor so tha t the researcher could negotiate his
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way to the back of the small room on his arrival. Annie also sat on a lower 

seat so tha t the children were able to gather around her. This also changed 

how the children interacted with Annie, and though they were still required 

to put the ir hands up in order to ask a question or make a comment, there 

was a less formal feel to these exchanges.

Both of these changes showed Annie as being a very active participant in 

the generation of the data. She had a very definite idea about how she 

wanted this 'com m unity of practice' (Wenger, 1998) to operate and was 

proactive in how she set about doing that. She also established a clear line 

of authority within the room and assigned the researcher the role of visitor 

and observer.

5.3. How Annie Represented her Literacy Identity  in Writing

Annie presented three histories (home literacy, school literacy and current 

literacy practices) and four written reflections. These were presented in a 

very concise manner, with little elaboration and use of bullet points to 

signify content. She explained that she used this particular writing style as 

'reflections lend themselves more to be teased out in a chat form at than 

being answered in written response' (Anne, Rf2, 2-3).

Five themes were found in the data generated around Annie's writing: 1) 

the competent teacher, 2) transformed relationships, 3) hero, 4) the good 

participant, and 5) parent.
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Competent Teacher

Story Teller

Hero

Ttie Good Participant Parent

Figure 5.2: Themes found in analysis of Annie's w riting

5.3 .1 . The Com petent Teacher

Annie constructed herself in her literacy history as someone who had 

acquired literacy skills very easily at a young age and at a very high level of 

competence: 'We were encouraged to read as children ... this is something 

that I would still consider im portant' (Annie, R fl, 61). She was highly 

successful as both learner and user of literacy at primary and at second 

level school, gaining prowess at essay writing in particular. She had a broad 

understanding of literacy that included more than jus t the reading of books, 

but also included the reading of newspapers, poetry, letters, and magazines 

and listening to radio. She had a broad understanding of the influences that 

went into shaping and developing both her own literacy practice and her 

teaching of literacy. These influences included her on-going experience as a 

learner and user of literacy as well as the many professional dialogues that 

she had engaged with and that were an essential ingredient of her daily 

work life since leaving college. She reflected on how her practice of literacy 

teaching had been very much shaped by influences within the school she 

currently worked in and 'the emphasis on reading related skills [as] 

communicated by the principal' (Annie, Rf2, 47). So, in this way, she
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showed in her written reflections how her competency as a teacher of 

literacy was layered and connplex as a result of many different influences.

In reflecting on her teaching of literacy Annie traced the influence of two 

particular lecturers who had taught her while in her initial teacher training 

course. One had given her a love of children's literature and the other had 

given her an understanding of the need to teach reading skills and 

comprehension skills to all pupils.

I remember lecturer A showing us and reading to us the 
book 'Where The Wild Things Are'. We had a discussion on 
same - why children would like it, etc. This was useful in 
terms of prompting one to stop and consider what may draw 
children to a particular book. Lecturer B ... a significant 
learning point ... had much emphasis on skills related to 
comprehension ... group prediction exercises, cloze 
procedure, higher order thinking ... the importance of 
encouraging children to read independently. (Annie, R fl, 20- 
22)

Annie described her own practices as a teacher of reading as 'an amalgam' 

of influences or 'learning points' (Annie, Rf4, 45) and that this was currently 

constituted as a combination of new skills acquisition as well as honing 

existing skills and of her own 'life experience, both personal and 

professional' (Annie, Rf4, 48-51).

Annie used her reflections to think about who she was as a teacher of 

literacy. She recognised that this was a very complex construct and one 

that was still on going and would never be completed, 'One does not have 

complete freedom with regards to one's activities as a teacher ... it is a 

balancing act' (Annie, Rf4, 26-29). She strongly believed that her own 

evolving learning about literacy came from her dialogue with colleagues and 

she viewed her participation in the research as another opportunity to 

dialogue about her own learning. However, she reflected on how any one 

interview itself had lim itations in this regard:

I don't have strong feelings. I don't see my 
reading/interaction as merely a performance, there are 
nuances and interactions tha t are more subtle and that don't 
manifest themselves in a one-off audio recording. (Annie,
Rf4, 16-17)
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She did not see herself as a performer of literacy but nnore as a competent 

teacher of literacy and as someone who scaffolded the children's learning of 

literacy in a way that allowed them to use the ir literacy skills in order to 

fu rthe r the ir own learning. She felt tha t in many ways these literacy skills

took time to manifest themselves and to integrate into the children's

literacy skills set:

Teaching is somewhat of a long-term project, in ways -  we 
don't always get to see the fruits of our labours or the long
term effect of our work. (Annie, Rf4, 57 - 59)

5.3 .2. Transformed Relationships

Annie was very aware of her role within the Learning Support team as well 

as her role as part of the staff of the school. Over the course of the data 

generation Annie also became aware of how the stories she read aloud to 

the children allowed her to enter into a relationship with the children, a 

relationship tha t was qualitatively different to what she would normally 

have had with pupils in her support work. Annie wrote about how she had 

gained 'greater awareness of the potential of sharing story telling for 

rapport building' (Annie, Rf2, 61) with this particular 'com m unity of practice' 

(Wenger, 1998).

Annie wrote about how her participation in the research allowed her to have 

another set of conversations about her practice. 'I  see the potential for 

story reading in terms of my role as a Learning Support Teacher. Good for 

rapport building and for getting to know the children' (Annie, Rf4, 19-20).

These were the conversations that she had with the children about the 

books tha t gave her insight into the ir lives: 'one child in particular seems to 

open out considerably during the reading aloud -  it has shown me a 

d ifferent side of her personality' (Annie, Rf4, 81-82). But it also allowed 

Annie to have a different relationship with some of her colleagues with 

whom she discussed book choices and book contents, along with the 

children's progress in terms of their learning.
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5.3.3. The Hero

Early on in her reflections, Annie wrote about how two lecturers she had 

had in her pre-service college course were the most important people in her 

professional development as a student teacher. But she also recalled a 

young teacher who 'was really talented and hardworking' (Annie, R fl, 118- 

119) and who had taught Annie in firs t and second-class and centred much 

of her curricular work on reading stories and poetry aloud to the class. 

These then became the source of art activities and drama work in 

particular. Annie recalled taking part in the dramatization of some of the 

stories and how much she had loved all the creative work that tha t young 

teacher did with her pupils. She also recalled tha t this teacher had a 'clear 

and unrushed voice and made a clear effort to make the story sound 

interesting' (Annie, Rf3, 12).

These influences had contributed different views of literacy and teaching 

literacy, and rather than seeing them as opposites Annie assimilated these 

views and reflected on how their combined influence had given her a more 

balanced view of literacy teaching. Though she had other people in other 

parts of her literacy history tha t contributed to her development as a 

teacher and as a teacher of literacy, Annie felt that it was really the 

integration of all of these influences tha t had made her the teacher she was.

5.3.4. The Good Participant

Annie took time to consider the invitation to take part in the research and 

discussed her role in the research with the researcher, with her colleagues 

and also with her family. She took charge of the research relationship and 

constructed it in the way she thought it could best be realised. This was 

evidenced in how she asked the researcher to join the group after the 

children had settled in, as this 'invited the researcher into the teaching 

space' (Annie, Rf4, 13). This change was made so tha t the researcher could 

observe. In this way she fe lt tha t she was constructing as real a situation 

for the researcher as possible. At no time was the researcher invited to 

interact with the group outside of greetings and leave takings. Annie did.
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however, asks the children to explain the ir work on one occasion and so 

used the researcher as an audience for the children.

Annie reflected on her relationship with the researcher and talked about 

how she had felt

... quite comfortable with regard to your presence. I think 
tha t the initial adjustment I made ... made for a more 
natural flow to the whole activity. (Annie, Rf4, 34)

While reflecting on all tha t took place over the course of the data 

generation, Annie fe lt tha t she had committed herself fu lly to the research 

but concluded:

I suppose the writing of the reflection was somewhat tim e- 
consuming (as she feels quite guilty tapping away at the 
computer at this moment) -  stealing the last minute before I 
collect offspring from a school trip  and knowing tha t a dinner 
has yet to be made. (Annie, Rf4, 35-37)

Here Annie is letting the researcher know tha t even though writing her 

reflections had intruded on her home life, she had committed herself to 

being 'the good participant'.

5 .3 .5 .  The Parent

Annie reflected on how her role as a parent had shaped her own beliefs 

about the kinds of early literacy experiences tha t children should have. She 

saw the provision of books for the child as essential and documented her 

own experience in this regard.

As a parent I never hesitate to spend money on books.
When my son was in Senior Infants I regularly spent £40 a 
week on books for him -  I don't regret it a bit. (Annie LH H,
40-43)

But Annie also reflected on how as a parent herself she had an 

understanding of other parents' perspectives on their children's learning 

difficulties. She documented how an encounter with a particular parent had 

validated her as a support teacher.

I t  was good to have a parent of a child I taught a long time 
ago approach me in a supermarket recently and tell me that 
her child, now an adult, really fe lt tha t she was not invisible
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in my class -  this reflected a goal of mine -  to reach out to 
all the children. (Annie, Rf4, 51-54)

In this way, Annie was using her experience as a parent to gain a different 

horizon of understanding (Gadamer, 1993) on her role as literacy support 

teacher and to validate her practice.

5.4. How Annie Represented her Literacy Identity  in Discourse

Annie engaged fully in the research process by examining and reflecting on 

her own practice and beliefs around literacy. Four themes emerged from 

the analysis of the interview data, as seen below: 1) transformed 

relationships, 2) the competent literacy teacher, 3) the parent and 4) the 

hero. These are presented below.

Competent Literacy 
Teacher

Transformed _
Relationships

Hero

Figure 5.3: Themes found in analysis of Annie's discourse

5.4.1. Transformed Relationships

This section will focus on how Annie's reflected on her relationship with the 

researcher and on her relationship with the children and on how these 

developed over the course of the data generation.

Annie situated her reflections within a pedagogical dialogue with the 

researcher. She positioned herself very much as the interviewee, and the
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r e s e a rc h e r  as  the  interviewer. She saw the  q u es t io n -an d -an sw er  format  as  

the  one  bes t  suited for a dialogue th a t  she  viewed as  ' th e  opportuni ty to 

e n g a g e  in professional conversa tions  where  you a re  not ju d g e d '  (Annie, 12, 

0 :04 ) .

Annie began  each interview by detailing how she  had felt when listening 

back to  hersel f  reading the  story to the  children. Frequently sh e  did this by 

posing a ser ies  of questions  to hersel f  - 'Now, why do I find tha t  

in te res t ing? '  (Annie, 12, 0 :08)  - and used  th e  ques t ions  as  an impetus  to 

s t ruc tu re  answ ers  and th us  g e n e ra te  the  da ta .

Over th e  course  of th e  data  generation ,  Annie relied less on th e  question-  

a n d -a n sw e r  format  as  she  reflected on her practice. She  began  to use a less 

formal style of conversa tion and rem arked  abou t  th e  resea rch  relationship 

as  being involved in 'building up a new relationship under  new 

c i rcum stances '  (Annie, 13, 8 :55 ) .  This 'new  relationship'  c am e  ab o u t  for the  

reflections t h a t  Annie carried out on her practice and the  dialogue tha t  

e n su e d  with the  resea rcher ,  a relationship which Annie described as:  'I t ru s t  

you a s  a re sea rche r  ... you a re  not inspecting or rating [m e] '  (Annie, 13, 

1 1 :0 0 ).

Annie's  relationship with the  children also underw en t  subtle changes  over  

the  course  of th e  da ta  generation.  Annie did not include reading aloud as  

part  of he r  learning suppor t  work. 'As it s tands  in Learning Suppor t ,  I do not 

read m any  stor ies as th a t  is the  a r ra n g e m e n t  t h a t  I have  with the  [class] 

t e ache rs .  It is pure literacy th a t  we do here.  When I had infants or any 

class,  I would have read more  stories '  (Annie, 12, 4 :23) .

Annie explored this idea of 'pure  literacy'  and talked abou t  how the  sett ing 

of specific t a rg e t s  in literacy learning for each of the  children was  something 

th a t  was  ag reed  be tween  herself,  the  learning suppor t  t e am ,  and the  class 

t e ac h e r s  (Annie, 12, 8 :47 ) .  The use  of reading aloud devia ted  from th e se  

ag reed  plans and Annie spoke abou t  how it took  'a lot of courage  to take  

your  foot off the  pedal and allow th em  [the children] to relax and not worry'  

(Annie, 12, 7 :41) .

Annie spoke  abou t  how she  gained 'ex traord inary  insights '  (Annie, 14, 0.36) 

into th e  lives of the  children as  part  of her in teractions with th e m  over the
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c o u rs e  of t h e  d a t a  g en e ra t io n .  S h e  c o m m e n t e d  t h a t  ' a p a r t  from t h e  intrinsic 

benef i ts  of read ing  to  t h e  chi ldren ,  it a l lows [her]  to  s e e  ... t h e  whole  child 

and  not  j u s t  t h e  child a s  th e y  p r e s e n t  t h e m s e l v e s '  (Annie,  14, 1 .41).  S he  

felt t h a t  th is  w a s  s o m e t h in g  t h a t  m igh t  no t  h a v e  h a p p e n e d  w i thou t  t h e  

read ing  aloud of t h e  s to ry .  Annie felt  t h a t  s h e  would h a v e  s imply b e e n  

focused  on faci li tat ing t h e  children reach ing  the i r  a g r e e d  learn ing t a rg e t s .  

This w as  not  t h e  c a s e  in t h e  s to ry  read ing  s e s s io n ,  h o w ev e r ,  a s  t h e  children 

in te rac ted  with t h e  c h a r a c t e r s  a n d  t h e  e v e n t s  unfolding in t h e  s to ry ,  and  

also in te rac ted  with Annie and  with e a c h  o the r .

Annie r ec o u n te d  how s h e  had  b r o u g h t  a co loured  g la ss  p a p e r  w e igh t  from 

h o m e  (Annie,  13, 1 3 :3 1 )  a n d  t h a t  e a c h  of  t h e  chi ldren w ho  had  c o m e  into 

t h e  room had  s e e n  it and  w a n te d  to  hold it and  ta lk  a b o u t  it! This had  

int r igued Annie a n d  s h e  w o n d e re d  why children w ho  c a m e  from very  

privi leged h o m e s  would be  so  in t e r e s t e d  in w h a t  s h e  cal led a 'baub le ' .

I 'm a very  p r iva te  p e r son  ... would no t  d iscuss  my persona l  
de ta i ls  with t h e  chi ldren ... sha r ing  a bit of  m yse l f  with th e  
children ... br inging in t h o s e  little toys  f rom h o m e ,  th e y  j u s t  
feel ... t h e y  build up  a r appor t .  (Annie,  13, 1 4 :4 2 )

S h e  felt t h a t  s h e  would n o t  h a v e  ordinari ly had  pe rsona l  c o n v e r s a t io n s  with 

individual children  in t h e  g roup  in h e r  role a s  s u p p o r t  t e a c h e r .  T h e s e  

co n v e r s a t io n s  al lowed Annie to  go behind  t h e  t e s t  s c o re s  a n d  learn ing 

profiles to  find t h e  ' r ea l  child' . The  in te rac t ions  with t h e  s to ry  and  with th e  

t e a c h e r  al lowed e a c h  of t h e  children to  feel m o re  conf iden t  a b o u t  hav ing an 

opinion and  so d e v e lo p e d  the i r  s e l f - e s t e e m .

S h e  in s tanced  how Elaine had  c o m m e n t e d  on t h e  doub le  / o o /  s o u n d  in t h e  

word ' look' .  This  e v e n t  m a rk e d  a signif icant  learning m o m e n t  in Elaine's  

school  life. Up until th is  point ,  Elaine had  no t  v o lu n te e r e d  a n y  in formation  

on any  topic in h e r  t h r e e  y e a r s  in t h e  school.  S h e  w as  painfully shy  and  

quiet .  Being a s k e d  a q ues t ion ,  e v e n  in t h e  small  g roup ,  usual ly  p u t  h e r  

u n d e r  g r e a t  s t r e s s  a n d  r e d u c e d  h e r  to  t e a r s .  T h e re  w e re  g r e a t  c o n c e rn s  

a b o u t  h e r  both  in school  a n d  a t  h o m e .

However ,  in this  in s t a n c e ,  Elaine had  v o lu n t e e r e d  in formation  unsolici ted.  

Annie had  pra ised  Elaine for  d e m o n s t r a t i n g  he r  learning  and  t h a n k e d  h e r  for  

he r  cont r ibu tion.  Annie c o m m e n t e d  how this  par t i cu la r  e v e n t  ' h a s  b een
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going a r o u n d  in nny h ead  all w e e k  and  I j u s t  love t h a t ! '  (Annie,  14, 4 .2 8 ) .  

S h e  felt  t h a t  t h e  read ing a loud s e s s i o n s  had  al lowed  a c h a n g e  in h e r  

re la t ionsh ip  with t h e  chi ldren to  deve lop ,  a n d  t h a t  Elaine had  felt f ree  to 

m a k e  h e r  c o m m e n t .  Annie ref lec ted  t h a t  ... ' t h e  child n e e d s  to  s e e  t h e  child 

a s  a r e a d e r  ... th is  is for  life' (Annie,  14, 1 9 : 0 4 ) ,  a n d  how easi ly  t h e  child 

w ho  s t ru g g le d  with l i teracy can  fall beh ind  in so  m a n y  a s p e c t s  of  learn ing ... 

' if y o u ' r e  b a c k w a rd s  a b o u t  being  fo rw ard ,  you  g e t  left beh ind '  (Annie,  14, 

2 4 :5 1 ) .

5.4.2. The Competent Teacher

Annie 's  c o m p e t e n c e  as  a t e a c h e r  can  real ly be  s e e n  in t h e  level of  reflect ive 

prac t ice  t h a t  s h e  e n g a g e d  in t h r o u g h o u t  t h e  d a t a  g e n e ra t io n .  S he  

c o n s tan t ly  e x a m in e d  h e r  t e a c h in g  a s  well a s  h e r  own t h o u g h t  p ro c e s s e s  

a ro u n d  t h o s e  p rac t ices  and  w as  o p e n  to w h a t e v e r  t h o s e  reflect ions b ro u g h t  

into focus.

Annie felt t h a t  h e r  p re - se rv ice  college  c o u r s e s  had  p r e p a r e d  h e r  for h e r  role 

a s  a t e a c h e r  of  l i teracy and  had  g iven  h e r  a 'b lu e -p r in t  for  l i teracy 

e d u c a t io n '  (Annie,  12, 1 5 :4 5 )  and  t h a t  ' by  d in t  of  my own p re - s e rv ic e  and  

pa r t  is personali ty ,  in t e re s t  and  y o u r  own p u s h '  (Annie,  14, 5 .5 0 )  s h e  

d e v e lo p e d  of h e r  own ideas /be l ie f s  a b o u t  l i te racy in t e r m s  of  'hav ing  clarity 

a b o u t  w h a t  you w a n t  to  t e a c h '  (Annie,  13: 3 : 0 0 )  a n d  o f ' e x p o s i n g  m yse l f  to 

a new  line of  th inking . . being o p e n  to  n ew  id e a s '  (Annie,  1 3 :3 :4 4 ) ,  a n d  of 

'giving s o m e th in g  a go '  (Annie,  13: 4 : 2 0 ) .

Annie felt t h a t  h e r  l i teracy identi ty could be  b e s t  c h a r a c t e r i s e d  a s  'a  j ig sa w '  

or  a s  ' t h r e a d s  in a fabric'  (Annie,  13, 2 : 0 0 ) ,  which o r ig ina ted  in h e r  initial 

t e a c h e r  t ra in ing  and  con t inued  th r o u g h  p ro fess iona l  d e v e l o p m e n t  c o u r s e s  

s h e  had  d one ,  in t e a c h e r  d ia logues  s h e  had  e n g a g e d  with a n d  in ' o t h e r  

pro fess ional  learn ing '  t h a t  evolved  from h e r  working in d if fe ren t  school  

se t t ings .

W hen  reflect ing on s o m e  of t h e  ' t h r e a d s  of  t h e  fabric '  (Annie,  13: 2 .0 )  of  he r  

l i teracy te a c h in g ,  Annie s aw  th e  influence of  v a r ious  c o l leag u e s  in t e r m s  of 

profess ional  r e s p e c t  for a co l league  a n d  n o t  a s  a m a jo r  s ingle influence.  

Certain  col lege t e a c h e r s  had  also g iven h e r  a 'gif t '  t h a t  s h e  w a s  la te r  to
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deve lop  into a r a n g e  of  skills for  t h e  te ach in g  of l i teracy ... ' you  h a v e  to  u s e  

it ... g e t  yo u r  h a n d s  dirty ... you h a v e  to  work a t  it ... like t h e  gifts of t h e  

Holy Spir it '  (Annie,  13, 1 :0 0 )  S h e  ref lected  t h a t  for her ,  th is  'gif t '  w as  abou t .

... My own com nni tm en t  to  nny work -  I e n g a g e  with o th e r  
p ro fess iona ls  a b o u t  m y  work ,  and  I h a v e  a t t e n d e d  s o m e  
c o u r s e s ,  s o m e  good ,  s o m e  n o t  so good  ... I know t h a t  you 
can  s tu m b l e  on th in g s  t h a t  tu rn  o u t  to  be fa r  m o r e  im p o r ta n t  
t h a t  w h a t  you had  p la n n e d  and  so  you m igh t  m o v e  s id ew ay s  
bu t  it is s e t t ing  w h a t  to  do in t h e  first place.  So,  p lanning my 
work  is a h u g e  influence  w i thou t  being too  rigid within t h a t  
plan,  so  being o pen  to  new  thinking and  being able  to  think 
a b o u t  it. (Annie,  13, 2 : 2 8 )

By fusing all t h e  in f luences  t h a t  c a m e  to  b e a r  on h e r  l i teracy educa t ion  into 

a pe rsona l  p e d a g o g y  Annie felt  t h a t  a t  t h e  e n d  of  t h e  d a y  it w a s  ' u p  to  th e  

t e a c h e r  him or  he rse l f  to  own a philosophy of  t e a c h in g  l i teracy,  to  find t h e  

c o u r a g e  to  bring it into t h e  c l a s s ro o m  and  to  g e n e r a t e  w a y s  of  enac t ing  it, 

c rea t ing  s o m e w h e r e  w a r m ,  cosy  and  s a fe '  (Annie,  12, 2 5 :3 0 ) .

Annie w a s  c o n s tan t ly  ques t ion ing  h e r  own prac t ice ,  espec ial ly  in relat ion to  

t h e  books  s h e  s h a r e d  with t h e  children.  S h e  ref lected  on how e a c h  book 

m a t t e r e d  and  t h a t  t h e  va lue  s y s t e m  s h e  u sed  to  m a k e  h e r  book  selec t ion 

w as  intrinsic to  h e r  be ing a c o m p e t e n t  t e a c h e r .

Sinceri ty is ve ry  im p o r t a n t  to  m e  in life a n d  I would look for
t h a t  s a m e  s inceri ty  in a book ... s o m e t h in g  real in its own
c o n te x t ,  fairly well w r i t t en ,  if t h e r e  is a bit of  a kick to  it, 
s o m e t h in g  to  s t im u la te .  I like to  be ab le  to  c o n n e c t  with
s o m e t h in g  ... it 's a b o u t  real life. (Annie,  14, 1 6 :0 0 )

S h e  ta lked  a b o u t  t h e  im p o r ta n c e  of  books  t h e m s e l v e s  a s  a r t e f a c t s  of 

l i teracy and  how s h e  would ' h a t e  to  h a v e  children scribbling'  on t h e m  

(Annie,  14, 1 1 .5 1 )  ... ' you  d o n ' t  like food being w a s t e d ,  no r  bo o k s '  (Annie,  

14, 13 .27 ) .  Her cho ice of read ing  mate r ia l  w as  f r a m e d  by pe rsona l  and  

profess ional  cr iteria a n d  va lues .  In in t roducing a child to  a book,  t h e  child 

w a s  o p e n  to  e n t e r in g  into a rela t ionship  with t h e  n a r ra t iv e  so  it w as  

im p o r t a n t  t h a t  Annie felt t h a t  t h e  book  be w or thy  of t h a t  re la t ionship .

I would h a v e  to  h a v e  s o m e t h in g  t h a t  I could s t a n d  o v e r  ... I 
d idn ' t  w a n t  a n y th in g  too  moral is t ic  t h a t  d idn ' t  push  it too  
m u c h . '  (Annie,  14, 1 4 .45 )
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Annie c o m m en ted  on how im por tant it was  to have  'a  print-rich 

env i ronm ent '  for the  children and of 'using stories  th a t  the  children have  

ownership  of.'  (Annie, 14, 9 :00) .  However, Annie also felt t h a t  she  should 

not limit the  books to ju s t  reading th e m  aloud and showed her  com petence  

as  a t e a c h e r  in how she  used the  books  for a variety of o the r  pedagogical  

purposes.

They can be an impetus  for writing, working on the  Dolch 
basic sight vocabulary  list, working on key word lists, colours 
and  the  genera tion  of a personal dictionary and in gaining a 
' th reshold  level of literacy. '  (Annie, 14, 9 .58)

5.4.3. The Parent

As a mother ,  Annie reflected th a t  she  might have  been  more  au fa it with 

children's  l i terature when her  own children were  young, but had remained  

informed ab o u t  it mainly through dialogue with col leagues  who ta u g h t  the  

younger  age  group in the  school.

Annie voiced her concern abou t  th e  commercialisa tion of childhood by 

media and  by international corporations .  She  reflected on th e se  concerns  in 

relation to her  own identity as  'm o the r ' .  She  felt quite uneasy  abou t  what 

she  called the  'Disneyfication'  of childhood and the  construct ion of children 

as  consum ers .  She  felt t h a t  a 'certa in w h o le so m en ess '  (Annie, I 2 :0 0 :1 6 )  

was  lacking in many of th e  new in terpre ta tions  of children's  stories,  books 

and especially in film. She  reflected:

In a lot of Disney type  films th e re  is an effort ... to connec t 
with the  adult  in a sexual innuendo way ... I can relate to 
my exper ience  a s  a m o th e r  and I can feel confident th a t  
a pa r t  from the  whole fun of the  story,  it is real for m e  and 
th a t  is wha t  I find wonderful.  (Annie, 12, 02 :08 )

Annie talked abou t  w ha t  she  called a ' g ro u n d e d -n es s  in reality'  (Annie, 14, 

34 :56)  and  her role as  mother .  It was  also clearly visible in he r  reaction to 

having to talk to a pa ren t  abou t  a psychological a s s e s s m e n t  th a t  had been 

done on a child. The p a ren t  had not been able to in te rpre t  th e  repor t  and 

had brought it to Annie for clarification. As a m o the r  she  had felt the  

hear tb reak  of this p a ren t  in being told t h a t  their  child had a significant 

learning difficulty.
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I am emotionally down. I'm  a mother myself and find it ... 
it's not ... a child does not fit on a page, on a graph or a 
score! (Annie, 14, 36.16)

Annie explored these aspects of her private self in her discourse in order to 

learn more about her professional self. Annie considered the importance of 

exposing children to 'good' stories and 'good' literature, but in order to 

really understand what 'good' is she needed to include her horizon of 

understanding as a parent to fu lly define it.

5.4.4. The Hero

Annie spoke about one particular teacher, 'Mrs D.,' who had taught her in 

primary school. This young teacher had opened up the world of drama and 

art to the young Annie and had given Annie a broad experience of literacy, 

not just the reading of books, but of other things such as dramatising 

poetry. Annie says tha t such practices 'mean something to [h e r]' (Annie, 12, 

16:00), and how it had 'drawn [her] into the whole realm of story and 

imagination' (Annie, 12, 16:53). Annie still recalled the dramatisation of a 

story about a flower opening up to the sunshine and how she had 'really 

lived tha t' experience (Annie, 12, 17:00).

However, the strongest influences to emerge from the data analysis came 

from Annie's own reflections. Annie acknowledged the influence of teachers 

such as 'Mrs D.' who as a professional practitioner had made a very creative 

experience of literacy available to the young Annie and of the college 

teachers who had made the ir knowledge available to her and saw these and 

other teachers she had encountered as having shared their gifts with her! 

The use of the metaphor of 'g ifts  of the Holy Spirit' (Annie, 13, 1:00) lends a 

mystical edge to this but Annie concludes that it was up to herself to take 

charge of these gifts and to do what she did with them ... to get her hands 

dirty and use them so that, in the end, she was her own hero! So while 

acknowledging all these im portant influences, it was in her own active act of 

integration through her reflections tha t Annie emerges as her own hero in 

this discourse as she says, 'I  like to know what I am doing' (Annie, 12, 

18:23).
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5.5. How did authoring tier Literacy Identity  Inform  /  

Transform /  Reform, Annie's Literacy Identity?

Annie did not see her literacy identity as a fixed entity but rather as 

something tha t was in a constant state of evolution. She saw herself as a 

very competent teacher of literacy but with a lot of learning still to do. She 

reintroduced reading aloud as part of her learning support work, and 

reflected on the experience. She opened herself up fully to the research 

process and to learning about herself. She said:

So I feel I can tell you this, warts and all, rather than trying 
to paint a picture. I am baring myself here and I am trusting 
you that you are managing it. (Annie, 14, 10:52)

Stofy Teller

Wnting
Panrt

Competent Teactwr 
Transforiried Relationships 

The GooO Pamopam

InterviewPractice

Figure 5.4: Themes in Annie's practice, w riting  and discourse

Data were generated and analysed from three sources: Annie's practice, her 

written histories and reflections, and her interviews. These offered different 

horizons of understanding on Annie's literacy identity through the six 

themes to emerge from the analysis. Three themes, 1) competent teacher, 

2) transformed relationships, and 3) 'the good participant', were common 

across the three data sets as seen in the chart above. Two more themes, 4)
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hero, and 5) parent, were common to two sets of the data while 6) the 

storyteller occurred in only one data set.

5.5.1. Synthesis of Themes

Transformed
Relationships

Hero
The Reiational Teacher

Parent

Connpeteni
Teacher

Competent Learning 
Support Teacher Teh Story Teller4 k

Annie's Literacy 
Identity

Figure 5.5: Synthesis of them es found in Annie's data

The themes of 'competent teacher,' 'story te lle r' and 'good participant' can 

be synthesised under the heading of 'The Competent Learning Support 

Teacher'.

5.5.2. The Competent Learning Support Teacher

Annie constructed herself as a highly competent teacher and support 

teacher. Her knowledge about teaching literacy was expansive and she 

altered her agreed practice within the learning support team to 

accommodate reading aloud to a group of children. She displayed her craft 

of teaching in how she supported the children's literacy learning.
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Annie had  a w e l l - t h o u g h t -o u t  pe r so n a l  ph i losophy  a b o u t  t e a c h in g  l i teracy 

a n d  had  t h e  c o u r a g e  and  convict ion to  p u t  it into act ion.  S h e  c o n s tan t ly  

re f lec ted  on and  q u e s t i o n e d  bo th  h e r  pedagog ica l  p rac t ice  a n d  its 

under ly ing  philosophy.  S h e  c h o s e  books  in consu l t a t ion  with h e r  co l league s  

a n d  b ro u g h t  t h e  notion of  ba lance  to  b e a r  on  w h a t  s h e  s a w  a s  t h e  benef i ts  

o f  ' p u r e  l i teracy'  t e a c h in g  (Annie,  12, 4 : 2 3 )  while s h e  al so e m b r a c e d  

c o n c e p t s  a ro u n d  develop ing  ch i ld ren ' s  e m o t iona l  a n d  a e s th e t i c  r e s p o n s e s  to 

s to ry .

Annie ' s  m e m b e r s h ip  of  t h e  s ta f f  a n d  of  t h e  S u p p o r t  T e a m  in h e r  school  led 

to  h e r  cons t ruc t ing  a par t i cu la r  l i teracy identi ty  for  h e r s e l f  th r o u g h  h e r  

in te rac t ion  with t h e s e  co l leagues .  I t  al so b ro u g h t  h e r  into d ia logue  with t h e  

schoo l ' s  policies on l i teracy t e a c h in g ,  which in tu rn  s h a p e d  t h e  kinds of 

p rac t ices  t h a t  s h e  e n g a g e d  in. T h e s e  p rac t ices  in t u rn  led to  h e r  

c o ns t ruc t ing  herse l f  a s  a par t i cu la r  t y p e  of  learning s u p p o r t  t e a c h e r  w ho  s e t  

o u t  to  help t h e  children a t ta in  skills a n d  r eac h  s e t  learning t a r g e t s .  In 

u n d e r t a k in g  th e  r e s e a r c h ,  Annie c h a n g e d  h e r  p rac t ices  f rom t h e  m o re  

trad i t ional  ' p u r e  l i te racy'  a p p r o a c h  (Annie,  12, 4 : 2 3 )  to  a m o re  holistic 

a p p r o a c h  while all t h e  t im e  reflect ing on w ho  s h e  w a s  a s  a t e a c h e r  of  

l i teracy a n d  how t h e s e  c h a n g e s  g a v e  fu r th e r  layers  of  u n d e r s t a n d i n g  to  both  

h e r  role a s  li teracy s u p p o r t  t e a c h e r  a n d  h e r  bel iefs  a b o u t  l i te racy te ach in g .

Annie s aw  th is  p ro c e s s  of prac t ice  a n d  reflect ion a s  s i tua t ing  h e r  in a 

c o n s t a n t  s t a t e  of becom ing  r a t h e r  t h a n  defining a defin i te  role for her .  S he  

s a w  it a s  a com plex  layering,  which s t r e t c h e d  back  th r o u g h  h e r  own 

learning h is tory ,  on into h e r  p r e s e n t  role a n d  fo rw ard  into e m b ra c in g  th e  

un know n .

S h e  p a s s iona te ly  bel ieved  t h a t  h e r  own identi ty w a s  c o n s t r u c t e d  and  

evo lved  within h e r  e n c o u n t e r  and  d ia logue  with co l leagues .  But  s h e  m o v e d  

to  a point  w h e r e  s h e  could s e e  t h a t  d ia logue  with t h e  children also led h e r  

to  evo lve  a s  a t e a c h e r  of  l iteracy.  All of  t h e s e  layers  of  u n d e r s t a n d i n g  

s h o w e d  how com plex  and  fluid h e r  l i teracy identi ty w as .  S h e  he rse l f  

r eco g n i se d  t h a t  s h e  w as  on a par t i cu la r  j o u r n e y  t h a t  b e g a n  with t h e  notion 

of  ' p u r e  l i teracy'  (Annie,  12, 4 : 2 3 )  a n d  had  m o v e d  to  o n e  w h e r e  chi ldren 

found  a voice t h ro u g h  th e i r  in t e rac t ions  with t h e  s to r ie s  Annie s h a r e d  with 

t h e m .
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5.5 .3 . The Relational Teacher

The themes of 'transformed relationships, hero and parent' are synthesised 

under the heading 'the relational teacher'.

As mentioned already Annie used her relationship with her colleagues to 

select the books to read to the children. In this way she maintained a 

dialogue with them, though she was stepping outside agreed practices 

during the data generation. Annie fe lt tha t it was important for her to retain 

and maintain her collegiate relationships.

Her relationship with the children changed over the course of the data 

generation. As she read to them, they interacted with the story and with the 

teacher, and to a lesser extent, with one another. This relationship was 

qualitatively different to the one she would normally have had with them, so 

tha t this community of practice (Wenger, 1998) changed over the course of 

the data generation. Her relationship with the researcher changed also, 

from one where she constructed herself as a participant in research to one 

where she questioned her practice at a very deep level and trusted the 

researcher to manage that for her.

Annie saw many people as having influenced her literacy identity. She 

spoke of the influence of two college lecturers but saw these as two layers 

of a very complex layering of influence. Her relationship with these two 

lecturers exerted a huge influence on her as a teacher of literacy. But in her 

reflections and their analyses Annie saw that it was her own hard work and 

her deep and consistent reflections on tha t work tha t actually shaped her as 

a teacher of literacy so that, in the end, she could be seen as being her own 

hero, in that she actively constructed herself in and through her reflections!

Annie began with a very clear idea tha t her role as parent was quite 

separate from her role as teacher. Her dialogue with two different parents 

challenged that idea and when she reflected on how the parents' 

perspective had impacted on her, she acknowledged that the two roles, the 

personal and the professional, had in fact merged briefly and caused her to 

re-evaluate this. Her role as parent was also part of the decision process 

involved in book selection. She used this to help her select books that would 

engage and challenge the children rather than jus t entertain them.
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Annie was  very careful in how she  evaluated  her  participation in the  

research .  She  saw it as  a 'balancing ac t  to fit everything in' (Annie, 14, 

26 :55) .  She  concluded th a t  'w here  you want  to go, the  jou rney  you w an t  to 

t a k e  ... you have to be judicious '  (Annie, 14, 27 :40) .  She  clarified and 

defined th e  research relationship early on in the  interview as  'professional 

dialogue' . Annie welconned any  opportuni ty  to en g ag e  in such discourses  

w here  she  felt th a t  she  would not be judged  in any way, bu t r a the r  used it 

a s  an opportuni ty  to open hersel f  up to reflecting on her own practice.

Much of wha t  Annie said and  wrote over  the  da ta  genera t ion  period was  

carefully considered and  was  really a result  of reflection. Annie s tood very 

confidently within her  space  as  a t e ac h e r  and acknowledged th e  t ru s t  she  

had in the  research  process  to  simply illuminate both wha t  was  p re sen t  and 

her  feelings in relation to wha t  was  there .  She  was particularly in te res ted  in 

w ha t  happened  in t a n d e m  with th e  teaching, a s  she  c o m m en ted :

Teaching is not a lways  abou t  thinking, you know. (Annie, 14,
29 :40)

Annie co m m en ted  on her d isappoin tment  when on one  occasion,  the  

children failed to join in the  reading with her,  and how she  had chosen  not 

to in te rrupt the  reading of the  story in case  'it spoilt the  magic '  (Annie, 12, 

5 :03 ) ,  by which she  m ean t  the  relationship be tween  th e  r ead e r  and  her 

audience.  Later she  referred to her d isappoin tment  as  the  ' infantile e lem en t  

in m e '  (Annie, 12, 13:44)  and how

It [her d isappoin tm ent]  was  a personal thing ra the r  than  a 
professional thing,  you know. There  was  need for a little bit 
of magic for me too,  you know. (Annie, 12, 13:50)

And how

... we can ' t  super im pose  what we expec t  (Annie, 12, 14 :02)

Annie 's  journey  through the  da ta  generation  was  very complex and  resulted 

in a significant change  in her thinking abou t  shar ing story with children as 

part  of a learning support  p rogram m e.  She began  with the  notion of 'pure  

literacy'  (Annie, 12, 4 :2 3 ) ,  which advanced  a skills approach  to the  teaching  

of literacy, to one where  the  sharing of story and the  use of story were  seen 

as  en d s  in them se lves  as well as a conduit  for the  child to find a voice and 

be heard .
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As it s t an d s  in Learning Suppor t  I am  not reading many  
stories as  th a t  is th e  a r r a n g e m e n t  th a t  I have  with the  
t eachers .  It is pure  literacy th a t  we do here .  When I had 
infants or any  class,  I would have  read more  stories.  (Annie,
12, 4 :23)

Annie explored this idea of 'pu re  literacy'  and talked abou t  how the  sett ing 

of specific t a rg e t s  in literacy learning for each of the  children was  something  

th a t  was  agreed  be tw een  herself,  th e  learning support  t e am ,  and  th e  class 

te ache rs  (Annie, 12, 8 :47) .  She  employed a very interest ing m e ta p h o r  to 

explore how the  reading aloud sess ions  had deviated  from t h e s e  agreed  

plans and  how it took 'a lot of courage  to take  your foot off th e  pedal and 

allow th em  [the children] to relax and not worry' (Annie, 12, 7 :41) .

Annie e laborated  on this and talked ab o u t  how the  benefits  of reading aloud 

to children might not be immediate ly  m easurab le .  'Maybe I have  to make  

more t ime for reading '  (Annie, 12, 9 :0 4 ) ,  and  she  noted th a t  for t h e  children 

it may have been  more  ab o u t  'giving th e m  a positive exper ience  of literacy. 

The shared  thing is more  im por tant than  strict learning ta rg e t  and go-by- 

the -book  teaching '  (Annie, 12, 9 :51) .  She  recalled learning in college how to 

see  reading as  a collection of different skills and  th a t  reading to children 

was  one of those  skills.

... It is not ju s t  abou t  reading a story,  it is abou t  given th em  
a positive exper ience.  Pulling out a new book is not always 
the  answer .  (Annie, 12, 24 :41)

Annie later added  ...

There  is something  non- th rea ten ing  to hearing a story  read.
They can all hook up to it and the re  is someth ing  warm and 
cosy abou t  it. (Annie, 12, 25 :30 )

This marked  a change  in Annie 's  thinking, from a position w here  she  felt 

tha t  literacy in a learning suppor t  si tuation comprised  tightly planned 

teacher- led ,  ta rge ted  teaching to a position where  literacy teaching  could be 

viewed as  a less formal and less focused learning exper ience  for the  

children.

There  is an awful lot going on when you take  a chance  and 
read to them .  (Annie, 13, 22.20)
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Annie's interpretation of tine complexity of her literacy identity evolved over 

the course of the interviews. She explored the various influences at play in 

the reading of a story to children ... the preparation she had done, how she 

had seated the children for the story reading, how she had engaged with 

the colleague who had recommended the story to her. She spoke about how 

each of these influences had in fact brought its own energy to the reading 

context but that, at the end of the day, she as a teacher had brought these 

together into the act of reading aloud.

5.6. Conclusion

CofrpaWM Transformed
Teacher Reiatiocships The Good Participant storyteller

Figure 5.6: Layers of understanding found in analysis of Annie's data

Listening to Annie's voice across the data set, it was evident tha t there were 

several layers to be heard within the six themes that emerged. There was 

Annie-as-teacher; Annie-as-support-teacher; Annie-as-participant; Annie- 

as-person and Annie-as-parent. Each layer has its own particular voice and 

they combine to form the voice of Annie.

While each layer may have had its own voice, it was the voice of'Annie-as- 

teacher' and 'Annie as research participant' tha t emerged as the most 

dominant voices throughout the data. Annie took part in the data 

generation in a very purposeful and thoughtful way and really thought 

through her developing relationship with me. She defined literacy in terms 

of 'the reading of books' and used the dual notion of 'pure literacy' (Annie,
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12, 4 :23 )  teaching and  the  ' e n jo y m en t /a e s th e t ic  of the  reading act '  in order 

to define her concepts  a round th e  teaching of literacy. Annie -as- teacher ' s  

voice was  very strong. It was  th a t  of a really c o m p e te n t  t e a c h e r  who was 

very knowledgeable  abou t  her profession,  who had a very clear vision of her 

role both as  suppor t  t e ac h e r  and as  a colleague and ye t  was  ready to 

change.
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6. Case Study 2: Annika

6.1. Rationale & Background

This case study is presented as a hermeneutic investigation of forty-e ight- 

year-old Annika's literacy identity. Sonne background infornnation is given 

about the teacher and her particular working situation. A hermeneutic 

analysis was carried out on her reading aloud sessions, her written histories 

and reflections and her interviews, in order to gain an understanding of how 

she authored her literacy identity.

Six themes were found in the analysis: 1) story teller, 2) good participant, 

3) competent teacher, 4) scaffold, 5) hero, and 6) guilt. Each of these will 

be described in relation to the analysis of the three data sets. These themes 

will then be brought together to show how Annika authored her literacy 

identity.

Practice W riting In te rv iew

1 Story Reader: Scaffold Story Reader Story Reader

2 Competent Teacher Competent Teacher Competent Teacher

3 Scaffold Scaffold

4 Good Participant Good Participant

5 Hero

6 Guilt

Table 6.1: Themes found in the analysis of Annika's Data

Working with Annika presented the opportunity of generating data in the 

context of an inner city, disadvantaged school tha t served a small m u lti

ethnic, urban community. Annika agreed to engage in the research as an 

opportunity to examine her teaching of literacy.

Annika has been teaching in the school since completing college in the 

1980s. She had not intended remaining there for her entire career, but had. 

There was a high attrition rate in the school as many of the teachers only
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stayed a year or two before seeking posts in less challenging teaching 

situations. Annika was the senior, longest serving staff member and had, 

de facto, become the sole curator of the school's institutional memory. She 

felt she was the custodian of the children's stories, and took great care not 

to disclose anything personal on tape about the children. She had taught 

many of the parents of the children currently in the school. She had 

extensive local knowledge about the out-of-school lives of the children and 

had sympathy for, and empathy with, many of the families who would be 

perceived as 'challenging'.

She felt tha t college had not equipped her for teaching in a disadvantaged 

school and that she really only learnt the craft of teaching in her first couple 

of years in the school. Annika has taught all class groups and currently 

supported literacy learning across the entire school, withdrawing pupils in 

small groups in most cases, and also supporting several of the newly 

qualified teachers in-class.

In addition to being the learning support teacher Annika was in charge of 

both the school library and the school choir. She herself belonged to two 

city choirs and sang competitively with one of those. She professed a 

genuine interest in and passion for, not only the teaching of reading but 

also for children's literature. Every year she selected new books for each 

class group in the school, infants to sixth class. She laminated the covers of 

the books when they arrived in the school and read each of the books 

herself. She recounted how:

Every year I divide the books between the classes, maybe 
15 to each. I visit every room and I show each class each of 
the books. I read them the blurb, then the first couple of 
pages and make sure tha t I tell them who the story is about 
and what takes place. Then I put the books in the class 
libraries and hope for the best. (Annika, 12, 3:13)

Later on, she would revisit each of the classrooms to check on the children's 

reaction to the books. Their opinions were then factored into the following 

year's selection of new books. She hosted a book fair in the school every 

year and laid on a talk for parents about the importance of reading at 

home. She also organised author visits to the school. She fe lt that these
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were practical ways of promoting a positive attitude to reading amongst the 

children, many of whose parents themselves had literacy difficulties.

Annika's room measured about 6m by 8m, with windows along one of the 

6m walls looking out on a cityscape comprising the roofs o f adjacent 

buildings. The room was brightly painted and equipped with a white board, 

two large book cases, a display unit fo r 'b ig  books', a teacher's desk, a four- 

drawer filing cabinet and a large round table, inside the door, for the 

children to gather around. Two large notice boards were covered in pictures 

and pieces of written work belonging to the children. One of the book cases 

had a large display of picture books while the other held reference books, 

some graded reading schemes and on the lower shelf a collection of 

children's literacy board games and comic books.

Annika had chosen to work with a group of First Class children for the 

purposes of data generation. Three boys. Jay, Cory and Alan, and two girls, 

Renee and Wynne (all pseudonyms), comprised the group. All had 

difficulties with acquiring the basic skills of reading. They came to Annika 

first thing each morning, five days a week.

During the initial visit the researcher's presence in Annika's room proved a 

distraction to the children, all of whom wanted to know what the researcher 

was doing and especially why he would not sit with the group. Annika 

allowed the researcher to negotiate his own relationship with the children. 

While the researcher answered all of the ir questions and tried sitting apart 

from the group initially, he decided it was less distracting for them to sit 

with the group. He did not make a contribution to the 

conversations/interactions within the group in relation to the reading aloud 

but did engage in social exchanges with the children. This allowed him to be 

able to observe and record the sessions while minimising the distraction to 

the children.

The researcher was included as 'audience' for both school-based and 

community-based conversations that were of interest to the children. The 

children brought in pictures that they had drawn for him to see and some 

wrote stories in their classrooms that they brought in to read to him. The 

researcher was invited to attend some school events where the children 

were taking part, including 'Book-Week', 'The Christmas Concert', and
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'Parent's Day'. So the researcher's interaction with this group of children 

was significantly different to his interactions at the other research sites.

The atmosphere in this 'comnnunity of practice' (Wenger, 1998) was 

informal, casual and relaxed. Annika very rarely had to call a child to order, 

or reprimand any child for inappropriate behaviour over the course of the 

data generation. Annika, the children and the researcher sat around a large 

table so tha t the children had a clear view of the book she was reading. 

The children addressed the researcher by his firs t name and were always 

friendly and polite towards him. They referred to Annika more formally as 

'Miss L.'. This aligned the researcher more with the children than with 

Annika and made his being present in the room less intrusive.

6.2. How Annika Represented her Literacy Identity  in her 

Practice

Story Reaaer: Scaffold Competent Teacher

Figure 6.1: Themes found in analysis of Annika's practice

Annika's reading aloud helped mould and shape not only the texts being 

read aloud but also the literacy experience being made available to the 

children in this 'community of practice' (Wenger, 1998). Two themes 

emerged from this data set, 1) story reader: scaffold and 2) competent 

teacher. Though it could be insinuated tha t separating out these three
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themes is somewhat artificial, in this case it was deemed necessary to the 

exploration of Annika's literacy identity. However as the scaffolding was 

realised in the reading aloud, the themes of 'reader' and 'scaffold' are 

explored together while tha t o f'com peten t teacher' is explored separately.

6.2 .1. The Story Reader and Scaffold

Annika chose books that she fe lt would be of interest to the children. She 

read each book herself before reading to the children. She also read the 

books on several occasions to and with the children to ensure tha t they 

became fam iliar with them and consequently had successful encounters 

with the stories.

Annika read the stories at a slower pace than her normal speaking voice. 

Her diction also changed, with more clearly audible final consonants in 

words. She used some tonal devices to indicate high points of the story and 

longer pauses after the high point of the story had taken place. Only when 

rereading a sequence within the story (e.g., Annika, R4, 16:23) did she 

change her pacing until she reached the new section of the narrative where 

she slowed her rate to reading pace. These variations of tone and pace 

acted as very powerful cueing systems for the children, and scaffolded their 

encounter with the story.

Annika acted as a 'tou r guide to the book' (Sipe, 1998:377), or 'docent' 

(Serafini, 2013:28), who supported the children in finding the ir way around 

the story. She validated and modelled the kinds of literary behaviours that 

she wanted the children to emulate. In the first example below, Annika is 

showing the children that by looking at the illustrations accompanying the 

story the reader can get an overall idea of what the story is about:

I th ink we will read the pictures first. (Annika, R2, 16:27)

Annika was particularly concerned about the children's lack of what she 

called 'school vocabulary' (Annika, Rf5, 51-57). She reinforced the 

children's 'literacy knowledge' throughout each reading session. Literacy- 

related vocabulary such as 'author, illustrator, and publisher' were used 

throughout to familiarise the children with the literacy related vocabulary
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and  to  invite t l i em  into a par t i cu la r  l i teracy dia logue .  Annika took  th e  

o ppo r tu n i ty  on severa l  o cca s io n s  to  e m p h a s i s e  v o cab u la ry  with t h e  children;

He had  a ca labash!  W h a t  did I s a y  a b o u t  t h a t  word ,  can  you 
r e m e m b e r ?  I said t h a t  I loved t h a t  word.  I t  is a beautifu l  
w ord?  (Annika,  R2, 1 2 :5 0 )

W h a t  is th is  cal led? (Annika)

A kn it te r  (W ynne)

It  is cal led a sew ing  m a ch ine .  (Annika,  R2, 1 8 :2 )

Annika e n c o u r a g e d  t h e  chi ldren to ' t a k e  s tock '  while read ing  a n d  rev ise  t h e  

c o n t e n t  a n d  s e q u e n c e  of t h e  s to ry ,  and  also to  p red ic t  t h e  s e q u e n c e  of 

e v e n t s  in t h e  r e m a i n d e r  of  t h e  story .  In thi s  w ay  s h e  w a s  keep ing  th e  

children e n g a g e d  with t h e  na r r a t ive  while giving t h e m  a holistic apprec ia t ion  

of  t h e  s to ry  co n te n t .  The  chi ldren w e re  being led to  s e e  how t h e  s to ry  could 

be s e g m e n t e d  a n d  r e a s s e m b l e d .  In m a n y  in s ta n ces ,  such  a s  below,  Annika 

s u p p o r t e d  t h e  chi ldren in exp loring possibi li t ies  within t h e  na r ra t ive :

W h a t  is t h e  bab y  do ing?  (Annika)

W h a t  baby?  (Cory)

The  little bab y  pig (Annika)

Eating pa in t  (Cory)

No! No! No! No! (Jay)

I th ink  s h e  is ea t ing  pa in t  (Cory)

I d o n ' t  th ink it is pa in t .  Why would t h e  m a m  feed  h e r  baby  
pa in t?  (W ynne)

I th ink  you a r e  d e a d  right! (Annika,  R2, 2 1 : 2 6 )

Annika w a s  quit e  o p e n  to  t h e  children mak ing  c o m m e n t s  a b o u t  w h a t  w as  

h a p p e n in g  in t h e  s to ry  a n d  a c c e p te d  t h e s e  in a very  posi t ive fash ion .  S h e  

rarely offered  h e r  own s u g g e s t io n  bu t  r a th e r  e n c o u r a g e d  t h e  children  to 

fo rm u la te  the i r  own pred ic t ions  a b o u t ,  a n d  r e s p o n s e s  to ,  t h e  s to ry .  This 

al lowed t h e  children a d e m o c ra t i c  s t a n c e  within t h e  g e n e r a t i o n  of  m e an in g  

from t h e  t e x t s / i m a g e s .  In a s to ry  t h a t  included s o m e  in fo rmation  a b o u t  th e  

ar t i s t  Pablo Picasso,  t h e  following e x c h a n g e  w as  no ted :
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Where did th e  s tory  take  place? (Annika)

New York (Jay)

That  was  th e  o th e r  painter. What ab o u t  th e  one  you were 
reading in class? (Annika)

I 'm giving him a clue, Miss. The Eiffel Tower (Cory)

The Eiffel Tower. He's giving you a good clue! (Annika)

And it s t a r t s  with 'P '  (Cory). (Annika, R2, 00 :20 )

Here Annika allowed Cory to t ake  on the  role of scaffolder and  lead Jay 

tow ards  being able to locate the  story  in Paris. Cory was  also able to let 

Annika know what  he was doing. In this way, Annika was  shaping a 

'com m uni ty  of pract ice '  (Wenger ,  1998) w here  the  role of leader  was  a 

m ore  sha red  exper ience  by the  m e m b e r s  while remaining clearly in charge  

within he r  role as  t eacher .

Annika was  not th e  sole r ead e r  of the  stories  during th e  da ta  genera tion  

period. On som e  occasions  she  invited and  encouraged  the  children to  read 

the  story to g e th e r  as  a chorus ,  while she  tu rned  the  pages .  At o the r  t imes 

Annika would read one  p age  and the  children the  next.  These  s tory-reading 

protocols took place when  the  children were  familiar with th e  story and 

Annika was  sure  th a t  they  had the  reading skills n eeded  to be able to 

successfully decode  the  t e x t  and unders tand  the  story. So over  th e  course  

of the  da ta  genera t ion  this group of children had a variety of s tory  reading 

exper iences ,  being read to,  reading along with the  t e a c h e r  and  reading on 

their  own. Using th e se  variations ,  Annika was able to scaffold th e  children's  

e n co u n te r  with the  s to ry  in several  different ways.

Annika m an ag ed  the  g roup  by modelling how the  reading should proceed 

more  fruitfully (Sipe,  2008) .  Rules of e n g a g e m e n t  were  not explicitly s ta ted  

but r a th e r  insinuated from particular ins tances  as  they happened .  It was  

based  less on ' rules and regulations '  and  more  on com m on unde rs tand ings  

of how to behave  as  a m e m b e r  of this reading group. Many of t h e se  

com m on unders tand ings  related to how the  children spoke to and in teracted  

with each o the r  and  with their  t eacher .  Annika guided the  children in their  

e n g a g e m e n t  with the  stories.
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Are we se t t l e d ?  I a m  re a d y  to  h e a r  t h e  s to ry ,  a r e  you?  
(Annika,  R4, 1 5 :3 3 )

We'll j u s t  r ead  t h e  p ic tu res .  S o m e t i m e s  we do t h a t  and  so 
s e e  how it goes .  (Annika,  R2, 1 6 :2 0 )

We m igh t  go back  a n d  h a v e  a look a t  t h a t  p a g e  in a m inu te ,
if you rem ind  m e .  (Annika,  R2, 2 3 : 1 3 )

Annika took  t im e  to  s top  a n d  q u es t ion  t h e  children a b o u t  t h e  na r ra t ive  a s  it 

unfo lded .  In th is  way  s h e  w a s  scaffolding a n d  d e e p e n in g  the i r

u n d e r s t a n d in g  a n d  c o m p re h e n s io n  of  t h e  story .  This  also o p e n e d  th e

possibili ty of t h e  chi ldren t h e m s e l v e s  in ter jec t ing  q u e s t i o n s  and  pred ic t ions  

a b o u t  t h e  s tory.  Annika w a s  part icula rly  w elcom ing  of  t h e  chi ldren making  

any  c o n n ec t io n s  b e t w e e n  t h e  s to ry  ( topic  a n d  vocab u la ry )  and  o t h e r  s tor ie s,  

o r  indeed  connec t ing  t h e  s to ry  to  th e i r  lives.

Can you r e m e m b e r  w h a t  t h e  e l e p h a n t  p u t  on?  He w as  t h e  
first, w a s n ' t  he?  He p u t  on ... w h a t  did he  p u t  on?  (Annika)

Pan ts  (Jay)

He pu t  on t h e  p a n t s ,  yes .  Before he  p u t  t h e m  on,  how w as  
he  feel ing? (Annika)

Sad  (Jay)

Sad .  He w a s ?  (Annika)

C au s e  he  d idn ' t  w a n t  to  be  grey .  (Jay)

He d idn ' t  w a n t  to  be  g re y  a n d  th e n  t h a t  co loured  him, and  
he  g o t  lovely a n d  colourful  in his lovely o r a n g e  p a n t s .  How 
w as  he  feel ing t h e n ?  (Annika)

Happy  (Jay)

He w a s  happ ier .  And w h a t  did he  call h imself?  (Annika)

Elephan t  P an ts  (Jay)

He cal led h im se lf  E l -e -pan t .  (Annika,  R5, 2 4 : 2 7 )

While Annika 's  ' r e a d in g  aloud  s ty le '  w as ,  on t h e  su r face ,  qu it e  re la xed  and  

casua l ,  it scaf fo lded a lot of c o n v e r s a t io n  be ing g e n e r a t e d  t h r o u g h o u t  each  

read  aloud ses s ion .  Control  of  t h e  d iscuss ion  e m e r g e d  f rom t h e  d ia logue 

t h a t  w a s  g e n e r a t e d  by t h e  children  a b o u t  t h e  books .  Control w as  

m a in ta ined  mainly  by en s u r in g  t h a t  t h e  chi ldren w e re  e n g a g e d  in t h e
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read ing  a loud .  T h e s e  d ia logues  e m e r g e d  n o t  so  nnuch th r o u g h  t e a c h e r - l e d  

ques t ion ing  b u t  m o re  t h ro u g h  t h e  in te rac t ions  t h a t  took  place  b e t w e e n  th e  

t e a c h e r  with t h e  chi ldren a n d  b e t w e e n  t h e  children t h e m s e l v e s .  W hen  a 

child's a t t e n t i o n  w a n d e r e d ,  Annika r e - e n g a g e d  t h e  child with a q ues t ion ,  

c o m m e n t  or  r e q u e s t .

Why do  you  th ink t h e y  cal led it The  Yellow River? (Annika)

C a u s e  t h e  w a t e r  is yel low (R e n e e )

C a u s e  t h e  b o a t  is yel low (Jay)

Maybe it m u s t  look like it is yel low. I t ' s  a kind of silt o r  s a n d  
(Annika)

C a u s e  t h e  sky is yellow, look (Jay)

T h a t  is in it. I no ticed in t h e  Atlas,  m a y b e  it 's t h e  reflection 
f rom t h e  ... (Annika)

S un  (R e n e e )

Sky (Jay)

Maybe it's a com bina t ion  of ev e ry th in g  a n d  m a y b e  t h e  ty p e  
of  silt on t h e  d a y  or  s o m e th in g  is in t h e  b o t to m  of t h e  boa ts .
I d o n ' t  know b e c a u s e  in t h e  Atlas it is cal led T he  Yellow River 
and  so  t h e r e  m u s t  be s o m e  re a s o n .  We can  find t h a t  out .  
(Annika,  R4, 1 9 :2 7 )

T h e re  w a s  a lot of  pra ising of t h e  chi ldren t h r o u g h o u t  t h e  d a t a  g e n e ra t io n .  

T h e re  w as  also a lot of val idat ion of the i r  con t r ibu t ions  to  t h e  d i scuss ions  

a b o u t  t h e  books ,  mainly by r e p e a t in g / r e s t a t i n g  w h a t  t h e y  had  said ,  to 

e n c o u r a g e  f u r th e r  d ia logue /exp lo ra t ion .

And w h a t  h a v e  we nex t?  (Annika)

A crocodile (W ynne)

A crocodile,  w a s  it? Well done!  I n e v e r  r e m e m b e r  t h e s e  
things!  (Annika,  R3, 2 4 : 2 7 )

I c a n ' t  r e m e m b e r  t h e  n a m e  bu t  I th ink  it w a s  b a m b o o  
(W ynne)

Excellent .  I t  is bam boo!  (Annika,  R4, 0 8 : 1 7 )
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The children did not put their  hands  up to signal the ir  desire  to speak . They 

listened while s o m e o n e  was  talking and took tu rns  to speak .  No one  seem ed  

to 'hold the  floor' for too long, though  Renee  tended  to say  much less than 

any of the  o thers ,  and Jay appea red  to have  a lot to say.  However, Annika 

m anaged  the  group in a way th a t  enabled everyone  to m ake  a contribution 

when they needed  to.

Annika was  very open to th e  in te rpre ta tions  th a t  th e  children m ade  of the  

story. She saw th e  narrative  and  images  she  was  shar ing with the  children 

as  offering one possible in terpre ta tion of the  story,  but as  the  children 

brought  their  exper ience  of story and  of th e  world to b ea r  on the  story as 

they  heard it, o the r  possible in te rpre ta tions  em erg ed  from various 

dialogues.  She  scaffolded th e  children in the ir  construct ion of meaning and 

m ade  the  story  available to them .

The dialogues and co m m en ta r ies  gene ra ted  by the  children scaffolded them  

as  they  engaged  more  meaningfully with th e  activity. Annika constructed a 

particular identity for herself  as  a 'clarifier or facilitator of literacy'  (Sipe, 

2008)  and also s e t  out th e  com ponen ts  of good literacy practice t h a t  the  

children were  being encouraged  to emula te .  Annika used questions  to 

m ake  links be tween  various  children's contributions,  and  so scaffolded the  

generation of meaning  collectively.

Ping was  very sad  (Annika)

Because  he wan ted  to ge t  out and  didn' t  w an t  to ge t  ea ten  
(Jay)

He did not.  No. He did not want  to ge t  e a te n  is right 
(Annika)

I think he may have  missed his family (Wynne)

I'm sure  he was  lonely for his family (Annika)

He was  homesick  (Jay)

Is right. (Annika, R4, 24 :16)

In validating each of th e  children's contr ibutions of the ir  shared  

unders tanding  of the  narra tive,  Annika was  able to fuse t h e se  with her own 

unders tanding  of the  children's  en coun te r  with the  story.
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Annika also used  specific ins tances  from her  own life to have  the  children 

consider particular points she  was  making. To explain the  word 'p re s s '  Annie 

told the  children how as  a little girl she  had pressed  flowers into a 

scrapbook and how she  and her friends put th e  pressed  flowers into a f rame 

and m ad e  a picture (Annika, R2, 11 :41) .  On a n o th e r  occasion when 

explaining 'hair  ne t '  she  relayed in considerable  detail how her  g ra n d m o th e r  

used to go to the  ha i rdresse r  each week and used to wear  a hair ne t  after 

gett ing her hair done.  When explaining to th e m  what  a 'g u s t  of wind' was,  

Annika told th em  story abou t  going hom e from school on her bicycle ...

And do you know what?  When I was  going hom e on Friday, 
it was  quite windy and very windy this morning and  I had to 
g e t  off my bike when I was  going home.  A big, kind of wind 
c am e  up out  of nowhere .  (Annika, R3, 06 :16 )

These  particular personal or pedagogical  s to ries  (Rex e t  al, 2002)  allowed 

Annika to scaffold the  children's  learning. It also allowed the  children access  

to particular personal  information abou t  Annika and so to develop a 

personal  relationship with her.

6.2.2. The Competent Teacher

Annika's com petence  as  an LST could be s ee n  in how she  s t ruc tured  her 

working relationships with the  children in a seemingly casual and  informal 

manner .  The children were  very happy to com e to the  Learning Suppor t  

Room. This could be seen  in how they  g ree ted  Annika with g rea t  

en thus iasm  on each of the  recorded sess ions  and  'high fived'  th e  re sea rch e r  

as  a more  casual form of greet ing,  thus  differentiating his s ta tu s  from th a t  

of the  teacher .  There  was a rhythm to how th ings  happened  in the  room, 

with a minimum of direction from the  teache r .  The children ap p ea re d  very 

relaxed and happy. They ga thered  around th e  table  and exchanged  news 

abou t  i tems of in te res t  with one a n o th e r  and  with both Annika and the  

researcher .  The reading aloud of the  story eventually  em erg ed  from th e se  

conversations.

It was Annika's shaping of this particular 'com m uni ty  of practice '  (Wenger ,  

1998) th a t  led to a more  relaxed and  casual conversat ional  exchange  

be tween  the  te ac h e r  and the  children a s  well as  be tween  th e  children
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t h e m s e l v e s .  The  chi ldren w e re  very  famil iar  with Annika,  no t  j u s t  a s  the i r  

LST b u t  also a s  t h e  school  librarian a n d  t h e  school ' s  choir  di rec tor .  S h e  also 

had  very  s t ro n g  links with t h e  famil ies  of  t h e  children and  m e t  e a c h  child's 

p a r e n t  a n u m b e r  of  t i m e s  e a c h  t e rm .

T hough  t h e  children b r o u g h t  rich h o m e  l a n g u a g e  r e p e r to i r e s  to  school ,  

Annika be l ieved  t h a t  t h e y  had  limited school  v ocabu la r ie s  and  so ,  'm u c h  of 

t h e  t e ach in g  w e n t  o v e r  the i r  h e a d s '  (Annika,  Rf3, 45 ) .  T h e re fo re  s h e  laid 

g r e a t  e m p h a s i s  on oral l a n g u a g e  d e v e l o p m e n t  and  specifical ly on 

vocabu la ry  d e v e l o p m e n t  with all t h e  children  in h e r  case load .

Annika g e n e r a t e d  a lot of  d ia logue  with t h e  ch ildren,  us ing vocabu la ry  from 

t h e  s to ry  and  giving t h e  chi ldren oppo r tun i t i e s  to  p rac t i se  the i r  l a n g u a g e  

skills. The  read ing  itself w a s  f requen t ly  in t e r ru p te d  by Annika a n d  also by 

t h e  chi ldren .  This al lowed  th e  children to  p ose  q u e s t i o n s ,  s u g g e s t  possible 

o u t c o m e s  or  s imply m a k e  s p o n t a n e o u s  c o m m e n t s  on,  or  reac t ions  to,  w h a t  

t h e y  w e re  hear ing .  The  d ia logues  a n d  c o m m e n t a r i e s  g e n e r a t e d  by th e  

ch i ld ren ' s  in terac t ion  with t h e  book successfu l ly  e n g a g e d  t h e m  in th e  

act ivi ty.  Annika s e t  o u t  t h e  c o m p o n e n t s  of  good  l i teracy prac t ice  and  u sed  

q u e s t i o n s  to  m a k e  links b e t w e e n  s o m e  of t h e  ch i ld ren 's  cont r ibutions .  This 

al lowed t h e  children to  s e e  t h e m s e l v e s  a s  fellow s e e k e r s  a n d  in t e rp r e te r s  

(Sipe,  2 0 0 8 )  and  as  co -co n t r ib u to r s  to  t h e  s to ry  t h a t  w as  being co n s t ru c t e d  

within t h e  g ro u p  a n d  t h u s ,  a s  success fu l  l e a rne rs .  In t h e  following e x c h a n g e  

t h e  children had  b e e n  unab le  to  retell t h e  s e q u e n c e  of t h e  s to ry  from 

m e m o r y ,  so  Annika s h o w e d  t h e m  th e  i l lus tra t ions o n e  by o n e  a n d  scaffolded 

t h e m  to  retell t h e  s to ry ,  using t h e  a p p r o p r i a t e  vocabu la ry ,  a s  a g roup .  The 

chi ldren took  t u r n s  a n d  really l i s tened  to  t h e  con t r ibu t ions  being m a d e  

befo re  offering the ir s .

It  w as  w h e n  he  w a s  on his f a rm  a n d  he  d igged  up his y a m
a n d  w e n t  to  t h e  r iver  to  w a s h  it (Jay)

Exactly and  t h e  r iver  took  it d idn ' t  it? T hen  w h a t  h a p p e n e d ?
(Annika)

A fish j u m p e d  up a n d  c a u g h t  it (Cory)

T h a t ' s  right! (Annika)

And th e n  he  g o t  f e a t h e r s  off a n d  t h e  wind blew it a w a y  (Jay)
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T h a t ' s  r ight  (Annika)

And he  g o t  his y a m  aga in  (W ynne)

T h a t ' s  r ight . (Annika,  R2, 0 0 : 1 2 )

Annika w a s  clearly in c h a r g e  of  t h e  s to ry  read ing  s e s s io n s .  S h e  led t h e  s to ry  

read ing  o r  s u g g e s t e d  t h e  sha r ing  of  t h e  r ead ing .  S h e  s u p p o r t e d  t h e  chi ldren 

in how th e y  c o n s t ru c t e d  the i r  m e a n i n g s  of  a n d  a r o u n d  t h e  s to r ie s .  Annika ,  

in h e r  role a s  t e a c h e r ,  w as  working on deve lop ing  t h e  ch i ld ren 's  l i teracy 

skills ... th e i r  vocabu la r ie s ,  t h e i r  ability to  s e q u e n c e  s to ry ,  to  recall specif ic 

de ta i l s  of  a n a r ra t iv e  and  to  identify t h e  e m o t i o n s  being felt by th e  

ch a ra c te r s .

He w a s  lucky in t h e  e n d  (Annika)

Yeah (Jay)

How? (Annika)

B eca u se ,  t h e  m a s t e r  let him back .  He w a s  very  h a p p y  t h a t  
t h e  m a s t e r  let him go  into t h e  h o u s e  (Jay)

Who re le a s e d  him from his c a g e ?  (Annika)

T h e  little boy  (R e n e e )

The  little boy (Annika)

He w as  like t h e  devil with his hai r  (Jay)

T h a t ' s  his hair  s ty le  (Annika)

He would be in red ,  all red a n d  to  be a devil with a long tail.
(Jay)  (Annika,  R4, 2 8 : 5 2 )

Annika s h o w e d  h e r  c o m p e t e n c e  a s  a t e a c h e r  a s  s h e  a s k e d  t h e  children for  

m o re  information  a b o u t  t h e  s to ry  in t e r m s  of  bo th  the i r  recall of  t h e  e v e n t s  

a n d  of  t h e  c o n n e c t io n s  t h a t  t h e y  m igh t  m a k e  b e t w e e n  t h e  s to ry  a n d  the i r  

lives. Annika he lped  t h e  chi ldren clarify th e i r  th inking  (S ipe ,  2 0 0 8 )  on 

severa l  occas ions .

W h a t  do we call it w h e n  peop le  wri te  th e i r  n a m e s  in a book  
like th is? (Annika)

I know, it 's cal led ' s tu c k  wri t ing '  (Cory)

I know w h a t  you m e a n .  It  is cal led a t t a c h e d  or  jo ined  writing 
(Annika)
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I 'm able to write my n am e  like th a t  (Jay)

But if so m eo n e  writes their  n am e  on a book like this, it is an 
au tograph .  (Annika, R3, 4 :49)

Annika also asked  so m e  probing questions  to deep en  and  clarify the  

children's  s en se  and comprehension  of the  story.

Is th a t  the  ma?  (Jay)

It 's  the  m am  yes  (Annika)

I think it's the  big sister (Wynne)

I might be the  big sister.  I w asn ' t  sure .  You might be right,
OK? (Annika, R3, 23 :37 )

Annika's com p e ten ce  as  a t e ac h e r  could be seen  in how she  led this 

' communi ty  of practice '  (Wenger,  1998) and in he r  interact ions with the  

children,  which, on th e  surface  of it, were  very relaxed and informal but 

allowed for a range  of dialogues to open up be tw een  the  various m e m b e rs  

of the  group. There  was very little formal regulation imposed on the  

children. However, tu rn  taking and listening skills were  em phas ised  casually 

and good ins tances  of such behaviours  praised.

6.3. How Annika Represented her Literacy Identity  in Writing

Annika rep resen ted  her literacy identity in severa l  ways  in her  written 

histories and in he r  written reflections. Six th e m e s  were  found in this data  

set :  1) story reader,  2) co m p e ten t  teacher ,  3) hero,  4) good participant,  5) 

guilt, and  6) scaffold. The histories were  p resen ted  less as  a continuous 

narra tive and more  in the  form of a series  of v ignettes ,  m em ories  selected 

by Annika th a t  she  felt illustrated the  points she  wan ted  to make.
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Story Reader

Hero GotxJ Participant

Guilt

Figure 6.2: Themes found in analysis of Annika's w riting

6 .3 .1 . The Story Reader

Annika came from a family of readers, where her experience as a reader 

was not confined to books but included poetry, comics and listening to 

recordings of nursery rhymes. These were seen as very legitimate forms of 

literacy. She recalled that her 'home had books and plenty of books' 

(Annika, LH H, 3). In her literacy history she wrote about how important 

her maternal grandparents, who were both retired primary teachers living 

close to their home, had been. They were a big part of Annika's childhood 

following her mother's death when she was 9 years old. 'My grandmother 

populated the house with books for her grandchildren, titles such as "What 

Katie Did Next, A Tale of Two Cities, Robinson Crusoe" and others I can't 

remember jus t now' (Annika, LH H, 5, 6).

Annika documented how she had excelled in school at literacy and had not 

had any problems with reading or writing in English or in Irish so that she 

identified herself as being both able and confident when it came to using 

literacy successfully. She characterised the books of her childhood as 'dull 

publications' (Annika, 13, 12:49) and contrasted this with the quality of the 

books available for children today. She recalled 'asking for and getting a set
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of encyclopaedia  for Chris tmas'  but being disappoin ted th a t  they  were 

'dowdy and old fashioned and  not like th e  modern  ones  we had a t  school'  

(Annika, LH H, 11).

Annika descr ibed hersel f  as  a 'big Enid Blyton fan '  (Annika, LH S, 9) and did 

not recall borrowing any o the r  au thor ' s  books  from the  school or class 

libraries while in primary school ... 'I loved th e m  but I didn' t make  any  g rea t  

progression '  (Annika, 12, 14:45).

Her g rand fa the r  had a g rea t  love of poetry  and  frequent ly  asked  Annika to 

recite poem s  th a t  he had m ad e  her  memorise .  She  recalled th a t  he had 

many anthologies  and collections of poetry  and th a t  he  had ta u g h t  her  W.B 

Yeats ' ,  'The Lake Isle of Inisfree '  when she  was  quite little. She recalled th a t  

when his sight failed it was  she  who read poetry to him. She felt th a t  her 

g randfa the r  had worried abou t  he r  ability to m emorise  things so he'd 

frequently ask  her  ques t ions  after Sunday  m ass ,  especially th e  priest 's  

se rm on ,  ' to  see  if I had been  paying a t ten t ion '  (Annika, LH H, 21).

She recalled wha t  she  descr ibed as  'a  lovely m em ory '  (Annika, LH H, 12),  of 

staying overnight  a t  a fr iend's house  and  her  friend's fa ther  reading 'The 

Three  Little Pigs' to th em  a t  bedtime. ' I t  was  such a t r e a t '  (Annika, LH H, 

13), she  recalled. She  told how she  m e t  up with th a t  family recently and 

shared  her m em ory  with th em  and with the  man ,  now in his eighties.  He 

recalled th a t  Annika was  ' spellbound '  by the  story and was  the  only one  of 

the  children really paying at tention to his reading. 'I was  delighted to hear  

tha t ,  as  paying a t tention was not one of my s t reng ths ,  generally, '  she  

recalls (Annika, LH H, 16, 17).

Annika felt a real connection with John Millington Synge 's  'The Playboy of 

the  Weste rn  World,'  a s  she  knew m os t  of the  places mentioned  in the  play. 

Charles Dickens' 'G rea t  Expectat ions '  equally had a connection for her as 

her a u n t  knew of a woman who, like the  book's  characte r .  Miss Havisham, 

was  ab andoned  by her  f iancee and ' r em ained  in her  bedroom from th a t  t ime 

until her death  d ecad es  later'  (Annika, LH S, 19, 20). The s a m e  sense  of 

connection was p re sen t  when she  was reading 'M'Uncail'  [My Uncle] by 

Sean  Mac Fheorais where  the  poet ' s  m emories  of his uncle were  connected 

to ' leas-gnothai beaga  duiche'  [small country tradit ions] he had ta u g h t  him.
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which r e s o n a t e d  with Annika ' s  own childhood m e m o r y ,  so t h a t  h e r  l i teracy 

identi ty  had  a s e n s e  of  place and  b e lo n g in g n e s s  to  it.

6.3.2. The Competent Teacher

S h e  felt t h a t  t h e  read ing  aloud s e s s i o n s  ac t e d  a s  ' r e s p i t e  f rom t h e  hard  

w ork  [in c l a ss ] '  (Annika,  Rf5, 38 ) ,  b u t  a t  t h e  s a m e  t im e  w e re  building th e  

ch i ld ren 's  l i teracy skills. S h e  reflec ted  on h e r  profess ional  k n o w le d g e  a ro u n d  

se lec t ing  books  for  read ing  both  for h e r se l f  a n d  for  h e r  co l leagues .  S h e  

de ta i led  t h e  c o nsu l t a t ive  p ro c e s s  t h e y  had  e n g a g e d  with.

I also liaise with t h e  ch i ld ren ' s  c lass  t e a c h e r  a b o u t  th e  
read ing  aloud s h e  d o e s  in t h e  class  se t t ing .  S h e ' s  b e e n  
read ing  'G e o r g e ' s  Marvellous Medicine '  to  t h e  class  o v e r  th e  
last  while and  r ead  'The  Twits '  be fo re  th a t .  I e n s u r e d  s h e  has  
a selec t ion of books  in large f o r m a t  for  read ing  to  t h e  class  
also. The  last  'big book '  I p u r c h a s e d  for  t h e  c lass  w a s  'The  
Snail and  th e  Whale '  by Julia D ona ldson  and  Alex Schaffler .  I 
t h o u g h t  it had  beautifu l  l a n g u a g e ,  wonder fu l  i l lus tra t ions ,  a 
g r e a t  s to ry  and  an  e n v i ro n m e n ta l  m e s s a g e  too.  In 
consu l ta t ion  with t h e  ch i ld ren 's  class  t e a c h e r  bo o k s  w ere  
p rocu red  for read ing  in the i r  g r o u p s  in class  to  t a k e  a b re a k  
f rom t h e  r ead in g  s c h e m e .  (Annika,  Rf4, 2 8 -3 4 ) .

Annika w as  no t  only very  kn o w led g ea b le  a b o u t  l i teracy b u t  al so had  an 

a w a r e n e s s  of  t h e  var ious  a p p r o a c h e s  to  t h e  te ach in g  a n d  learning of  

read ing .  In h e r  re flect ions  s h e  b e g a n  by being quite  t e n t a t i v e  a b o u t  h e r  

kn o w led g e  b a s e ,  posing q u e s t i o n s  r a t h e r  t h a n  making  s t a t e m e n t s ,  'Did 

vo cab u la ry  ex p la n a t io n s  c a u s e  a b re a k  in t h e  flow of t h e  s to ry ? '  (Annika,  

R f l ,  4) .  S h e  m o v e d  f rom th is  to pos i t ioning he rse l f  in an  a u th o r i t a t iv e  role, 

' t h e  d if ferent  l a n g u a g e  abilit ies of t h e  g roup  b e c a m e  a p p a r e n t  dur ing  this  

o p e ra t i o n '  (Annika,  Rf2, 13).  S h e  al so m a d e  s t a t e m e n t s  a b o u t  t h e  n e e d  to 

r e s p e c t  t h e  ' cu l tu re  of  t h e  p a r e n t s '  (Annika,  Rf2, 21) .  In t h e s e  w ays ,  h e r  

re flect ions al lowed h e r  to  voice h e r  u n d e r s t a n d i n g  of he r  own e x p e r t i s e .

A nnika ' s  c o n c e rn s  a b o u t  t h e  ch i ld ren 's  level of  read ing  v o c a b u la ry  w e re  

c o n s t a n t  t h r o u g h o u t  t h e  d a t a  g en e ra t io n .  S h e  ref lected  t h a t  th is  lack of  a 

specific  vocabu la ry  a s s o c ia t e d  with school ,  and  with l i teracy in part icu la r ,  

d i s a d v a n t a g e d  t h e  children in relation to  any  t e x t - b a s e d  l i te rac ies  within t h e  

cur r icu lum,  be t h e y  fiction or  non-fict ion.  In par t i cu la r  s h e  felt  t h a t  the i r
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inability to nanne/label/categorise objects and actions placed them in very 

disadvantageous positions. Consequently, much of her teaching was based 

on building capacity around oral language skills and vocabularies. She 

reflected on how each child's literacy development was being supported not 

only through the reading aloud but also through the 

conversations/dialogues tha t took place around the reading.

I hope the time spent in 'pre story' preparation does 
increase children's enjoyment of the book. One, if not a 
second child asked me to read the story. Whether they had 
enough of this chat or whether they were highly motivated 
to hear the story I don't know. (Annika, Rf3, 48-50).

Annika constructed an identity for herself as being very competent both as 

a user of literacy and as a teacher of literacy. She found by reflecting on her 

own practice that she had a lot of knowledge about the teaching of reading 

and the teaching of writing. Annika's literacy identity can be seen as tha t of 

a competent practitioner who was confident in the practice of her teacher- 

craft as well as being knowledgeable about the children she was teaching 

and knew how to bring these together in a very relaxed way. She 

characterised this as follows.

The reading aloud session is a special time with the group
tha t has a homely intimate feel to it. We can laugh, be
amused, empathise with the characters, learn about other 
people and lands, stretch our imaginations and meet
interesting new words. I t  is a relaxing and fun time, 
hopefully. I th ink I read aloud to the children for pleasure 
mainly. This contrasts nicely with other more structured 
work which takes place in the learning support class.
(Annika, Rf4, 4-10).

6 .3 .3 . The Hero

Annika was inspired by some of her second-level teachers and considered 

them responsible for her having a lifelong interest in particular forms of 

literacy practice. A teacher whose name she could not recall read an article 

aloud to the class about 'Apartheid' and Annika spoke of the impact this had 

on her and that she subsequently became 'very interested in the topic' 

(Annika, LH S, 11). She cited another teacher, 'Sr. M.', who taught her
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English, as having been instrunnental in leading her to appreciate a nunnber 

of poets and authors.

I remennber being engrossed as the English teacher Sr. M. 
helped nne to appreciate Milton's 'Paradise Lost', or 
Wordsworth's 'Tintern Abbey', as well as the sonnets of 
Donne and Keats. (Annika, LH S, 12-15)

Annika wrote about how her aunt, a younger sister of her mother's, was 

visiting fronn London during the Christmas holidays. Annika was thirteen, 

and home for her firs t holiday since going away to boarding school. Annika 

was very close to this aunt and told her tha t she was finding the reading 

demands of her first year in secondary school very challenging. In 

particular Annika told her aunt tha t was struggling quite badly with her 

understanding of the set text, 'Hard Times', by Charles Dickens. Her aunt 

took her aside for a set period each day during the holiday and read the 

book aloud with Annika until they had read the firs t three chapters o f the 

book. Her aunt explained the circumstances of the book, introduced the 

characters and as they progressed through the book, gave Annika more and 

more responsibility for the reading aloud. Annika recalled:

My aunt started to read the book aloud to  me, and give me a 
background of the book. I found this bit of help in the initial 
stage of reading the book invaluable. (Annika, LH H, 28, 29)

It  was clear from this experience, which made a strong impression on 

Annika, that the making available of the story allowed her to proceed with 

her independent reading of the book and that her aunt's intervention with 

setting the scene and introducing the characters supported her in doing 

this.

6.3.4. The Good Participant

Annika constructed herself as a very involved participant in the research. 

She checked with me several times before the research began that she fully 

understood what she was to do. She handwrote her literacy histories and 

reflections and indicated tha t she took time over them.

Her written style was very different from her spoken style. She used a very 

specific academic vocabulary and register when talking about literacy.
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especially when talking abou t  books. She  used  words such as  'protagonist ' ,  

'culture  of the  pa ren ts '  (Annika, Rf2, 21) and language  such as  'books were 

procured for reading '  (Annika, Rf4, 28-34) .  She  posed a nu m b er  of 

questions  abou t  he r  own reading-a loud prowess  in he r  reflections.  However, 

she  offered ne ither answ ers  nor possible s t ra teg ies  t h a t  she  might have 

used to change  her  style of reading aloud.

Annika c rea ted  a chronology of wha t  happened  in the  reading aloud 

sess ions  in her  reflections. On the  surface  it appea red  th a t  she  simply listed 

what had taken  place.  However,  over  the  course  of the  da ta  generat ion,  

her  writ ten reflections allowed her to apprecia te  all t h a t  she  actually knew 

and could talk about.  The reflections had an emotional coun ter - tone  with 

s t a t e m e n t s  such as  'I think, I thought ,  I felt, I hope '  appearing as  part  of 

the  written and spoken discourses .  This showed th a t  Annika was  in fact 

reflecting on her exper iences  as  opposed  to simply recounting the  detail of 

he r  exper iences.  This would be in line with Serafini 's (2002)  construct  of 

reflection as  the  t e ac h e r s  thinking abou t  their  practice 'in light of 

co n seq u en ces  of our actions,  democratic  principles, and  the  beliefs, values,  

expecta tions ,  and  exper iences  th a t  we as  t e ach e rs  bring to the  teaching- 

learning even t '  (Serafini,  2002 :4 ) .

6 .3 .5 .  Guilt

Annika had a certain feeling of guilt a round her  curren t  reading practices, as 

though  she  was falling shor t  of so m e  s tandard  she  had se t  for herself. 

Newspapers  were  mentioned  in t e rm s  of being the  only thing she  might be 

reading until she  finds 'a  book th a t  I really love and I am hooked again'  

(Annika, LH C, 2). She  wrote  abou t  being a f r equen t  library user  but of 

re turning 'un read  tom es ' ,  a practice which ' leaves  m e  with a feeling of guilt' 

(Annika, LH C, 3). She s e e s  her holiday t im es  as  the  t imes  when she  reads  

most .  She  characte ri sed herself  a s  'a  nightly r ead e r  but not for long,'  

(Annika, LH C, 7), and  talked abou t  how she  might join a reading group, 'as  

I feel I would read in a m ore  disciplined way th e n '  (Annika, LH C, 9).

So part  of the  literacy identity visible here  was t h a t  Annika saw herself  as 

so m eo n e  who should be a certain kind of r eader  and th a t  the  e n ac tm e n t  of
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tha t literacy identity had to be of a certain standard and quality. Annika felt 

she was falling short of this mark.

6.4. How Annika Represented her Literacy Identity  in Speaking

Story Reader

Competent Teacher Scaffold

Good Participant

Figure 6.3: Themes found in analysis of Annika's discourse

Annika constructed a particular literacy identity during her interviews. She 

initially appeared a little unsure of herself, both as co-researcher and as 

teacher of literacy, when seeking clarifications, such as:

Are they the kinds of things I should be looking for? (Annika,
I I ,  04:11)

When I listened back to the tape, nothing came out.
(Annika, I I ,  9:27)

Annika's interviews tended to be more of a reflective oral commentary on 

the recorded sessions. She represented herself very much as the teacher of 

literacy and found it 'interesting' to listen to the tape at one level though 

she was quick to comment that the children were 'unusually quiet' (Annika, 

I I ,  0:32), and added that some of the initial recorded sessions were not 

really typical of the average lesson.
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Four th e m e s  were  identified in the  da ta  se t  relating to Annika's  discourse:  

1) story reader ,  2) c o m p e ten t  t eacher ,  3) scaffold and  4)  good participant.

6.4.1. The Story Reader

Annika had included reading aloud as  a central  part  of her  pedagogy  when 

she  was a class te ache r ,  though  not so much since coming into the  role of 

suppor t  te acher .  During th e  course  of the  interviews she  spoke  of how she  

had considered he r  role as  story  reader / te l ler  from severa l  different points 

of view while reflecting on her  own practice. This allowed her to quest ion 

her practice in specific t e rm s ,  wondering w h e th e r  to stick closely to the  

narrative in the  book, or to allow the  children to s tray  off from the  story and 

on to o the r  topics.

How you deal with an aside and go off on ta n g en t s .  (Annika,
12, 0 :44)

Som e t im es  you never  know how far to go ... you'd never  
bring th em  back ... m aybe  you could take  note  of it and 
come back to it and acknowledge it? (Annika, 12, 0 :55)

Annika reflected on her  own skills in being able to use  dramat ic  express ion 

and  e n g a g e m e n t  when reading the  book. She  recognised how well the  

children engaged  with the  stories  and had responded  to them ,  before the  

actual  story reading itself began .  She then  looked a t  her  own re sponse  to 

the  story before returning to reflect on her  'per formance ' .  In doing so she  

was  document ing  several  layers of complexity of th e  reading aloud sess ions  

with the  children -  e n g a g e m e n t ,  responding,  sharing th e  story,  being aw are  

of herself  as reader ,  and  judging her performance.

In the  following excerp t  s eq u en ce  Annika looks a t  how well the  children 

responded  to the  pictures,  her  surprise  a t  their  re sponse ,  a co m m en ta ry  on 

her own en jo y m en t  of t h e  story,  being aware  t h a t  she  is not fully cognisant 

of all the  layers of unders tand ing  th a t  were  going on, before looking a t  her  

own performance  of the  s tory  and how it engaged  the  children,  and finally 

contextualising the  reflective exper ience  as en joyment .

They were  very good a t  reading the  pictures.  (Annika, 12,
9 :09)
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I w a s  a m a z e d  a t  t h e m .  (Annika,  12, 1 0 :0 6 )  

a n d  finally c o m m e n t e d  ...

... you know, I en jo y e d  it myself .  (Annika,  12, 1 1 :1 4 )  

t h o u g h  ...,

But  I d o n ' t  h a v e  all t h e  layers .  (Annika,  12, 1 2 :4 3 )

But ...,

I s u p p o s e  I can  be quit e  d r a m a t i c  in pa r t s .  You h a v e  to  do 
t h a t  for kids, real ly.  They  n e v e r  c e a s e  to  a m a z e  m e .  
(Annika,  12, 1 3 :0 8 )

a while la te r  ...,

Children a r e  a lw ays  defini tely in t e r e s t e d ,  r e a d y  to  listen ... 
t h e y  do  love to  h e a r  a s tory .  We all do really. (Annika,  12,
1 2 :4 3 )

Annika re f lec ted  on how h e r  t h o u g h t s  a b o u t  l i teracy had  d e v e lo p e d  

t h r o u g h o u t  h e r  in te rv iews.  S h e  had  b e g u n  by being quite  t e n t a t i v e  in 

descr ib ing  w h a t  s h e  t h o u g h t  w as  going on in t h e  read ing  a loud  s e s s i o n s :

Are th e y  t h e  kinds of  th ings  I shou ld  be  looking for? (Annika,
I I ,  0 4 : 1 1 )

W hen  I l i s t ened  back  to  it, no th ing  c a m e  out .  (Annika,  I I ,
9 :2 7 )

bu t  b e g a n  to  gain s o m e  conf idence  in d o c u m e n t in g  how w h a t  w as  

h ap p en in g  in h e r  read  aloud s e s s i o n s  f it ted in with h e r  own s e t  of  bel iefs  

a b o u t  l iteracy.

I like to  r ead  it t h ro u g h  a n d  g e t  t h e  gist  of  it for t h e m .  
(Annika,  I I ,  0 :4 6 )

I r ead  differently with d if ferent  g roups .  (Annika,  I I ,  1 :46 )

I look a t  t h e  l a n g u a g e  th e  day  before .  (Annika,  I I ,  1 :26 )

I m a k e  s u re  t h a t  it is su i ted  to  the i r  in t e re s t s .  (Annika,  I I ,
1 :41 )

I like the i r  mak ing  links. (Annika,  I I ,  1 :47 )

I like to  be c lea r  a b o u t  w h a t  I a m  doing.  (Annika,  I I ,  5 :4 3 )

W hen  I w as  read ing  th e  s to ry  I d idn ' t  h a v e  ob jec t ives .  
(Annika,  I I ,  9 : 0 1 )
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She consequently revised and clarified her thinking on an on going basis. 

This in turn led to the children behaving in a reflective way on what they 

were listening to and so shaped their engagement with the reading aloud 

process. Annika's literacy identity shapes and is shaped by her beliefs.

6.4 .2. The Competent Teacher

Annika recalled that as a very young teacher she had brought in short 

stories by Polly Devlin and Frank O'Connor and shared them with her sixth 

class pupils, but that, 'maybe now that I've gone into Learning Support, not 

as much' (Annika, 14, 23:23). She saw reading aloud primarily as 'a means 

of allowing the children to enjoy listening to story' (Annika, I I ,  1:26), and 

added that it was im portant that the story 'not be killed to death' (Annika, 

I I ,  6:26). Over the course of the first interview, Annika spoke of a very 

clear set of ideas about her practice around reading aloud.

She saw her own competence as a teacher of literacy as she reflected on 

her practice. She spoke of how her reading of story varied ....

Depends on the story, on your humour. Some of your 
questions are about literacy but I separate them out and 
reading stories is about pure pleasure. You're hoping that 
they will learn about life and about enjoyment. I don't think 
of it as reading somehow; you'd hope it might give them an 
interest in reading. (Annika, 13, 7:30)

Her confidence increased as she read to the children and reflected on what 

happened during the reading aloud sessions. She became more competent 

in talking about what she had done.

Listening to the shared reading I wondered were they 
learning anything? They had heard it before which was an 
advantage, they were all reading together and I was not 
looking for a polished performance. (Annika, 12, 0:44)

She was able to consider how it fitted into a view of literacy pedagogy that 

was at odds with the more traditional approach being developed as part of 

school policy. Her literacy identity here is more about her personal belief in 

her own ability to use story in order to teach the children.
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6 .4 .3 .  Scaffold

T h o u g h  Annika did no t  ta lk in t e r m s  of  scaffolding t h e  ch i ld ren ' s  learn ing ,  

s h e  did in fact  scaffold t h e  ch i ld ren ' s  e n c o u n t e r  with s to ry  t h r o u g h o u t  th e  

read ing  aloud .  S h e  a lso  scaf fo lded  th e i r  learn ing .  S h e  could s e e  t h a t  t h e  

read ing  a loud  s e s s io n s  con ta ined  valid t e a c h in g  a s  well a s  providing a 

c o u n t e r - b a l a n c e  to  t h e  ch i ld ren 's  e n c o u n t e r  with t h e  d a y - t o - d a y  cur r iculum. 

S h e  s p o k e  a b o u t  how t h e  learn ing t h a t  did t a k e  p lace  dur ing  t h e  reading  

aloud  se s s io n  offered t h e  po ten tia l  for t h e  children  to  learn s t r a t e g i e s  t h a t  

could t r a n s f e r  to  th e i r  c l a s s ro o m  learn ing .  S h e  s a w  m a n y  of h e r  pupils as  

having  to  s t ru g g le  t h ro u g h  the i r  c l a s s - b a s e d  work,  so  s h e  s aw  h e r  room  as  

a p lace  w h e r e  a m o re  re laxed  a n d  less  f ran tic  p a c e  of work  could t a k e  place.  

S h e  exp la ined :

... you h a v e  an  exp e c ta t io n  a s  a t e a c h e r  of read ing .  Well, 
cons ider ing  how o n e  little g roup  can  c o m e  in in S e p t e m b e r  
a n d  n o t  r ead  a word and  s e e  how t h e y ' r e  com ing  on,  it 's 
wonderfu l  really. I 'd be very  exc i ted  a b o u t  it, ve ry  exci ted  
a n d  th e y  c o m e  on and  if you j u s t  work  on t h e  s ight  
vocabu la ry  and  s o u n d s  and  gradual ly ,  g radua l ly ,  g radua l ly  
th e y  s t a r t  r ead ing  s imple  little books  ... it 's g rea t !  T hey  feel 
wonderfu l  being ab le  to  read .  I a m  no t  s u r e  w h a t  they' ll  g e t  
w h e n  th e y  a r e  t e s t e d  b u t  I g e t  ve ry  exc i ted  a b o u t  it; t h e y  
g e t  very  exci ted  a b o u t  it. (Annika,  14, 2 4 : 0 0 )

Here s h e  felt t h a t  t h e  chi ldren could al so learn a b o u t  learning.  Annika felt 

t h a t  it a l so  offered  t h e  children th e  e x p e r i e n c e  of  being success fu l  a t  a 

l i teracy t a s k .  Annika felt thi s  s u c c e s s  in fac t  scaffo lded  th e i r  learn ing in 

o t h e r  s i tua t ions .  'I d o n ' t  th ink of it a s  r ead ing  s o m e h o w ;  you 'd  ho p e  it 

m igh t  give t h e m  an  in t e r e s t  in r ead in g '  (Annika,  13, 7 :3 0 ) .

Annika u s e d  read ing  aloud a s  a m e a n s  of ge t t ing  t h e  children to  e n g a g e  

with l i teracy and  with the i r  learning.  S h e  felt t h a t  th is  w a s  an  im p o r ta n t  

f ace t  of h e r  role a s  a t e a c h e r  of  l i teracy.  S h e  s p o k e  a b o u t  t h e  scaffolding 

s h e  p u t  in place.

... I t ' s  very  p e rsona l ,  real ly it 's a g roup ,  a little family,  it's 
like a family like a m o t h e r  read ing  to  t h e  kids you know it's 
total ly ok; it 's a d if feren t  s e t  up in a w ay ,  t h e y  h a v e  t h e  
a d v a n t a g e  of en joy ing  t h e  i l lustrat ion.  (Annika,  14, 7 :3 5 )

Annika s p o k e  of  a specif ic inc iden t  t h a t  took  place  with an  in fan t  class  she  

w a s  superv is ing  while t h e  class  t e a c h e r  a t t e n d e d  a m e e t in g .  S h e  r ead  th e
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classic fairy tale 'Cinderella' to the class and was annazed at how much the 

whole class, boys and girls, responded to the story with questions and 

conversation and requests for more stories. These stories mattered to the 

children, they engaged with them and with Annie as the story reader.

This experience of reading fairy tales led Annika to recall tha t 'as a child, I 

loved fairy tales, very much really. I had forgotten how much' (Annika, 14, 

12:23). She fe lt that this early love for the fairy tale had given her an 

appreciation of story and that by making the experience available to the 

children she was opening up possibilities that their enjoyment of story could 

lead them to reading story themselves.

Annika then spoke about how her own experience of having her own 

learning supported by her aunt. This aunt had not jus t helped Annika at that 

particular time when she was struggling to understand a text, but, as 

Annika reflected on the experience, she believed that this experience might 

have been a very important part of her decision to become a teacher.

My aunt read the firs t couple of pages. We test children so 
much now and we are there to teach them after all. That 
aunt, she was a very bright wonderful woman -  I was 
average and she was so nice. I remember tha t and it have 
be answers to tha t book ... I was right in there ... maybe 
that's where it all stems from ...never thought of that before.
That absolutely makes sense because I know. (Annika, 13,
21:07)

6.4.4. The Good Participant

The researcher was aware of using specific research-related vocabulary 

such as 'data' and 'research' in his early conversations with Annika and so 

positioned her into a particular discourse situation that may initially have 

been new to her. Through her reflections, she gradually took on a role of 

co-constructor of the data, more confident and more competent in how she 

presented herself as a teacher of literacy in her school. She saw herself as 

having a very definite contribution to make to the data generation.

It's  not to burden them almost ... you have an expectation 
tha t they can read their readers but with a book it is a 
gentler thing. There is no pressure on them. It's  a more kind 
of ... it's an intimate thing more like a bed time story ... a
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time when they can chill out and it can be fun, you know, to 
enjoy it more than helping them to read ... something that 
they deserve. When you talk about literacy, I  w onder If 
you w ant me to ta lk  about literacy ... the technicalities of 
reading? (Annika, 13, 3:33)

Here (statement in bold type) Annika directly addresses the researcher as 

reader and situates herself within the research. She questions her role so as 

to ensure tha t she is making an appropriate contribution. This can be

viewed as Annika engaging in a hermeneutic process of looking at her

contribution in relation to the bigger research process and trying to fuse her 

horizon of understanding (Gadamer, 1993) with tha t of the researcher.

Annika moved from talking about herself as a teacher of literacy trying to fit 

everything into a lesson

... it's frantic to fit it all in, in a class, but I love that I am
doing it [reading aloud] with them. It's  the only way to go.
(Annika, 14, 18:48)

towards talking about herself as a co-constructor of data.

I'm  always saying am I doing too much talking and would 
you jus t get on with the story. But maybe I do that more 
when you're here because in a sense I don't want it over in 
two minutes, after you going to the trouble of coming in, you 
know? (Annika, 14, 6:67)

Annika talked about the books of her childhood that she characterised as 

'dull publications' (Annika, 13, 12:49) and contrasted this with the quality of 

the books available for children today.

Such beautiful books and we still don't read enough to the 
children. We all need to see the value of them. (Annika, 13,
13:40)

By the end of the data generation, a much more assured Annika was able to 

take up one position and evaluate it by examining it in light of her fuller 

knowledge and change her thinking.

There are some times when I would read all the time, then I 
know I am slipping as I do my homework [reflecting] there's 
nothing but positive because when you are reading aloud to 
children, they love it. Their faces light up so they are in a 
good place. (Annika, 14, 20:50)
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Annika also showed her assurance in questioning the researcher ... a change 

from the more deferential Annika seen in earlier data sets.

I asked a boy in First Class ... am I straying here? I wasn't 
sure if tha t was one of your questions, was that what you 
are asking? (Annika, 14, 16:00)

Again, Annika is aware of her role within the research and checking tha t she 

was 'on task'. Finally Annika, in considering her experience of taking part in 

the research, voiced her feelings of her role as literacy teacher;

As a teacher of reading ... well, considering how one little 
group can come in September and not read a word and see 
how they're coming on, it's wonderful really. I'd be very 
excited about it, very excited ... and they come on and if you 
jus t work on the sight vocabulary and sounds and gradually, 
gradually, gradually they start reading simple little books ... 
it's great! I am not sure what they'll get when they are 
tested but I get very excited about it, very excited about it. 
(Annika, 14, 24:00)

6.5. How did authoring her Literacy Teaching 

In fo rm /T ra n s fo rm / Reform Annika's Literacy Identity?

Practice Writing

Hero
Guitt

Competent Teacher 
Story Reader 

Scaffold
Discourse

Good
Participant

Figure 6.4: Themes found in analysis of Annika's practice, w riting and discourse

Annika authored her literacy identity in her practice, in her writing and in 

her discourse. Three themes, common to each of the data sets, are 

suggested by the analysis: 1) competent teacher, 2) story reader, and 3)
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scaffold. Under 'Practice,' 'story reader' and 'scaffold' have been combined. 

One theme, 'good participant' was found in two data sets, while 'gu ilt ' and 

'hero ' were found in one data set each.

6.5.1. Synthesis of Themes: The Competent Learning Support 
Teacher

Competent
Teacher Good Participant

Story Reader
Th e  C o m p e te n t L e arn in g  S u p p o rt Teachjji.

Hero

ScaffolG Guilt

Figure 6.5: Synthesis of them es found in analysis of Annika's data

All six themes from the analysis of Annika's data can be synthesised under 

one main heading: 'the competent learning support teacher.' Each of the 

themes, competent teacher, story reader, scaffold form an understanding of 

the core elements of good practice around Annika's identity as a Learning 

Support Teacher. The other three themes, guilt, hero and good participant, 

add yet another set of layers of understanding to the complexity of how 

these themes each contributed to Annika's literacy identity, so tha t all six 

themes provide layers of understanding of tha t identity.

Annika constructed an identity as a very competent user and teacher of 

literacy. Her literacy identity was tha t of a confident practitioner. She had a 

deep understanding of the reality of the children's lives and was able to 

map her teaching on to the learning needs of the pupils. Her reflections 

allowed her to articulate her thinking and to document what she knew about 

her practice. This led to her being able to clarify her beliefs, question 

existing practices and change her own practice. Her literacy identity was 

about her personal belief.
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Annika identif ied he rse l f  a s  conning f rom a h o m e  w h e r e  books ,  poe t ry  and  

music  w e re  an  integra l  pa r t  of  h e r  growing  up.  Books  fo rm e d  a cent ral  pa r t  

of h e r  life both  inside and  ou ts ide  of  school .  S h e  w as  e x p o s e d  to  w h a t  w a s  

perce ived  a s  t h e  b e s t  quali ty l i te ra tu re  a s  a child. S h e  s a w  h e r  e x p e r i e n c e  of 

being t a u g h t  l i teracy in school  a s  a 'p r iv i l ege '  (Annika,  LH S, 31) ,  and  t h a t  

h e r  being ab le  to  m a k e  l i teracy avai lab le  to  t h e  chi ldren in h e r  school w as  

p a r t  of  t h a t  on -go ing  privi lege.

So,  s h e  c h a m p io n e d  books  a n d  t h e  read ing  of books  and  e n c o u r a g e d  th e  

children to  e n t e r  into d ia logue  with h e r  a b o u t  t h e  books ,  and  in doing so ,  to 

acqu i re  t h e  l a n g u a g e  n e c e s s a r y  for  l i te rate discuss ion .  S h e  did,  how eve r ,  

recall h e r  own ch i ldhood read ing  of  comic  books  a n d  of  loving to  read  books  

by Enid Blyton.  S h e  w e n t  on to  read  both  Irish and  world fiction a n d  to 

a p p re c ia te  t h e  learning t h a t  s h e  had  had  in e n c o u n te r in g  g r e a t  w orks  of 

l i te ra tu re .  S h e  f irmly bel ieved t h a t  chi ldren should  r ead  books  t h a t  m a t t e r  

to  t h e m ,  books  t h a t  r e s o n a t e  with th e i r  lives and  t h a t  g e n e r a t e  t h e  

r e s p o n s e  within t h e  children to  r ead  m o re ,  'I m a k e  s u re  t h a t  it is su i ted  to 

the i r  i n t e r e s t s '  (Annika,  I I ,  1 :41 ) .

From th e  very  s t a r t  of  h e r  c a r e e r  a s  a t e a c h e r  s h e  p r o m o t e d  books  and  th e  

read ing  of books  a s  a core  a s p e c t  of  h e r  ident i ty within t h e  school .  S h e  read  

daily to  h e r  c la sses .  As a t e a c h e r  and  a t e a c h e r  of  l i teracy,  Annika w a s  a 

c o m p e t e n t  p rac t i t ione r  of h e r  craft ,  with a high level of bo th  a c a d e m ic  and  

pract ical  craf t  know ledge  and  skills (Day,  2 010 ) .  Annika identif ies  herse l f  in 

t h e  school  a s  a p r o m o t e r  of  l i teracy,  a s  l ibrarian,  a s  a d v o c a t e  a n d  as  

t e a c h e r .  S h e  ta lked  to  t h e  chi ldren a b o u t  books .  S h e  p ro m o te d  l i teracy 

within t h e  school  to  both  s ta f f  a n d  pupils and  o u ts id e  t h e  school  to  t h e  

p a r e n t s  and  wider  school  co m m u n i ty .  S h e  herse l f  w a s  a ded ica te d  weekly  

public library u s e r  with ideas  a b o u t  w h a t  kind of a r e a d e r  s h e  shou ld  be and  

w h a t  kind of  a r e a d e r  s h e  in fac t  was .  S h e  did no t  include a n y  kind of digital 

l i teracy in h e r  defini t ion of  w ho  s h e  w a s  a s  a r e a d e r  nor  did s h e  refer  to  

te chno logy  of  any  sor t .  For h e r  l i teracy w a s  def ined  a s  read ing  and  writing 

in e i th e r  English or  Ir ish.

Annika 's  p ro fe s sed  bel iefs a b o u t  l i teracy and  l i teracy t e a c h in g  a r e  s t a t e d  in 

clear ,  u n a m b ig u o u s  t e r m s  in t h e  d a t a  g e n e r a t e d .
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These  children s ta r ted  learning suppor t  having taken  the  
Middle Infants  Screening Tes t  in April. For th a t  final t e rm  
(they were  in Senior Infants)  then  I did le t te r  sounds ,  
formation of let ters  and  dictation of very simple sen ten ces .  I 
read 'big'  books but they  were  not reading a t  all a s  they  had 
practically no word recognition.  For the ir  first t e rm  in First 
Class we continued working on le tte r  sounds ,  g rad u a ted  to 
blends  and  digraphs and did much work on teaching of sight 
words.  They then  s ta r ted  to read 'big books '  -  very simple 
ones ,  with me. This ground work is paying off and  they  have  
s ta r ted  to ' read ' .  (Annika, Rf3, 19-26)

However ,  she  does  t e m p e r  this with the  idea of recreating ' th e  bedtime 

s to ry '  (Annika, 13, 3 :33)  a s  a m e tap h o r  for th e  kind of exper ience  t h a t  she 

ideally wan ted  the  children to en coun te r  when they  have  a story read to 

th e m .  This has  a clear re sonance  with he r  own m em ory  of being read to, 

which she  described as  'p u re  heaven '  (Annika, LH H, 13), but it was  also 

e m b e d d e d  in her beliefs ab o u t  giving the  children an exper ience  of 'pure  

p leasu re '  (Annika, 13, 7 :30 ) ,  as part  of he r  pedagogy  and practice and  as 

pa r t  of the  benefits  th a t  she  perceived to com e from reading aloud (Annika, 

Rf3, 19-26).

Annika c rea ted  a 'democra t ic  learning space '  (Magrini, 2010)  in which the  

children could function. Within this 'com m uni ty  of practice '  Annika 

em p o w ered  the  children by giving th em  ' li teracy knowledge'  th roughou t  

each  reading session.  Literacy-related vocabulary  such as  'au thor ,  

i llustrator,  and  publisher '  was  used to familiarise the  children with the  

l i te racy-re la ted vocabulary and to invite th e m  into a particular literacy 

dialogue.  Though she  was  clearly in charge  of the  communi ty  of practice, 

Annika positioned the  children into being co-const ruc tors  of the  narrative.  

She  so u g h t  to c rea te  a safe  space  for this exploration of narra tive ,  one  akin 

to a bed t ime story. She shared  the  reading aloud with th e  children but also 

sh a red  in meaning th a t  was  arrived a t  in unders tand ing  the  story.  She 

suppor ted  th em  in how they  constructed  the ir  individual m eanings  of and 

a round  the  stories.

Annika was  a very involved participant in th e  research  process .  She 

welcomed me into her teaching space  and allowed me to forge my own 

relationships.  She saw herself  as  having a very definite contribution to 

m ak e  to the  da ta  generat ion.  She began  with a very ten ta t ive  idea of who

197



she  was  as  par t  of the  re search .  She  took on a role of a co-constructo r  of 

the  da ta  th rough her  reflections, so she  b ecam e  more  confident and more  

co m p e ten t  in how she  p re sen ted  hersel f  as  a t e ac h e r  of literacy.

Annika reflected on and  spoke  abou t  those  individuals who inspired her  to 

become,  and to be, literate.  These  included her g randfa ther ,  her parents ,  

her aunt,  and certain t e ac h e r s  she  had in second-level  school. The const ruct  

underlying this inspiration might be seen  as  literacy being som ehow  gifted 

to her by th e se  people,  t h a t  they  opened  her  up to becoming a ' b e t t e r '  kind 

of l iterate person. Annika had becom e a source  of inspiration in he r  own 

right within her school and communi ty  and  had an identity as s o m e o n e  who 

had both the  knowledge and the  passion to m ake  literacy a desirable 

practice for pupils and their  parents .

Annika's role as  suppor t  t e a c h e r  was  very clearly defined when she  recalled 

her aun t 's  suppor t  for he r  own reading of 'Hard Times '  when she  was in 

secondary  school. She  recalled in detail how she  had st ruggled with the  

book and th a t  her aun t  had painstakingly taken  her th rough the  first couple 

of chapters ,  explaining who the  charac te rs  were and  wha t  their  role in the  

book was,  and giving her  a general  overview of the  book. In this way she 

was  supported  by her  a u n t  in her  en coun te r  with the  narrat ive and  so was 

able to make  sen se  of it. When she  was considering her own practice as 

school librarian of going around the  c lasses  and introducing the  books  to the  

children, reading the  first ch ap te r  and  telling th em  in broad t e r m s  what the  

book was about,  she  m ad e  a s p o n tan e o u s  connection with he r  childhood 

encoun te r  with 'Hard Times' .

Annika wrote abou t  how she  felt guilty when document ing  her current 

literacy practices.  Though she  was  a regular library user ,  she  re turned  most 

books unread. She  felt t h a t  she  needed  to belong to an organised  reading 

group in order  to discipline herself  into being a ' b e t t e r  reader ' .  She was a 

n ew spaper  r eader  but felt th a t  this was  not quite all she  should be reading. 

So, part  of the  literacy identity was  th a t  a certain s tandard  n eeded  to be 

set ,  and in her  case  she  felt she  did not reaching it.

Annika felt th a t  she  did not en g ag e  in written reflective practice as  a m a t te r  

of course.  She  found it initially difficult to know what  ' reflection'  looked like, 

but as  the  data  genera t ion  p roceeded  she  used her written reflections as  a
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kind of menu  for discussion during th e  interviews. It was  in th e se  

interviews th a t  Annika took the  opportuni ty  to reflect on her practice over  

th e  course  of the  data  generation.  She  moved  from a position w here  she  

saw the  reading aloud as a m e an s  of consolidating reading skills r a the r  than 

an end in itself. She  saw reading aloud primarily as  'a  m e an s  of allowing the  

children to enjoy listening to s tory '  (Annika,  I I ,  1 :26)  and added  th a t  it was  

impor tan t  th a t  the  story  'no t  be killed to d e a th '  (Annika, I I ,  6 :26) .

However,  by the  end of th e  data  genera t ion  she  did come to conceive of 

reading aloud a s  something  tha t  facilitated t h e  deve lopm en t  of a less formal 

dialogue be tween  the  children and herself , and not someth ing  t h a t  needed  

to be planned tightly for, when I was  reading the  story I didn' t have 

object ives '  (Annika, I I ,  9 :01) .  In this she  could be seen  as  adjust ing her 

unders tanding  of the  read aloud process  to gain a new insight into a 

practice th a t  she  had been using for many  years .  She  saw the  book as  an 

ideal conduit  for developing the  children's  vocabularies,  the ir  s e n s e  of story 

and their  s en se  of the  world.

I asked  the  children to su g g es t  words  beginning with 'sp' .
One child vo lunteered 'spindle '.  I w as  very im pressed  th a t  
she  knew this word as  English is not he r  first language  and 
asked  her  how she  knew it. She  said t h a t  the  language  
t e ac h e r  in the  school had read the  story of 'The Sleeping 
Beauty'  with her and th a t  is w here  she  'm e t '  the  word 
'spindle' .  I m ade  a fuss of her  and told th e  Principal abou t  
how she  knew this word (in her p re sen ce  of course).  I told 
the  language te ac h e r  how impressed  I was  as  well. I think 
giving positive feedback in this way is probably more  
effective in getting t e ach e rs  to read to their  c lasses  than 
trying to convince them  of its value. (Annika, Rf5, 51-57) .

Annika told how she  was  able to challenge a School Advisor as  to wha t  was 

best  practice in relation to her  own school. This was  someth ing  th a t  she  

never  though t  she  could have  done but felt th a t  she  now had enough 

confidence in what she  had to say.  This w as  less the  'voice of d is sent '  and 

more  the  voice of the  co m p e ten t  learning suppor t  t e ac h e r  emerging  from 

Annika's reflections. This b ecam e  visible when Annika began to talk abou t  

the  importance to her of spending t ime with books and with reading aloud 

to the  children even if it was a t  th e  e x p e n s e  of not spending t ime on 

com pu te r -gene ra ted  phonics p ro g ram m es  and  o the r  initiatives t h a t  were 

designed to raise s tan d a rd s  across  d isadvan taged  schools. For Annika the
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children mattered more than the implementation of programmes. She felt 

tha t her engagement in reflection on her own practice had given her the 

courage and conviction to make a stand in relation to literacy policy in her 

school.

6.6. Conclusions

Compeiwil story Tel«f ScaffoW Good Patlicipant Hero Gu«
Teacher

A

Figure 6.6: Layers of understanding found in analysis of Annika's data

The six themes found in the data m ight best be understood as a series of 

laminations or layers tha t could be structured like a series of lenses (see Fig 

20 above) through which Annika's authoring of her literacy identity, in her 

practice, in her writing and in her discourse, could be understood. While 

each layer is in fact a horizon of understanding on Annika's literacy identity, 

it is in the fusion of these horizons that Annika's literacy identity as a 

competent learning support teacher is realised.
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7. Case Study 3: Brian

The following chapter presents a case study on Brian (pseudonym), a fifty - 

four-year-old veteran teacher working in a single-sex urban prinnary school. 

Brian was very enthusiastic about engaging in the research, and saw it as 

presenting him with an opportunity to improve his classroom practices. As 

with the other case studies, some background information is given about 

the teacher and his particular working situation. A hermeneutic analysis was 

carried out on the data sets in order to gain an understanding of how Brian 

authored his literacy identity, in his classroom practice, in his written 

histories and reflections, and in his discourses and interviews.

Themes were identified in and across the three data sets: a) Brian's 

classroom practice, b) Brian's written histories and reflections, and c) 

Brian's interviews. The analysis of these themes offered an understanding of 

Brian's literacy identity (see table below). Detailed, rich, dense descriptions 

are presented of the analysis of the data generated.

Practice W ritin g Discourse

1 Competent teacher Competent Teacher Competent Teacher

2 The Good Participant The Good Participant The Good Participant

3 Story Teller Story Teller Story Teller

4 The Literate Man The Literate Man

5 The Hero The Hero

6 Traditionalist

7 Dissident

8 Reflective Practitioner

9 Parent

Table 7.1: Themes in analysis of Brian's data

All in all, there were nine separate themes or layers of understanding 

identified in the data generated with Brian. Three layers of understandings 

are common to all three data sets: 'competent teacher, the good participant
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and story teller'. The themes of' 'hero', and 'the literate man' were each 

found in two of the data sets, while 'reflective practitioner' 'trad itionalist,' 

'dissident' and 'parent' each emerged as themes in one data set. Each of 

the themes in each data set will be discussed in the following sections and 

the final section will synthesise these themes to delineate Brian's literacy 

identity as 'authored in the data' (Svard & Prusak, 2005:18).

7.1. Rationale and Background

Brian worked with five First Grade boys, Ciaran, Colm, David, Ryan and 

Shay (all pseudonyms), during the generation of data. Brian self-identified 

as a veteran teacher with over th irty-five  years teaching experience, twenty 

of them in his current setting. He had worked after school, for several 

years, as a part-tim e teacher of English and Mathematics in a private grind 

school. He had a lifetime passion for and interest in training Gaelic football 

teams, something he engaged with both in the school and within his home 

community where his own children were heavily involved in playing sports.

Brian completed a Masters Degree while in the US on a career break in the 

late 1990s. He spoke about how had found 'a ready home within the Whole 

Language Movement' and became a 'sworn-up member of the read aloud 

club' (Brian, 13, 23:40). He said that he was particularly influenced by the 

research work of Ken and Yetta Goodman (Brian, 13,15:35).

To remain true to the hermeneutic framework of the study, the researcher 

acknowledged his personal bias in favour of the 'Whole Language 

Movement' when analysing these data. The research work of the Goodman 

& Goodman (1979) had also underpinned the researcher's own work as a 

teacher. The researcher had to reconcile his own beliefs with Brian's. In 

this way the researcher was able to emulate what Smith (2007) posited:

I have moved from a point where I am the focus to one 
where the participant is the focus as I attend closely to the 
participant's story, facilitate the participant uncovering 
his/her experience. (Smith, 2007:6)
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7.2. Brian's Literacy Identity  in Practice

Each of the read aloud sessions followed a sinnilar pattern. Brian described 

this pattern as, 'the classic formula ... general chat, some conversation 

about the book, some prediction work followed by reading followed by 

prediction and more reading and so on' (Brian, 13, 12:37). He 

contextualised the reading sessions by explaining the researcher's presence 

to the pupils as, being someone, who 'wants us to read a book and have a 

little chat' (Brian, R3, 0:13).

Sipe's (1998) 'conceptual framework' was used initially to analyse the data 

generated in the story reading sessions. Sipe's categories were reorganised 

and renamed to more accurately describe and reflect the themes emerging 

from the data analysis.

The Competent Teacher

The Good Participant The Story Teller

Figure 7.1: Themes found in Brian's Practice

Three themes emerged from the data set on Brian's practice: 1) competent 

teacher, 2) the good researcher, and 3) the storyteller. These three themes 

were not discrete but rather overlapped and intersected with one another.
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7.2.1. The Competent Teacher

The concept of 'trad ition ' was very im portant within the school culture -  

many of the pupils were sons, nephews, or grandsons of former pupils of 

the school. The school history was celebrated throughout the school with 

visual displays of the achievements of form er students. All the children were 

taught how to shake hands and introduce themselves formally to visitors to 

the school.

Brian described himself as 'a plain m uinteoir naisiunta (national teacher) at 

heart' and of having 'old-fashioned values both personally and educationally 

which were based on a very strong work ethic with regard to teaching' 

(Brian, 14, 12:52). He saw his role as

[c]reating a big dynamic as in where you interest children 
who want to read rather than because they have to do it.
There has to be a place for [th is kind of] casual reading with 
the children. (Brian, R4, 17:29)

Brian constructed himself as a very competent and accomplished teacher. 

He carried out detailed assessments of the children and had drawn up 

comprehensive individual teaching programmes to support each child's 

literacy needs. He had a very clear philosophy about his role as a literacy 

teacher which was based on 'The Whole Language Movement' (Smith, 

1985; Goodman, 1996) though he used more 'traditional approaches' in his 

actual teaching of literacy. He spoke about how a 'successful child, using 

logic and reasoning, could arrive at the same story as was in the text' 

(Brian, R4:19:39), and saw his role as leading the child to understand the 

story as presented in the book rather than for allowing multiple 

interpretations of the text to emerge from the reading aloud sessions. He 

scaffolded the single interpretation of the text by having the children 

answer questions that mainly dealt with recall of the story events. All 

correct answers were acknowledged:

She loves cats, but do you th ink there m ight be a problem 
with so many cats? (Brian)

Yeah because there are too many cats she won't know what 
to do with them (David)

What's going to be the biggest problem? (Brian)
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And there's another problem, they m ight wreck the flowers 
(David)

Some could be vicious and some might not be (Ciaran)

Yes, yes, any other more serious problem? (Brian)

She won't have cat food for them (Ciaran)

Yes, yes, tha t is the big one. Well done. She'll need a special 
cat food factory to feed all those cats. That would be her 
problem. (Brian, R4, 15:20)

In this way, Brian regulated how learning and teaching were structured 

within the learning support room and so shaped a community of practice 

(Wenger, 1998) within a particular set of parameters. Within the Learning 

Support Room, the children were assigned specific seats and rules were 

made clear and explicit as to how they were expected to behave within this 

community of practice (Wenger, 1998). During the reading aloud sessions, 

the rules were regularly revised and Brian would remind the pupils about 

how they were to engage with the narrative:

Hold on a second now! I'm  asking you a question because I 
want you to concentrate on the question. You can look at the 
pictures later on. (Brian, R4, 21:15).

Brian also managed the pupils' participation in the reading of the story.

When I come to some of these (chorus sentences) I want 
you to jo in in, now. (Brian, R3, 17:28)

Brian chose the books to be read to the group, with great care. The choice 

was based on Brian's appraisal of the potential learning tha t could was 

made available to the children. This was how both the community of 

practice (Wenger, 1998) and the literacy act was shaped -  literacy and 

books were being made visible as desirable entities and desirable practices 

were built up around them. Expectations were set not only as to how the 

boys were to behave within the group but also as to how they were to 

represent themselves as code breakers and as text users (Luke & Freebody, 

1999). Brian led the reading aloud. He dealt with the children mainly on a 

one-to-one basis with very little opportunity being afforded to them to 

respond to one another or to him as a group. He invited the children to
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b ehave  like readers  and to read aloud with him as  a group as  he passed  his 

f ingers over  the  text.

Tacit book knowledge was  reinforced a t  the  s ta r t  and a t  the  end  of every 

reading session.  Book-related vocabulary  such as  ' au thor ,  i llustrator'  and 

'publisher '  was  used  and frequent ly  revised when talking abou t  books. 

When reading the  story  to th e  children, Brian positioned the  book so as  to 

e n su re  t h a t  each child had a clear view of both th e  image  and the  text.  He 

rarely m ad e  re fe rence  to th e  images  while reading. He took ad v an tag e  of 

any  teaching opportuni t ies  a s  they a rose  ...

S ee  tha t  word /w ou ldn ' t / ;  w ha t  is it m ade  up of? (Brian)

No reply.

Look, it is m ade  up o f / w o u l d /  and  ... I t 's  m ade  up o f /w o u ld /  
and the  let ters  'n '  a n d ' t '  ... w ha t  is missing? The word / n o t /  
is missing and an a p os t rophe  is used before the  'n '  and the  
' t '  so th a t  the  'o '  has  been taken  out.

What o the r  words  have  we like th a t?  (Brian, R2, 9 :45)

Brian synopsised the  story at  regular intervals to facilitate the  children's 

unders tanding .  Though questions  were  asked  of the  children,  the  quest ions  

were  very much focused on recalling the  narrative.  When children did 

specula te ,  they  were  gently brought  back to the  narrative.

What  is Mrs O' Malley going to do? (Brian)

She will whack the  alligator in th e  face (Ciaran)

Would you really whack an alligator in the  face? (Brian)

No, cause  he would bite your ea r s  off (Colm)

So what would you do? (Brian)

Whack it with a piece of wood (Ciaran)

I think she  should send  for the  Zoo k eepe r  (Shay)

Now th a t  would be a good idea,  wouldn ' t  it? (Brian, R2,
1 1 :0 2 )

This is one of many exam ples  in th e  da ta  where  the  children's  speculations  

were  shaped  by a ser ies  of ques t ions  from the  teacher .  Som et im es  the  

specula tions  were  joint  construct ions  be tw een  the  te ac h e r  and  the  children
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tha t led to a higher level o f abstraction. Again, in this way, Brian was 

shaping a particular community of practice, (Wenger, 1998).

Why is it in black and white? (Brian referring the children to 
the illustrations in the book)

That's how she drew them (Ciaran)

Years ago they did not have colour TV, only black and white 
(Colm)

That is true. But even that time they used to do colour 
picture books and used colour plates for the picture books 
but she went for black and white. (Brian, R4, 9:26)

Brian helped the children clarify the ir thinking on several occasions.

Why does he change his name? (Brian)

He puts the pants on (Ryan)

What does he change his name to though? (Brian)

Elepant (Ryan)

Good, what letters did he take out? (Brian, R3, 8 :21)

At this point in his reading of the story, Brian went to the whiteboard and 

showed the boys how the words /e lephant/ and /pants / are combined into 

the word /e le -pant/. In this way Brian scaffolded their understanding of the 

word play used throughout the book by the author. Brian repeated how the 

word play worked in subsequent sets of word plays in the story. In this way 

the boys got to see how the word play was structured.

Other instances of Brian's helping the children to clarify the ir thinking were 

evident in the data. Brian accepted that the children could offer predictions 

and possibilities that were outside of the meaning tha t he saw in the story. 

However, Brian believed it was im portant to bring the pupils' attention back 

to the context of the narrative being read.

And now someone has scampered ... have you noticed who 
has scampered? (Brian pointing to the picture)

The girl (Colm pointing to the picture)

Who has scampered in the picture (Brian)

The cat (Shay)
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Good lad. Where Is the cat now (Brian)

He is probably in next-door neighbours (David)

But have a look, have a look! (Brian, again pointing to the 
picture)

He is on top of the house (Ciaran)

Good boy Ciaran. He's on top of the house, isn't he? Where 
did he go from? He went from the tree, didn't he? (Brian)
(Brian, R2, 13:35)

Brian preferred to adopt what he called a 'humanistic' approach (Brian, 14, 

and 20:02) to his work. He incorporated the practice of reading aloud into 

his support teaching as part of his pedagogy. He saw Learning Support as 

being 'slowly colonised by a more forensic approach to support teaching 

involving computer-generated programmes and learning targets' (Brian, 14, 

23:02). He perceived himself as 'more suited to an older system of learning 

support' where story reading could be used as a vehicle for a variety of 

purposes and where he would never become 'a slave to technology' (Brian, 

14, 24:21). He charted his own philosophy on teaching reading as ...

... it was a case of working out a system of my own. This 
system was based on an early acquired belief that teaching 
reading should involve much preliminary oral work to 
establish children's prior knowledge of the topic being read, 
some vocabulary development and on going oral questioning 
to monitor and improve comprehension. (Brian, Rf, 39-44)

7.2.2. The Good Participant

Brian shaped his participation in the research in a very particular way. He 

physically positioned the researcher at a table away from the group so that 

the researcher was clearly in an observer role and so Brian centred the 

research on himself and on the children. He had a very clear idea as to how 

he wanted to structure his participation in the research. He characterised 

this as being 'both spectator and audience' (Brian, 12, 21:57). He saw the 

researcher's role as seeking to 'excavate the influences tha t made me the 

teacher I am' (Brian, 13, 9:26).
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Brian had carefully considered his own beliefs about literacy teaching. He 

had a wide knowledge of children's literature both as a parent and as a 

teacher. He was aware of his place in the research and said tha t he was 

'keeping some books in reserve for some of the read aloud sessions in the 

hope that you [the researcher] m ight not be fam iliar with them ' (Brian, 13, 

26:09). In this way he adopted the role of 'the good participant' in the 

generation of data. He mapped both his written reflections and his 

interviews very closely onto the recording of the teaching sessions. Thus he 

constructed a literacy identity for himself as the knowledgeable participant 

who knew what he was doing and how to do it.

7.2 .3 . The Story Teller

Brian's reading aloud of the stories was dramatic. The pace of the reading 

was slow and very deliberate. He made great use of his voice and imbued 

each character in the story with a particular register, usually signified by 

tone rather than by accent. The volume of his voice was also used with 

good effect as were abrupt pauses and stops. In repeat or chorus passages 

where Brian invited the children to join in with the reading, it was he who 

set the pace of the reading and the children read along with him. He was 

fam iliar enough with each of the books not to have to continually refer to 

the text and so could maintain eye contact with the pupils. Each of Sipe's 

conceptual categories (reference) was evident in how Brian read the stories.

Brian acted as a 'tou r guide to the book' (Sipe, 1998:377), or 'docent' 

(Serafini, 2011:28), scaffolding the children to find their ways around the 

story while validating/modelling the kinds of literary behaviours tha t he 

wanted the children to imitate.

Did any of you see this story before? I f  I showed you the 
cover, what would you think? Before you, we read this, what 
would you think it is about? (Brian, R l, 54)

Mediation of the narrative took place at regular intervals throughout the 

reading when Brian stopped to 'take stock' and revise the content and 

sequence of the story up to that point, and so contextualise the remainder 

of the story.
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Now we won 't  spend too long a t  this ... it is too good a story 
to be breaking up. (Brian, R3, 10:31)

Mediation of th e  story was  also seen  in the  way Brian positioned the  

children into adopt ing particular s tan ces  within the  story.

I am  gett ing a little worried abou t  wha t  he is going to do!
(Brian, R4, 17 :59)  ... indicating to the  children t h a t  the  
p ro tagonis t ' s  behaviour was  going to have  consequences  
t h a t  they  should be thinking about.

Brian s e g m e n te d  each book into 'ep isodes '  usually ju s t  as  something  was  

abou t  to happen  in the  story.  Each episode was  followed by a series  of 

ques t ions  leading to d iscuss ion /com m ent  abou t  wha t  had happened  and 

predictions ab o u t  wha t  would happen  next. In this way the  role of 

storyteller  was  a very powerful position t h a t  moulded and  shaped  the  

narra tive  as  it unfolded.

Brian modelled a particular s e t  of re sponses  to the  story and so advan tag ed  

a particular kind of literacy exper ience  where  the  t e a c h e r  was  in charge  of 

and directing th e  'com m uni ty  of practice '  (Wenger ,  1998).  Brian used 

quest ioning  techn iques  to have  the  children exper ience  the  t ex t  in a 

particular way while not promoting any alte rnat ives .  Brian shaped  the  kind 

of literacy he wan ted  the  children to exper ience.  He positioned himself from 

the  very beginning of the  da ta  generation a s ' b e i n g  in charge ' ,  saying,

I like to have  at  least  four boys in the  group when I am 
teaching  -  particularly when I 'm reading a story to th em  and 
they  are  listening. I choose  th e  story carefully so t h a t  it is a 
good story.  (Brian, R2, and  0 :42)

7.3. How Brian Represented his Literacy Identity in his Writing

As with th e  o th e r  t e ac h e r s  taking part  in the  research ,  Brian produced ten  

individual pieces of writ ten work, th ree  as  part  of his literacy history (hom e 

and school histories and his current  practice) and  five pieces of written 

reflection, four on th e  reading alouds and one on his overall exper ience  of 

taking par t  in t h e  re search .  He was  the  only participating te ac h e r  to include 

a s e p a ra te  account  of his initial t e ac h e r  education (Rf, ITE) and on his 

cur ren t  thinking in relation to literacy teaching  (Rf, T). These  were  read and
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'listened to ' on several occasions, typed up and line numbered by hand. Six 

themes emerged from the analysis: 1) competent teacher, 2) the good 

participant, 3) story teller, 4) traditionalist, 5) hero, and 6) the literate man 

(see figure 22).

Brian constructed a very detailed account of life in rural Ireland in the late 

1950s in his literacy histories about home and school. His narrative 

resonates with memoirs/social histories written by authors Brian held in 

high esteem, such as 'Memoir' (McGahern, 2005) and 'To School Through 

The Fields' (Taylor, 1994). Both literacy histories and reflections took on a 

form reminiscent of edited essay volumes such as 'Sunday Miscellany' (Ni 

Aniuain, 2009). His histories were carefully crafted narratives that

contained a lot of really specific detail, which anchored them to a very 

specific time and place.

The Conpeieni Teacher

The StD^ Te le*̂

The Good PartiOMni

Iterate Man

Figure 7.2: Themes found in Brian's W riting
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7.3.1. The Competent Teacher

Brian portrayed himself as a very competent teacher of literacy. He said 

that he had been very impressed by one of his firs t lectures in college when 

he was told that any child who left school w ithout the ability to read would 

be a 'social cripple' (Brian, T L, 19-20). This statement had remained with 

Brian throughout his career. I t  provided him with a context for his own 

aspiration that 'each child in my class gets to a level of literacy that would 

enable them to become more useful members of society' (Brian, Rf T, 21- 

22).

Brian fe lt that, overall, his Initia l Teacher Education Programme had not 

really prepared him to teach literacy and said:

However, I believe tha t the way I was taught myself in 
school and some of the teaching practice, had a much 
greater influence on me than any rules/principles I might 
have learned in my initial teacher training programme 
(Brian, Rf ITE, 16-18)

Brian had put a lot of work into developing himself as a teacher of literacy 

and commented: 'However, I would say that some principles of good 

practice emerged from the amorphous pile of educational theory/practice 

that was thrown at us' (Brian, RfT, 13-14). These included, knowing the 

children and the materials they are reading, developing vocabulary and 

building word-decoding skills. Brian concluded that his 'these principles ... 

have stood the test of time and only the concept of 'reading readiness' 

being supplemented by the notion o f'em ergent readers' (Brian, RfT, 3-14).

Brian showed how these beliefs had developed and expanded over the years 

and that he was now a knowledgeable teacher of literacy.

A story isn't a story until a reader takes it up, basically.
What you bring with your background knowledge, your 
whole schema, is filtered through your background ... my ... 
for a more mature reading of the story may take you 
straight to the story where as a child may really ... doesn't 
have those experiences and they have to work through some 
of the hypotheses. (Brian, 12, 4:07)

He used his own personal philosophy to position himself as a teacher of 

literacy. Quoting Frank Smith's famous dictum, Brian said tha t 'children 

learn to read by reading' (Smith, 1976), before explaining how a teacher
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might best facilitate the child learning to have the best possible educational 

and emotional environment in which to learn literacy. These included 

practices such as, reading aloud to the child, providing good reading models 

and providing 'a warm trusting relationship between the child and the 

teacher is critical to success at reading (Brian, Rf5, 33-48).

Towards the end of the data generation, Brian summarised his beliefs when 

he reflected:

I th ink tha t overall the lessons observed give a fairly 
accurate picture of my philosophy with regard to developing 
children's literacy -  a belief in the value of reading aloud to 
children in an atmosphere tha t is warm, supportive and 
good-humoured, and which exploits the children's natural 
curiosity and sense of fun. Above all, I wish to foster in them 
a desire to read for sheer enjoyment and pleasure. (Brian,
Rf4, 41-47)

Brian constructed himself as a knowledgeable and experienced teacher of 

literacy. He documented his transition from pre-service student teacher 

through various practices he engaged with and finally to his current beliefs 

about literacy teaching.

7 .3 .2 . The Good Participant

Brian defined his role as 'to  get the group to "th ink aloud" about the story 

by way of gentle inquisition' (Brian, R fl, 8-9). He chronicled the events of 

each of the reading aloud sessions, positioning himself both as the subject 

of the research and as the co-constructor of the data. The reflections were 

word processed, planned and outlined and styled very much with the reader 

in mind. Brian presented a very honest account of his participation as 

validation of his beliefs. His participation led him to conclude that:

... I've been a fervent believer in its [reading aloud] efficacy 
for a long time. However, there is always the danger o f it 
becoming marginalised in the context of computer-assisted 
instruction in the learning support and its apparent 
incompatibility with the 'tiny achievable tick-able targets' 
stated in lEPs. Also I must admit to finding that reading 
aloud is becoming harder on the voice, particularly as I 
always try  to infuse my readings with a bit of passion and 
drama. (Brian, R fl, 1-4)
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In his final reflection, however, Brian began to ask questions of his own 

practice and of his own beliefs. Reflecting for him had become 'quite 

frankly, a pain in the neck' (Brian, Rf, 5-6), a rather repetitive process of 

accounting for what had taken place on each of the observed classes. In 

considering his participation in the entire process he wrote ...

While the experience helped me gain insight into my 
teaching approach/style, I feel I would have derived more 
benefit from the exercise if the observer adopted a more 
direct approach in terms of feedback or suggestions for 
development. Now I know that this was not the purpose of 
the exercise; rather was it an attem pt to promote self
reflection with regard to my own practice. Nevertheless I am 
convinced that the possibility of professional growth is 
limited in the absence of a proper system of peer review and 
forthright feedback. (Brian, Rf4, 6-7)

Brian gave a very real and honest account of his participation in the data 

generation. He fe lt tha t while the process had validated his own beliefs, 

some kind of feedback from the researcher would have opened the 

possibility of his improving his practice rather than jus t documenting it. This 

was a very honest stance for Brian to adopt within the research, and 

constructed him as a very full participant in the data generation.

7 .3 .3 . The S tory  Te lle r

Brian was a very accomplished w riter of story. He took a lot of time to plan 

and write both his histories and his reflections. He modelled his writing on 

the work of his favourite Irish author, John McGahern who, he felt, had 

powerfully recreated the world of rural Ireland.

I particularly like the work of John McGahern because he re
creates a world with which I can readily identify. This world 
is rural Ireland in which I grew up and he conveys its beauty 
and mystery, as well as its darker side like no other w riter I 
know of. He also writes beautifully -  short crisp sentences, 
powerful images, wonderful descriptions of people and 
nature. His final book 'Memoir' written shortly before his 
death, is both funny and poignant. To hear him read from it 
was one of the most moving literacy experiences I have ever 
had. (Brian, LH C, 10-13)

Brian re-created the past as he remembered it.
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There was a huge emphasis on reading aloud right through 
the primary grades, with the teacher often modelling the 
process. I also remember on a few occasions being given an 
unseen text to read aloud with the teacher providing 
feedback on my performance. Reading aloud also extended 
to reading your composition, if it was deemed to be of the 
required standard. (Brian, LH S, 7-16)

Brian had grown up in a rich oral tradition of visiting houses to listen to 

story and was an avid reader from an early age. But it wasn't until he was 

nearing the end of his primary school tha t he was conscious of reading for 

pleasure when he was allowed to choose non-fiction books from the school

library to read. Brian recalled 's to ry ' as being an integral feature of his

school-based literacy.

Other stories were to be found in a slim, yellow-covered 
volume, which introduced us to the legendary tales of 
Setanta and his prowess with the caman, Fionn and his 
mighty Fianna warriors, Caoilte Mac Ronan, Goll Mac Morna 
and Conan Maol. And, of course the lovebirds Oisin and 
Niamh, who eloped to Tir na nOg, making Oisin the original
Irish emigrant, except that he left for love while his
descendants emigrated for a living! (Brian, LH S, 55-59)

Brian recreates a picture of story as being a central part of his early life and 

later life. Story mattered to Brian. Both the listening to and the telling of all 

kinds of story were very important in his daily life. He reported that he 

enjoyed discussing the newspaper content with particular colleagues in the 

staffroom daily and with friends with whom he regularly socialised. Long 

phone calls to his brothers in the US and the UK were also regular features 

of his conversation where he recounted episodes from the ir lives for his 

family.

7.3.4. The Traditionalist

Brian positioned the researcher into a researcher-role and positioned 

himself into the participant role. He had a clear expectation tha t each would 

behave in a traditional way, one as the researcher and the other as the 

object of research. These roles were evident in how Brian structured and 

planned his participation in the data generation. He would regularly wait for

215



the  re sea rche r  to initiate dialogue and  a t  the  end  of his contribution,  check 

w h e th e r  the  r e sea rcher  wanted  him to say more  or clarify anything.

Brian charac te ri sed his read aloud sess ions  as  ones  th a t  'basically followed a 

well-worn path of introducing the  book, referring to au thor ,  i llustrator and 

sett ing,  encouraging the  children to make  predictions,  engaging  in a little 

language  work, and  posing questions  a t  various levels of complexity '  (Brian, 

Rf 4, 19-27).  These  he characte r ised  as more traditional forms of literacy 

teaching  and literacy support  s t ra teg ies .  Brian chose  the  reading material 

and evolved a plan as  how bes t  it would be read and how the  children would 

be suppor ted  to en g ag e  with the  text,  and so shaped  the  literacy exper ience 

of th e  'comm uni ty  of practice '  (Wenger ,  1998).

However,  when the  re sea rcher  invited Brian to read a particular book to the  

children,  Brian reflected th a t  'when  a book is selected for you without 

consul ta tion,  the  likelihood of you 'owning '  the  reading en te r s  the  realm of 

chance '  (Brian, Rf, 21-25) .  Owning the  reading was  really impor tant to 

Brian. He felt th a t  he could not really own the  reading of a book he had not 

se lec ted  himself. He felt t h a t  having the  book chosen for him had created  

tens ions  for him. He felt th a t  he had no control over  the  choice but also he 

was aw are  of the  o ther  te ache rs  involved in the  da ta  genera t ion  who were 

going to read it too.  Brian felt this put him under  undue  pressure! He 

reflected:

Did it give an additional facet  to the  reading session th a t  
was  new to me? It did in this respect:  as  I was  being 
observed by the  person who selected the  book, who had 
probably though t  abou t  how he would p re sen t  it himself, if 
he were  reading it to the  group, it c rea te s  a dynamic  not 
p re sen t  when the  observer  is watching a book he has  not 
read himself. There 's  also the  fact  th a t  the  observer  will 
witness (or will have  a lready witnessed) several  o the r  ' t ake s '  
on the  story,  the reby  creating a little extra  p re ssu re  on one 's  
own presenta tion.  Will it s tack  up favourably agains t  the  
o the r  readings?  But, yet ,  I spen t  years  trying to p resen t  
ex tracts  from school readers  into whose  selection I had no 
input, and I 've had my share  of observations  while teaching  
lessons where  my own personal choice was not a 
consideration.  (Brian, Rf 3, 27-36)

This is a very powerful and hones t  reflection from Brian. It shows his being 

aw are  of his own strongly held beliefs. Having a book chosen for him did
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not sit comfortably within the more fam iliar protocols he was used to, where 

the researcher would come in to observe what was going on and would not 

have any input into how that experience was shaped. The researcher was 

there to observe and record.

7.3 .5 . The Hero

When talking about his earlier primary school, Brian unexpectedly (for him) 

recalled a teacher called Mrs Finnegan (pseudonym). This teacher had 

taught Brian throughout the jun io r years of his primary education. He had 

not, according to himself, consciously thought about her since leaving 

school. He was amazed, firstly, at the surfacing of the memory and, 

secondly, that she had been lost to his consciousness for so long. He 

described how she had 'fed us a read aloud daily' (Brian, 13, 9:28) and 

given the pupils what Brian referred to as 'a diet of good stories' (Brian, 13, 

9:32). While describing her as 'a tough woman' (Brian, 13, 10:05), Brian 

also recalled the fairy tales and nursery rhymes that she had read to her 

class and how the pupils had learnt to recite them by heart, back to her. 

Brian commented: 'That was before anything was known about the 

importance of nursery rhymes, which were only for the more privileged 

homes, for phonemic awareness' (Brian, 12, 10:45).

Mrs Finnegan was also a deeply religious woman who read Bible stories to 

her class but who also included old Irish folk tales in her repertoire. Brian 

believed that from her he probably had learnt the importance of using voice 

in reading story as a tool with which to engage an audience. Mrs Finnegan's 

readings were imbued with a great sense of drama, he recalled, and also a 

real sense of purpose and occasion, something Brian himself tried to ensure 

in all of his readings (Brian, 14, 19:34).

Mrs Finnegan and one of his former principals, Mr. Bennett (pseudonym), 

had, Brian believed, exerted a significant influence on his teaching of 

literacy. So for Brian, both Mrs Finnegan and Mr. Bennett emerged from his 

reflection as 'heroes' (Hofstede, 1991) who had helped to shape his thinking 

about the teaching of literacy.
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However, Brian himself concluded that it was he himself who had developed 

his own philosophy and practice about the teaching of literacy, as part of 

the process he had gone through to be a teacher. This was in line with 

Day's (2010) findings about learning support teachers In Irish schools 

gaining craft knowledge about the ir job as learning support teachers by 

doing the job.

7.3 .6 . The Literate Man

Brian's literacy identity was centred on his being 'the literate man'. This is 

evidenced both in the oral narratives that Brian produced as part of the data 

generation and in the written narratives he produced where his prowess as 

a storyteller came to the fore. I t  is also seen in how he structured and 

authored his narratives. He chronicled the various literary influences from 

his childhood and adolescence from school and from home. He gave a 

particularly compelling account of religious instruction at school:

Other lasting memories include a blue-covered book of Bible 
stories with black and white illustrations of The Story of 
Creation, The Fall of the Angels, and Adam and Eve in The 
Garden of Paradise. I remember feeling particularly 
aggrieved with Adam, and especially Eve, who persuaded 
him to eat the forbidden fru it at the prompting of the 
serpent. By doing so, they had condemned us all to a life of 
toil and hardship and to 'earning our living by the sweat of 
our brow'. Only for the ir foolishness and desire to become as 
all knowing and as all-powerful as God, I would not be 
trudging a mile and a half to school every day. Instead, I 
would be luxuriating in a beautiful garden in the sky, 
indulging my taste in exotic fruits, none of which could be 
found in our hit-and-run raids on Bill Hughes's or Fr. Henry's 
orchards! (Brian, LH S, 65-74)

This literary prowess was evident in many other narratives that Brian 

produced as part of either his literacy histories or his written reflections.

Finally, while I may not have lived in a print-rich 
environment, I certainly did inhabit a language-rich one. 
Whether in the hayfield, on the bog, or by the fireside, 
neighbours took time out to ta lk and tell stories of past and 
present. ... I also remember visiting neighbours' houses with 
my parents, where stories were told on long winter 
evenings, and our house being filled with other visitors in

218



r e tu rn  for  both  con v e r sa t io n  a n d  card  g a m e s .  (Brian,  LH H, 
1 0 4 -1 1 3 )

Brian c o n s t ru c t e d  h im se lf  a s  a discern ing  r e a d e r  of n e w s p a p e r s  a n d  a 

collec tor  of  l i te ra ture  and  b iography ,  an  in v e t e r a t e  book  b u y e r  and  b ro w se r  

w ho  would h a v e  severa l  books  'on  t h e  go '  a t  a n y  given t im e .  This  w as  

ref lec ted  in how he r e - e v a l u a t e d  his read ing  of  n e w s p a p e r s :

I no longer  buy t h e  S u n d a y  n e w s p a p e r s  a s  I g rew  t i red  of 
the i r  lifestyle and  opinion led a p p r o a c h  to  jo u rn a l i s m ,  which 
s u b s t i t u t e s  for p ro p e r  ana lys i s  a n d  h a rd  inves t iga t ive  
repor t ing  (Brian,  LH C, 8 -1 0 ) .

Brian u sed  t h e  e s s a y  f o r m a t  to  c o n s t ru c t  his m e m o ir ,  using a s ignif icant  

a m o u n t  of  detai l  in which to  g ro u n d  t h e  n a r ra t ive .  He pos i t ioned  h im se l f  a s  

a r e a d e r  of non-fict ion m o re  th a n  fiction a n d  a s  a d iscern ing  r e a d e r  of 

n e w s p a p e r s .  He c h a r a c t e r i s e s  h im se lf  a s  'd ipping  into r ead in g '  (Brian,  LH C, 

15) a n d  of  having  a n u m b e r  of  b o o k s / a n t h o lo g ie s  on t h e  go s im u l taneous ly .  

He ta lks  a b o u t  t h e  book  pile bes ide  his bed:

The  p r e s e n t  pile is an  index to  t h e  chao t ic /ec lec t ic  n a t u r e  of 
my read ing .  It  inc ludes  t h e  f irst e v e r  a n th o lo g y  of  'S u n d a y  
Miscellany' ,  p ro d u ced  back  in 1974 ,  w h e n  th is  S u n d a y  
m orn ing  radio p r o g r a m m e  b o a s t e d  c o n t r ib u to r s  s uch  as  
A n thony  Cronin,  Bened ic t  Kiely, John  J o rd a n ,  Austin Clarke 
an d  Eric Cross,  g ia n t s  c o m p a r e d  to  its p r e s e n t  collect ion of 
school  e ssay is t s !  (Brian,  LH C, 2 7 -3 1 )

He also de sc r ib e d  h im se lf  a s  an in v e te r a t e  ' b r o w s e r '  (Brian,  LH C, 56)  a n d  a 

' h o a r d e r '  (Brian,  LH C, 53) .  Brian w ro te  a b o u t  t h e  m a n y  h o u rs  t h a t  he  s p e n t  

in s e c o n d - h a n d  b o o k s h o p s  a n d  a t  book  fairs:

Suffice to  say  t h a t  t h e s e  ex cu r s io n s  h a v e  re su l t ed  in a well- 
s to c k e d  library,  if no t  a well -furn ished  mind! (Brian,  LH C,
6 4 -6 6 )

He w ro te  a b o u t  how he  k ep t  a book in t h e  c a r  to  help p a s s  t h e  t im e  w hen  

he  w a s  tak ing  his own chi ldren to  and  f rom th e i r  va r ious  a f te r - schoo l  

act ivi t ies . He found t h a t  holiday t im e  al lows him m o r e  of  a co n s i s t e n t  

read ing  t im e :

... read ing  s o m e t h in g  off t h e  b e s t s e l l e r s  list, o r  a Booker  or  
o t h e r  a w ard  winner .  I would also read  a l i terary,  historical ,  
or  political b iog raphy ,  main ly  with an  Irish in te res t .  
H owever ,  I n e v e r  g e t  a s  m uch  read ing  d o n e  dur ing  holiday 
t im e  a s  I 'd like. (Brian,  LH C, 4 2 - 4 5 )
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7.4. How Brian Represented His Literacy Identity  in Talking

Brian used quite formal language throughout the interview sessions and 

rarely wandered off course. He recounted clearly what he had seen 

happening during the reading sessions. Brian chose to interpret and then 

situate the events within his own personal philosophy of literacy teaching.

Eight themes emerged from this data set as seen in the figure below: 1) 

competent teacher, 2) the good participant, 3) story teller, 4) the hero, 5) 

the literate man, 6) dissident, 7) reflective practitioner, and 8) parent.

Brian mapped both his written reflections and his interviews very closely 

onto the teaching sessions. He characterised his reading aloud as a 'shared 

reading practice' tha t he had never really thought deeply about before. He 

said tha t it was simply something that he did. His reflections have given 

him what he called 'a basic understanding of the reading process as arriving 

at a shared understanding of the reading' (Brian, 12, 16:09).

Competent
Teacher

The Good 
Partidpam

Reflective
PractitionerThe Story Teller

The Hero Pareni

Literate Man

Figure 7.3: Themes found in Brian's discourse
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7.4 .1 . The Good Participant

Brian was very focused and very thoughtful throughout the data generation. 

He presented himself as someone who had carefully considered his 

participation in the data generation and situated himself very much as the 

object of the research. He shaped his reflections using the recordings of the 

classroom events. He came to each interview with a number of questions or 

statements to stimulate dialogue ... 'I  don't know if this is what you are 

looking for? ... I don't know if this is what you want?' (Brian, 13, and 

00:30). ' I  wouldn't be a star actor or anything!' (Brian, 12, 17:35). 'I  don't 

know if you can enlighten me?' (Brian, 14, 9:47). 'But is tha t realistic?' 

(Brian, 14, 13:02). In this way Brian in effect shaped his role as participant 

in the research.

7.4 .2. The Dissident

Brian saw himself as being at odds with school-based literacy policies. He 

believed tha t even though his 'reading may follow a certain form ula ' (Brian, 

R4, 12:37) he could 'mediate [his] teaching through ta lk ' and how this was 

'a gut th ing ' tha t he had developed (Brian, 12, 9:37). He also fe lt tha t he 

'never bought into the system' (Brian, 12, 9:51), preferring instead to pay 

lip service to the innovations and new technological approaches being 

introduced in the school. However he saw himself as remaining faithful to 

his own personal philosophy and what he 'really believes about teaching of 

literacy' (Brian, 12, 20:50). He fe lt tha t there has to be a place for a more 

'casual kind of reading' where the teacher was 'no t pulling the tex t apart 

completely, all the tim e ' (Brian, 13, 16:21).

This seemed to be somewhat at odds with what he actually did in his 

practice, but he appeared to be unaware of this. Brian created a particular 

hermeneutic circle here where he self-identified as a dissident within a 

changing landscape of education.
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7.4 .3 . The Reflective Practitioner

Brian described his reflections as 'more descriptive than reflective as the 

emphasis was really on the level of engagement of the pupils with the story 

and the lively discussion it provoked' (Brian, Rf2, 39-41). Brian valued 

reflective practice, especially when it took place between peers and was 

aimed at improving his own classroom performance. He had engaged in 

'peer review' activities while at college in the US and thought this practice a 

most effective and beneficial way of facilitating teachers to examine their 

own practice.

Brian used the interviews as a form of reflection to further examine his own 

practice. In listening back to his interactions with the children, for example, 

Brian commented:

Sometimes I wonder if I interpose too many questions and 
maybe drag it out too much and maybe should let them [the 
children] off. Even in my last reflection I note tha t I am 
doing all the talking and I should let them off rather than 
trying to pull them towards the conclusion of the book.
(Brian, 14, 6:20)

Though Brian saw the rich benefits of reflecting on his practice and spoke 

about how such practices had been at the heart of his encounters with the 

Whole Language Movement when he was studying in the US, he believed 

that his practice had changed little as a result of his reflected awareness.

My readings follow a formula I may need to rethink! It 
follows maybe the idea of looking at the cover of the book, 
you know, the classic approach, asking them to make a 
prediction or two of what they think the story is about, to 
engage them with the story so you can stack up their 
predictions against what happens in the book, but maybe 
what it m ight be characterised by is if I were to take the 
children's lead a little bit more ... (Brian, 14, 12:29)

Even though Brian did reflect on many of these things, his practice 

appeared to remain fixed and what he referred to as 'the classic formula' of 

conducting his practice remained in place. Brian reflected on his own 

disappointment tha t the researcher did not adopt the role of mentor and 

give him feedback on his performance as a storyteller. Though he knew that 

this was not part of the research project that we had both agreed to at the 

start of the data generation, he was unhappy that the researcher would not
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engage with him in a peer review session which he felt would help him to 

'up his game'. In the absence of any such feedback, Brian spoke about how 

his reflections became

... some what repetitive in the end. As the instruction was to 
interact with a group of children around a picture book, this 
is jus t what I did on the model of the bedtime story. (Brian,
14, 7:42)

7.4 .4 . The Hero

Much of the discussion that ensued from Brian's written reflections about 

both Mr. Barrett and Mrs Finnegan were, in essence, an elaboration of what 

Brian had written. Though the discourse did not yield any further 

information concerning these two particular 'heroes' (Bryan, 2004), it still 

was a very evident theme in the interviews tha t took place.

7.4 .5 . The L iterate Man

Brian's literacy identity was bound up in being a book reader, buyer, 

browser and avid reader of Irish sports biographies and the works of John 

McGahern. He positioned himself very much as a discerning, well-read man. 

Brian frequently quoted from McGahern and writers such as Ernie O'Malley, 

whose book title , 'In  Another Man's Land', he appropriated in order to title 

one of his own reflections, 'In  Another Man's Book'.

When he talked about where his passion for children's literature had begun, 

Brian simply stated: 'Now that is a good question, and I don't really know!' 

(Brian, 12, 7:02). His childhood was not populated with a wide experience of 

leisure reading. There was a rich tradition of visiting houses to listen to 

story and he was an avid reader of his older siblings' schoolbooks from an 

early age. He quoted lengthy passages from memory of poetry he had 

learnt at school and was very fam iliar with a range of Irish fiction and non

fiction, both in term s of content and in terms of author. These were 

interests that evolved in his adulthood and things he pursued passionately. 

So, his construct as 'the literate man' is a self-made one, a self-identity and 

one that he forefronts in both his work life and his personal life.
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7.4 .6 . The Story Teller

Brian certainly l<new how to draw the researcher-as-reader into the 

narrative he created as storyteller and storywriter. When talking about the 

various types of story he was exposed to as a pupil in school, Brian 

managed to rank each genre and give his researcher-as-audience a sense of 

both the detail of his memory and his feelings about each. He spoke about 

how the teaching of religion had given rise to a lot of story in his childhood 

and concluded that these practices were stories we were brainwashed 

w ith ' (Brian, 12, 9:21).

He defined his role as storyteller as 'creating a big dynamic' in which you 

interest children who want to read rather than because they have to do it 

(Brian, R4, 17:29). Looking back on his experience of reading a number of 

stories to the children, Brian commented that he didn't 'find much has 

changed re my thinking about reading aloud, as I've been a fervent believer 

in its efficacy for a long tim e ' (Brian, RfT, 49-51), and that, despite the fact 

that he now wondered if the reading aloud might have a detrimental effect 

on his voice, he had no doubt 'tha t the children's perception of being read 

to is very positive for the simple reason that they regularly ask, 'Mr H., will 

you read us a story?' (Brian, Rf4, 23-24)

Brian also showed himself the consummate storyteller not jus t in terms of 

reading the stories to the children and engaging them, but also when 

talking about particular incidents in his own life. He recounted how he had 

met Mr. Barrett, a principal teacher who turned out to have been a great 

influence on his teaching of literacy, for the first tim e, and how he had 

negotiated his professional relationship with Mr. Barrett over many years.

7 .4 .7 . The Com petent Teacher

Brian fe lt tha t the skill of teaching lay in how the teacher 'handled that 

interaction [between child and book] w ithout losing focus' (Brian, 12, 6:16) 

and in how the teachers supported the children to 'come to terms with the 

book' (Brian, 14, 16:02). He felt tha t though he was sometimes 'married to 

the tex t' his reading of the story allowed the children to experience an 

'enjoyable interaction' between themselves and the book (Brian, 12, 22:50).
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Like a chef, you try  to do your best to put the ingredients 
together to produce a good product. (Brian, 13, 6:20)

Brian felt tha t the children brought less experience to bear on the 

interpretation of the story than an adult, and so tended to wander o ff on 

'side roads' and 'bi-ways' before beconning 'equipped', through using 'good 

reasoning abilities to arrive at a shared understanding of the story as 

w ritten by the author' (Brian, 12, 22:24). He felt tha t this sometimes led to 

tensions between himself and the children.

There is a certain amount of the tex t to get through and I 
want to follow the story through but sometimes the kids 
want to ponder the pictures and I'm  not always patient with 
that ... sometimes they want to take you down alleyways and 
there's sometimes, I won't call it 'creative tension' but a 
tension nonetheless when they are pulling one way and I am 
pulling another. I notice that with picture books. (Brian, 14,
4:41)

Brian clearly defined his role as supporting this engagement between child 

and book.

That's the construction I put on the story as we went along 
... an active, thinking, seeking after meaning process with 
the kids, if you tike, almost building the ir own story but also 
they had to take cognisance of what the author said too.
(Brian, I I ,  3:00)

Though Brian questioned his own practice in relation to this, he felt tha t his 

control of the class and of the class's interpretation of the story was the 

best way for him to support the children's engagement with the story, and 

so it was his identity as 'a good teacher' tha t gave context to his teaching 

style and how he constructed this particu lar'com m unity of practice'.

7.4 .8 . The Parent

Brian's voice as a parent is also present in the data generated from his 

interviews. He had read assiduously to his own children and had continued 

to do so until they began second level school. He talked about the 

recreation of the 'bedtime story atmosphere' in the story reading session as 

an essential ingredient (Brian, 12, 13:55) and how this promotes the idea of 

'book knowledge'. This fits into Brian's own personal philosophy and
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practices about the adult role in exposing children to good reading models 

and allowing them to really enjoy the listening to a story. He saw 

'en joym ent' as a powerful way to 'engage kids in literacy' (Brian, 12, 22:56) 

and reading aloud was something tha t he himself also enjoyed. The 

engagement led to an intimate atmosphere like his own children's 

'experience of a bedtime story' (Brian, 12, 13:34). This was something 

Brian felt needed to be fostered and care had to be taken 'no t to dilute the 

intimate atmosphere of child and book' (Brian, 14:22:11).

7.5. How did authoring his Literacy Identity  

In fo rm /T ran sfo rm / Reform Brian's Literacy Identity?

Competent Teacher 
Good Participant 

Story Teller

Writing

Hero 
Literate Man

Practice Discourse

Dissident 
Reflective Practioner 

Parent

Traditionalist

Figure 7.4: Themes found in Brian's practice, w riting and discourse

Data from three different sources offered horizons of understanding of 

Brian's literacy identity. The following themes were found in the three data 

sources. Three themes: 1) competent teacher, 2) co-researcher and 3) 

story teller were common to the three sets of data, while 4) control, 5) hero
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and 6) literate nnan were comnnon to two each. Three remaining themes, 7) 

difference, 8) reflective practitioner and 9) parent were found in the data 

generated from the interviews. These themes intersected and overlapped 

with one another, giving a layered or laminated understanding to Brian's 

literacy identity.

7 .5 .1 . Synthesis of the Themes

Parent

Hero

Literate Man

Competent
Teacher

Traditjonalist

Competent Learning 
Suppon Teacher

t k

Reflectjve
Pradtioner

!

Research
Participant

N

Brian's Ifteracy 
Identity Subversive

Figure 7.5: Synthesis of them es found in Brian's data

7.5 .2 . The Story Teller - An Seanchai

The themes of 'story te lle r,' 'litera te man,' 'hero ' and 'parent' can be 

synthesised under one main theme, tha t o f'T he  Seanchai'. Delargy, quoted 

by Dragas (2007) defines the Seanchai as '... custodians of the oral 

trad ition ,' as 'walking libraries' and as 'the tellers of story and the ones who 

know things,' ... 'those men and women who uphold the ancient Irish 

tradition of collecting, memorising and performing local stories, ancient 

sagas, poetry and political satire' (Dragas, 2007:58).

Brian felt tha t he himself had spent a lot of time developing his own 

definition of, and philosophy about, the teaching of literacy. He felt tha t his
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teaching of literacy was very nnuch grounded in the 'Whole Language 

Movement' (Smith, 1985; Goodman, 1996). He modelled his story telling 

and his written narratives on the writing style of his favourite Irish author, 

John McGahern. The influence from McGahern's writing can be seen in how 

Brian structures and shapes his own narratives, what Dragas (2007) refers 

to as 'the story teller's fingerprints in the tex t' (Dragas, 2007:51).

Brian was a connoisseur of Irish literature and of children's literature. He 

constructed himself as a discerning reader of newspapers and a collector of 

literature and biography, an inveterate book browser and buyer who would 

have several books 'on the go' at any given time. He was able to recall the 

detail of what he had read over a long period of time and frequently 

referred to specific literary incidents, authors and collections when talking 

about the literacy practices he engaged with on a daily basis. Brian's 

literacy identity was bound up in being a book reader, buyer, browser and 

connoisseur of Irish sports biographies and Irish authors.

He also created narratives to examine his practice and to recreate his 

experiences, both as a learner and as a teacher. He used his narratives to 

form a relationship with the researcher (as audience) though he revealed 

very little personal information about himself. In this way he constructed a 

literacy identity for himself that was very bound up in story and in story 

telling. A number of important people emerged within these stories. In 

particular, he recalled the influence of Mr. Bennett who, when Brian was a 

young teacher, had come into his classroom and read stories to the pupils. 

Brian saw this masterful storyteller as someone who engaged his audience 

and held them spellbound.

Brian also recalled the influence of Mrs Finnegan's dramatic readings of 

story to the class while he was in primary school. Her ability to hold the 

class's attention with her retelling of story resonated with Brian's own 

practice of reading to the children. In recalling both his memory of being 

read to as a child, and watching a more experienced colleague read to his 

class, Brian developed his own layering of understanding of these particular 

influences that had gone into the making of his identity as a teacher of 

literacy.
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Brian Inad been a very faithful reader to his own three children and fe lt that 

they had derived great benefits fronn the experience. He felt tha t the closer 

tha t his school-based, reading aloud sessions approximated tha t experience 

of the bedtime story, the better ... he saw it as allowing the children to relax 

and to enjoy being read to and that, within that context, the ir literacy skills 

could be developed w ithout the curricular demands of the classroom.

Brian was at heart the teller of story, who told many stories over the course 

of his participation in the data generation. He was very much 'the one who 

knows things, the story teller, the custodian and the walking library' 

(Dragas, 2007:53). His oral and written narratives are masterfully crafted 

with a strong sense of engagement with his audience and a focused intent 

on making his story available to the reader. He was An Seanchaf, the 

storyteller.

7 .5 .3 . The Com petent Learning Support Teacher

'The themes of 'competent teacher', 'traditionalist', 'research participant', 

and 'reflective practitioner' combine to form the second synthesis of Brian's 

data, 'The Competent Learning Support Teacher'.

Brian shaped his participation to reflect on his personal philosophy about his 

teaching of literacy. He had concerns about how he might look in 

comparison to the other teachers in the research and wanted to show 

himself in his best light -  to be the good participant. He chose only books 

he felt the researcher might be unfamiliar with so as to ensure the 

researcher would be engaged. He wrote compelling histories and reflections 

and was a passionate orator about literacy. In this way he constructed a 

particular identity for himself as a research participant.

Day (2005) posited tha t the learning support teachers in her study 

positioned themselves as 'expert teachers who possessed specialised 

knowledge of the ir craft and experience which was available to them by 

virtue of being LSTs,' (Day, 2005:26).

Brian's sense of himself as a teacher was, according to himself, a 'gu t 

thing'. He constructed himself as a 'plain ordinary teacher' who had a very
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clear personal philosophy about teaching literacy that was embedded in his 

beliefs about 'The Whole Language Movement'. These beliefs, however, 

were not tha t clearly evident in his practice of teaching literacy which in fact 

was quite traditional. Brian spoke about how reflection had been at the 

heart of his practice, and again this was not clearly evident in the data. For 

example, though he spoke about how he might have been doing far too 

much of the talking during the read aloud sessions, and so had not allowed 

the children to fully participate, this awareness did not alter his approaches 

to subsequent reading aloud.

The data showed that Brian engaged in traditional teaching in his 

classroom. What Brian described as 'the classic form ula ' was, in effect, a 

means of framing the interaction between the children, the teacher and the 

books within teacher-led discourses. There was a form ality about how the 

children engaged in the literacy experience being afforded them. He 

controlled the discussion that emanated from the children's engagement 

with the books and adopted the role of 'guardian' of the story and made 

sure tha t the children got the 'rea l' meaning of the story. This overlapped 

with the role of'Seanchaf' already mentioned.

Brian was part of the staff of his school and part of the learning support 

team and engaged in particular literacy practices and discourses. However, 

there was also a subversive element to Brian's practice. He actively 

shunned the use of technology and promoted book reading as 'real literacy'. 

He was quite ill at ease with what he called 'the march of technology' and 

viewed it as an attem pt to automate the support on offer to children and to 

dilute the teacher/pupil relationship. He saw books as being more authentic 

than merely following literacy teaching guidelines or literacy programmes 

which reduced the teacher to being a technician. He forged an identity that 

promoted his particular ideals about the teaching of literacy while at the 

same time shying away from engagement with literacy associated with 

technology. He shunned the advance of technology and praised those who 

still supported the book and held literature and literacy in high esteem. He 

fe lt tha t this cast him in the role of dissident and that his championing of 

this form of literacy was a deeply fe lt part of his own identity.
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Brian described himself as a 'chef' who had to find the ingredients and put 

them together in such a way as to ensure a good result. Thus he used the 

notions both of competence and of dissidence to create his literacy identity 

as 'The Competent Learning Support Teacher'.

7.6. Conclusion

CoTPeMarit T«acn«r CoR«s*an:lw S K x y C o n t r o l  H«ro U*rat»M»' R«A«ctive Par«r<

Figure 7.6: Layers of understanding found in analysis of Brian's data

Brian developed his own layering of understanding of the influences that 

had gone into the making of his identity as a teacher of literacy. I t  was 

bound up in his being a book reader and buyer, a browser and connoisseur 

of Irish sports biographies and of Irish authors and, in his shying away from 

engagement with literacy practices associated with technology. He believed 

that allowing the children to relax and enjoy being read to could lead to 

the ir literacy skills being developed w ithout the curricular demands of the 

classroom.

Brian had a passion for Irish fiction, for sports biography and for non-fiction. 

The hermeneutic (Gadamer, 1993) he built around his histories and 

memories was constructed in great detail, and was masterfully retold and 

written. The detail anchored the memories in a particular time and place 

and gave them a very particular interpretation, which focused the reader 

into the 'horizon of understanding' that Brian has created.

Brian positioned himself as both the subject and the teller of his story. He 

masterfully created and recreated a narrative interpretation of his literacy 

experiences. His own expertise as an author, raconteur and indeed,
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Seanchaf were used to make these narratives available to the researcher as 

a reader.

Brain created a relational narrative between himself as author and the 

researcher as reader. Brian was interpreting his experience so that the 

researcher could use his shared horizon of understanding (Gadamer, 1993) 

to interpret the story. Both horizons of understanding were changed and 

the meaning was found within the fusion of horizons and the hermeneutic 

circle it caused as the story was told and retold, heard and reheard, 

interpreted and reinterpreted. Through this process, Brian's literacy identity 

was manifested. 'The texts we most fundamentally need to understand in 

one way or another are the narratives in which we find ourselves' (Warnke, 

2002:80).

232



8. Case Study 4: Freda

8.1. Rationale and Background

This chapter presents a case study of 'Freda' (pseudonym), a veteran 

teacher close to retirement age who works in an urban Junior National 

School. Firstly, some background information is given on Freda and on her 

particular work situation. Themes from the analysis of data generated in 

Freda's practice, her discourse and her writing will be presented and her 

literacy identity inferred from the synthesis of themes from across each of 

the data sources.

Freda's school served a small socio-economically mixed parish community in 

one of the city's suburbs. She had been on the teaching staff of the school 

since it opened in the 1970s and was a member of the senior management 

team. She was the school's only fully qualified LST. She lived close to the 

school and was a very active member of the parish community, serving on 

the Parish Council and as Eucharistic Minister in the Church. Freda was very 

involved in children's parish sports activities where she trained children for 

athletic competitions. She was very involved with her teacher-union and 

served on the management committee of her local Education Centre.

Freda considered her own teaching practice to be 'quite polished' ... 'I've  

been at this for longer than I care to say' (Freda, I I ,  02:15). She saw her 

participation in the research as an opportunity to examine her own teaching 

of literacy and to take time in a structured way to reflect on it. Freda said 

that she included what she considered to be 'core elements of literacy 

teaching' in each lesson she taught and listed them as letter and sound 

knowledge, phonological awareness training, phonic work and basic sight 

vocabulary teaching (Freda, I I ,  06:45). She referred to the 'Learning 

Support Guidelines' (Government of Ireland, 2000) as defining her role 

within the school and amongst her colleagues.

For the purposes of this study, Freda chose to work with a group of 6 six- 

year-olds who were shown, on foot of assessment, to be struggling to 

acquire basic literacy skills. All six, Anton, Ben, Shara, Lauren, Josh and 

Carl (all pseudonyms) were in Senior Infants. Freda withdrew this group for
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a th irty-m inute session each morning as part of an early literacy 

intervention programme.

The following themes are identified from the data analysis:

Practice W riting Discourse

1 Competent Teacher Competent Teacher Competent Teacher

2 Story Reader Story Reader Story Reader

3 Parent Parent

4 Guilt Guilt

5 Traditionalist

6 Hero

Table 8.1: Themes found in analysis of Freda's data

The analyses of these three sets of data revealed two different themes or 

layers of understandings ('competent teacher' and 'story reader') common 

to all three data sources, while the themes o f'p a re n t' and 'gu ilt ' were found 

in two each of the data sources. The single themes of 'hero' and 

'traditionalist' were each identified in one data source. Each of the data 

analyses will be discussed in the following sections and will be drawn 

together to delineate Freda's literacy identity as practised and expressed in 

the data.

8.2. How did Freda represent her Literacy Identity  in her 

Practice?

Four themes emerged from the analysis of the data generated from the 

classroom recordings and observations: 1) competent teacher, 2) parent, 3) 

traditionalist and 4) story reader. These themes were not discrete but 

intersected with and overlapped one another, showing how Freda enacted 

her literacy identity over the course of this aspect of the data generation.
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Tracitionalis i

Parent Story Reader

Competent Teacher

Figure 8.1: Themes found in the analysis of Freda's practice

Each of the four themes found in these data offered a particular layer of 

understanding into Freda's literacy identity and an understanding of how 

she enacted her role in her practice as teacher and as literacy teacher.

8.2.1. The Competent Teacher

A classroom had been divided into three smaller rooms, one of which was 

Freda's Learning Support Room. She had structured the learning 

environment to enhance the literacy learning for the children. The room was 

clearly organised into literacy learning spaces -  a library of brightly coloured 

books, mainly fiction; a section containing some leisure chairs, comic books 

and magazines; and then a third area with a small table and chairs for desk 

work. Each space was clearly signposted and Freda directed the children to 

whatever activity she wanted them to undertake.

The walls were covered with literacy related material including the alphabet 

in higher and lower case letters. Banks of sight vocabulary words were 

arranged in order of difficulty on one wall, while 'rules for good w riting ' were 

displayed in the 'w riting area'. Several commercially produced posters 

supported decoding strategies. A small easel stood close to the teacher's
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chair and was used to show 'big books' to the group. A computer monitor

and keyboard sat on another desk inside the door.

The children were assigned seats by the teacher and told what would be 

happening over the course of the lesson. In this way, Freda was 

constructing 'a community of practice' (Wenger, 1998) within very tightly 

defined parameters. Freda prioritised literacy as the main focus of her 

interactions with the children. They were invited to behave in literate ways 

by engaging in reading, writing and in language activities. Each child was 

given a book to read with his/her parents at the end of every lesson. Each 

child was then asked to retell the ir favourite part of the story and to 

comment on whether they liked the story or not and whether they would 

recommend it to anyone else in the group. There was a lot of teacher led 

talk with the children invited to make contributions or respond appropriately 

to the teacher. Freda stopped the reading at several points in the reading 

aloud to ask the children to tell her what was going on and to predict what 

would happen in the story.

What's happening now? (Freda, R2, 11:29)

Who do you think 'Sam ' is, tell me? (Freda, R3, 9:05)

The children 'signed in' on a small white board when they came into the 

room and this was hung on the door to indicate that the room was now 

occupied by these learners. In this way every opportunity was used to 

construct the children as successful 'users of literacy' (Luke & Freebody, 

1999).

Freda planned her work meticulously and prioritised literacy as the main 

focus of the work that was carried out with the children. The reading aloud 

session was structured so tha t the children quickly became familiar with the 

'shape' of the lesson. They were shown the book cover and told the title, 

asked to repeat it while Freda pointed to the words, and then invited to 

predict the story content before being read aloud to. The lesson proceeded 

at a fairly brisk pace so as to maintain the children's attention. Following 

each of the story reading sessions Freda asked the children what they had 

liked about the story, thus insinuating that the story was to be enjoyed. In 

this way Freda was constructing the story reading session as something
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enjoyable, worthwhile and of value. She did this by making the book the 

focus of the reading event and by talking in very positive ways about the 

enjoyment that can be derived from reading. She modelled for the children 

how to respond to the story by giving her own opinion before inviting their 

opinions. In this way, the rules of engagement within this 'com m unity of 

practice' (Wenger, 1998), were both tacit and explicit.

Freda positioned herself and the children so tha t they could each see the 

book. She was fam iliar with each of the stories and so had no need to 

constantly refer to the text while reading. While reading the story, Freda 

sometimes referred to the pictures/illustrations/images.

Illustrations! Say tha t after me, ill/u /s tra /tion . What are 
illustrations? They are the drawings in the book. Say the 
word illustration for me again. (Freda, R2, 6:26)

Freda's reading of the stories throughout the data generation was very 

dramatic. She brought her teacher craft and teacher knowledge to bear on 

the act of reading aloud reading the story at a slightly slower pace than that 

of her normal speaking voice. She made use of her voice to indicate 

particular characters and facial expressions to enliven the narrative and on 

occasion invited the children to join in with the repeated refrain in the story. 

For example, while reading how 'W innie,' the protagonist in 'Winnie the 

Witch' (Thomas & Paul, 2006) cast her various spells, Freda invited the 

children to repeat the words "abracadabra' with her so that they could join 

in the reading. The children practised the word several times, with Freda 

asking them to say it louder and louder. When Freda reached the relevant 

part in the story, she indicated to the children that they should prepare to 

join in, and she would stop her reading to allow them to join in. Freda was 

thus shaping the literacy experience of the children, by indicating how to 

successfully contribute to the reading of the story with the ir teacher.

She 'changed gears' while reading ... slowing the pace of the reading when 

she anticipated that the children might have difficulty following the 

narrative, or physically pointing to picture cues tha t could help them 

maintain the meaning of the narrative. She quickened the pace of the 

reading so as to build up tension in the story, when appropriate. Freda set 

the pace of the reading and sometimes invited the children to read along
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with her, pointing to the words as she did. She varied these aspects of 

reading aloud to engage the children's encounter with the story.

Freda acted as a 'tou r guide to the book' (Sipe, 1998:377), or 'docent' 

(Serafini 2011:28), helping the children find their ways around the story, 

giving thenn book-related vocabulary and validating/modelling the kinds of 

literary behaviours tha t she wanted them to imitate. The stories were used 

as a vehicle for teaching and for learning, both specific aspects of the 

literacy curriculum but also for learning about literacy. This can be seen in 

the reading of 'Winnie the Witch' (Thomas & Paul, 2006) where Freda 

slowed the pace of the reading noticeably and raised the tone of her voice 

towards the end of a sentence and so signalled to the children tha t she 

expected them to supply a final word or phrase of the sentence.

Tacit book knowledge was reinforced by Freda at the start and at the end of 

every reading session. Book-related vocabulary such as 'author, illustrator 

and publisher' was used to introduce each book and again when the reading 

aloud was concluded. This vocabulary was frequently revised and the 

children questioned about specific books, authors and illustrators. Freda 

helped the children clarify their thinking (Sipe, 2008) about the reading on 

many occasions, by modelling the appropriate skill for the children:

He's now called el/a /pant, why? He's an elephant and he's 
got a pants. Now, he's an el /e  /  pant. (Freda, R3, 8:15)

How do you know he snores? There (pointing to the 'zzz' in 
the illustration). (Freda, R3, 13:20)

At the end of each read aloud session, Freda asked the children a series of 

questions on the story. Many of these questions were aimed at recalling the 

sequence of events within the story.

Did you like the book?

What did you like about the book?

What did you like best? (Freda, R3, 15:39)

In this way she was leading the children to respond in particular ways to the 

narrative, firstly by modelling the answers to her questions and secondly by 

asking evaluative questions tha t required the children to adopt a particular 

stance within the story.
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What did you think of that? (Freda)

I t  was a good story (Lauren)

Did you enjoy it? (Freda)

Silence

I th ink you're a little under-whelmed! (Freda, R3, 12:22)

In another instance where the children did not offer an answer to her 

questions about the story, Freda showed them the picture sequence in the 

book and scaffolded their revision of the story content. She asked them 

what they thought of the story.

I'll show you a page and you can tell me if you liked it.
(Freda, R2, 13:46)

In her final read aloud session Freda scaffolded the children to think beyond 

the story and to make connections between the stories tha t they were 

listening to and other stories that they may have known and so activate 

their prior knowledge.

Who has a red nose (Freda to Josh)?

Her (Josh pointing to the image of Winnie)

Who else has a red nose? (Freda)

Her (Josh pointing the image of Winnie again)

Why has she a red nose? (Freda)

'Cause maybe she is angry with W ilbur 'cause she keeps on 
tripping over him (Josh)

mmmmm (Freda) (Freda, R4, 9:35)

Freda positioned herself as a very competent teacher of literacy, and 

behaved in ways in which her identity as a literacy teacher became visible. 

She had a very clear role as the LST. As the children she was dealing with 

were so young, Freda had devised a range of checklists of literacy 

behaviours, as a means of assessing their literacy needs. She was very 

knowledgeable about the children both in term s of their literacy learning 

potential and in terms of the experience they were bringing to bear on their 

practices of literacy. She built a profile of each child by liaising with the
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parents and the class teacher, but Invested a lot of time in getting to know 

the children on a personal level and so in this way constructed a 

'community of practice' (Wenger, 1998) within her learning support room.

She took time at the beginning of each lesson to listen to each child's 'news' 

and to comment on or ask questions about what they had told her. In one 

particular exchange, this became very complex as Freda encouraged Anton 

to recount the events of his weekend. Anton had language production and 

sequencing difficulties as well as serious self-confidence issues. Freda 

responded very carefully and appropriately to what he was saying.

Did you visit your dad this weekend, Anton? (Freda)

Yea, we were at his apartment (Anton)

And did you go to the bakery again and get breakfast?
(Freda)

Yeah and I got one with jam  in it (Anton)

And did you play your 'Playstation' with your dad again?
(Freda)

Yeah and I beat him at the car racing (Anton)

You must be really good at tha t game now. What score did
you get? ... I only got to 90! (Freda)

I have way more than that! (Anton)

You must be very good. (Freda)

I am getting good at it. I only practise when I'm  with my 
dad (Anton)

You really like spending time with your dad (Freda)

Yeah -  I came to school from the apartment today on my 
own (Anton)

Wow, you are getting to be a very responsible boy. (Freda,
R3, 2:45)

Freda used praise as a motivational device with the children in many

instances throughout the data generation. The praise was very specific and

personal to the child receiving it.

Now that is jus t wonderful, wonderful. Imagine that. That is 
great. (Freda, R2, 1:12)

240



That ' s  very good. You m us t  be incredible! (Freda,  R3, 8 :55)

8.2.2. The Parent

Freda a s s u m e d  a 'parenta l  role' with the  children. Before Shara  told her 

'n e w s '  Freda reminded her of how 'telling th e  news '  was  to be done.  When 

Sha ra ,  who had a bad head  cold, began to sniffle during the  telling of her  

news,  Freda handed  her a box of paper  hankies  and  said.

We have  t is sues  here  to blow our noses .  (Freda,  R3, 6 :54)

Later in th e  session she  spoke to Ben, saying.

Cover your mouth  now, when you a re  coughing. (Freda,  R3,
15:36)

Freda was  able to use this parental  ro le /s tance  to reinforce her personal 

beliefs abou t  children having access  to unsupervised  television in their  

bedroom s.

I got a 'b ra t  television'  (Shara)

You got a brat  television? (Freda)

Yeah, it was  my birthday (Shara)

OK. And where  is it? (Freda)

In my room and I got a video too (Shara)

Oh. You know I didn't  allow my boys  to have  television in 
their  bedroom s until they  were  17! I 'm not a big fan of 
television in bedrooms.  (Freda,  R2, 1:27)

Freda went  on to ask Shara  if anyone  had read he r  a bedtime story the  

previous  night, and even when Shara  was able to an sw e r  'yes '  and nam ed 

the  story,  Freda still voiced her  disapproval for the  fact  th a t  Shara  has  a 

television in her bedroom. Freda defined literacy in t e rm s  of 'book reading'  

and so used  her  personal exper ience  as  a p a re n t /m o th e r  to nomina te  one 

form of literacy as  desirable and a n o th e r  undesirable.

The role of pa ren t  was very audible in th e  recordings,  in the  subtle and 

nuanced  changes  in tone  and cadence  of Freda's  voice when she  in teracted 

with the  children. Her voice was  soft and encouraging in the  exchange  with

241



Anton where the roles of 'teacher' and 'parent' could be heard as 

overlapping in how Freda carefully constructed her dialogue with Anton so 

that he could fully participate and engage with her, while with Shara the 

voice had a slight edge to it - a sanctioning tone to indicate her disapproval. 

Her facial expressions matched each situation also. On the one hand with 

Anton she was smiling and using facial gestures to encourage him to 

continue with his dialogue, while with Shara there was a more serious facial 

expression. The parental tone was heard in how Freda addressed the 

children in relation to the ir behaviours:

Quiet! Sean is speaking now. (Freda, R2, 16:12)

Look at me when you speak now! (Freda, R3, 2:21)

We have tissues here to blow our noses. (Freda, R3, 6:54)

Cover your mouth now, when you are coughing. (Freda, R3,
15:36)

8 .2 .3 . The Story Reader

Freda's reading of the stories was very accomplished. On the recordings she 

can be heard performing the reading of the stories using her voice, pacing, 

and cadence and was observed augmenting these with facial gestures and 

body movements. She invested great energy in her position as storyteller. 

The children were physically positioned in a semi-circle around her and she 

moved herself forward and backwards, side to side to build up tension and 

dramatic effect as she read aloud. When a child's attention strayed she 

quickly brought the child back to the story with a question or instruction.

Are we all ready to listen? Ben, I want you looking up this 
way now. (Freda, R3, 5:13)

She had a strong sense of the children as audience and a particular 

expectation of how they would respond to her reading. They were invited 

at various times to jo in in the repeat chorus/refrain of some stories and to 

answer questions at the end of the story to show that they had understood 

the story content. In this way Freda positioned the children into giving 

particular responses to the stories and supplied cues to them in order to do 

this.
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Freda had the teacher craft knowledge about how best to read books aloud 

to children so as to ensure tha t they listened to and could recall the 

contents of the book.

You like it! You loved it (Freda to Lauren)

Yeah, the one with her bum (Lauren pointing to the 
illustration)

Her bum is sticking out, was it? (Freda)

Yeah (Lauren)

Why? (Freda)

'Cause she fell over cause she tripped and her bum is 
sticking out (Lauren)

She is falling over Wilbur, isn't she? (Freda, R4, 09:30)

Freda did not use the book to reinforce specific literacy skills already taught. 

The stories were read for the ir own sakes. The general conversations before 

and after each story were personal to the children but tightly structured 

(i.e. children's 'news' from home/school). Very little reference was made to 

the theme of the story or how the story m ight connect with the children's 

lives. However, Freda did connect the narrative to the children's lives as in 

'Kiss Good Night Sam' (Hest, 2001) where the main character is in bed 

surrounded by his toys. She asked the children about the ir toys at home.

I only have a few toys (Anton)

I only have ten of my toys on the bed (Lauren)

And do you fit in the bed with all those toys? (Freda, R3,
9:35)

8.2.4. The Traditionalist

Freda's stance within the data was as the teacher in charge of her 

classroom. She had a kind of 'no nonsense' (Freda, I I ,  04:17) reputation 

within and outside the school where she was seen as efficient and 

professional in relation to her work.
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Freda chose the books to read to the children and decided on the 

interpretation that would be made of the narratives. So the reading aloud 

and subsequent interaction was based on the teacher's interpretation of the 

text. In this way Freda transmitted the interpretation of the book to the 

children rather than leading them to arrive at an interpretation of the 

narrative through interaction with one another and with the ir book. This was 

evident in how Freda read the story from start to finish, for the most part, 

in one go. I t  limited any spontaneous interactions tha t the children might 

have with the story. Also the questioning by the teacher following the 

reading of the story appeared to be limited to the children being asked to 

recall the sequence of events within the story.

When the children did offer possible alternative interpretations, Freda did 

not pursue them with the children as in the discussion that spontaneously 

happened while reading 'Kiss Good Night Sam' (Hest, 2006)

Now, are you ready? Here we go. What does it say? (Freda,
R3, 9:51)

Freda controlled the possible interpretations that were made of the story 

and sought to make sure that the children understood the story as she 

understood it. She validated this kind of interpretation.

What do you think the story is about? (Freda)

It's  about a baby going to sleep! (Karl)

Why do you think that? (Freda)

She's hugging him (pointing to the book cover) (Karl)

Exactly. Exactly. (Freda, R3, 8:20)

In each of the story reading sessions, Freda was clearly in charge of how 

the literacy events were shaped.

We're in for a treat today. We'll bring over chairs for 
everyone so we can be comfortable, won't we? Now let's see 
who's comfortable? Don't be taking out anything! I told you 
I'm  going to read you a story. (Freda, R3, 0:32)

She sets very clear 'rules for engagement' in her classroom and children are 

frequently reminded of how 'things are done' within her room such as 

paying attention, turn taking and answering questions. This is very skilfully
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done with Freda using 'we', 'you', and ' I '  to rule herself in and out of group 

membership.

I would like you all to sit in your chairs. (Freda, R l, 6:8)

We love stories in this class, don't we, children. (Freda, R2,
4 :1 )

You have to pay attention so you will know what is going on, 
don't you? (Freda, R4, 12:55)

The literacy behaviours surrounding the event were structured and 

regulated within particular parameters which were very much shaped by 

Freda -  children were settled into class, Freda told them what today's 

agenda was, they were invited to tell the ir 'news', the story was read and 

finally Freda questioned them about the story. Therefore the children were 

quickly socialised into behaving in particular ways in the room and reminded 

about how to engage with Freda or the activity she was doing.

Look at me when you speak now! (Freda, R3, 2:21)

Freda maintained eye contact with the children throughout and spoke to 

them by name on an individual basis. Within this 'com m unity of practice', 

(Wenger, 1998), Freda interpreted the story for the children in a way that 

ensured tha t they understood the narrative as she had read it, so that only 

her interpretation of the story was heard. This theme overlapped with other 

themes in tha t the control could be heard in the parent role and the teacher 

role.

Having explored how Freda represented her literacy identity in her practice, 

the next section will look at how Freda authored her literacy identity in her 

writing.

8.3. How did Freda W rite  and In te rp re t her Literacy Id e n tity  in 

her Literacy History and Reflections?

Freda presented her literacy histories using a very sparse style of writing. 

She stated bare facts and did not really elaborate or add to them. In doing 

so she created the impression of being efficient and competent. She also
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used her literacy to create a particular interpretation of her role within the 

data generation and of herself.

Freda described herself as having always been a very good reader. She 

recalled herself from an early age in school as being a 'good and confident 

reader' (Freda, LH H, 3), 'good' and 'confident' both very strong descriptive 

adjectives. Freda also included 'w riting ' as part of her literacy history -  'I  

enjoyed writing essays' (Freda, LH H, 3-4). She went on to recall tha t she 

was also very good at spelling and instanced that she had left out an 'n ' in 

the word 'beginning' during a spelling test and said, 'I've  never forgotten 

tha t' (Freda, LH H, 7-8).

Freda read throughout her childhood and finished her childhood literacy 

history by saying tha t as a child, '[she ] would read the cereal boxes' when 

there was nothing else to read (Freda, LH H, 10-11). Here the narrative had 

a 'fictive voice' (Clements, 1999) that could be heard in the almost 

romanticised recasting of tha t memory into iconic image of the reading-child 

resorting to the backs of cereal boxes for reading material. This 

presentation was part of the writing of memory; it was not a fictionalising of 

events but more a recasting of them in a different light:

... [w ]e remember events as we would like them to be 
remembered, perhaps showing ourselves in the best light, 
perhaps making more of our contribution, perhaps altering 
the record to enhance our own role. (Clements, 1999:31)

Three main themes emerged from the analysis of these written data: 1) 

competence teacher, 2) guilt, and 3) story reader.
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Story Reader

Competent Teacher Gu:)t

Figure 8 .2: Themes found in the analysis of Freda's writing

8.3 .1. The Competent Teacher

Freda wrote her histories and her reflections in a very business-like format, 

almost like a meeting summary. She used prefaces, footnotes, bullet points 

and headings to structure her writing. There was no narrative or any 

significant development on any specific point but rather Freda presented a 

recount of what had taken place. In each of her literacy histories, and in 

each reflection, Freda simply gave facts as a response to what she had been 

asked to write, yet each was highly reflective, with Freda considering her 

practice in a very critical way and seeking all the time to improve on it. She 

then elaborated on the issues she raised during the interviews.

She described her home as a place where people engaged with a variety of 

literacy practices with relative ease. Her own school-literacy-learning was 

never problematic. Freda liked being in school. She did what was expected 

of her ... she and her siblings were 'sent to school to learn, not to have a 

good tim e.' (Freda, LH H, 14). Freda described herself as having excelled at 

literacy-related activities (reading, writing, spelling) throughout her school 

and college life. In creating this image of herself as a successful learner of 

literacy, Freda advanced a particular construct of her own literacy identity 

as a very competent learner of literacy ... the good student!
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The concept of 'competent user of literacy' was very clear in the data. 

Having been a competent user of text since early childhood Freda was able 

to write about how her facility with literacy had been built up and was now 

part of her identity as a literate person.

Freda's evaluation of herself as a teacher of literacy was m atter of fact, '... it 

(the reading aloud) was well done for the most part' (Freda, Rf I, L 14). 

'The children really enjoyed the story and I read it very well. They joined in 

at the appropriate places and paid good attention to the end (Freda, Rf2, 

17-18). She also saw that her choice of book wasn't always 'ju s t all right' 

(Freda, Rf I, 10). In these ways Freda took on the role of 'objective 

observer' of her own practice and resolved to remedy any deficiencies in 

subsequent reading sessions.

Freda posed questions in her written reflections about her reading aloud ... 

wondering if she should have talked with the children ahead of the reading 

and allowed them to interject with questions as the story was being read. 

These questions on her own practice were left open, and not dialogic -  not 

always answered. She reflected on what she saw as positives and things 

tha t she saw as needing to be improved. The questioning of her own 

practice, 'did I spoil it for the others?' (Freda, Rf I, 17), also showed a level 

of reflexivity tha t was carried throughout her reflections.

The notion of 'im provem ent' was present throughout the reflective process 

and becomes a feature of the written reflections ... each piece began with an 

evaluation of the changes that had been made and concluded with a list of 

new improvements to be implemented in subsequent sessions. These also 

resonated with the idea of perfecting her skills at reading aloud.

• Should I spend a bit more time talking about the cover of the book?

• Should I delve a little  deeper into the title  or would that lose some 

momentum fo r the children?

• I f  the children comment or start a conversation about the particular 

page, should I let it run or would they lose the thread of the story?

• Should I do a brief run through of the story when it's finished and ask 

questions about the pages?
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• Would that spoil the whole idea of story telling being enjoyable for 

children? (Freda, Rf4, 32-39)

She compared two particular sessions and wondered ...

This was a better story telling session than the first one.
Why?

I knew what I was going to read 

I knew the content of the story

I know that children were fam iliar with the story and, as with 
age-old tales like this one, who wouldn't enjoy it? (Freda,
Rf2, 21-25)

So, what will I do differently the next time? Perhaps choose 
an unfamiliar story and have it as the full lesson for that 
day? (Freda, Rf2, 26-27)

In this way Freda was constructing her participation in the research in a 

particular way and defining her construct of being a competent teacher as 

always having to improve her practice and her understanding of her 

practice. Another feature of the reflections was that Freda recorded herself 

reading with the group in-between 'our sessions'. She was the only one of 

the teachers to do this and was again constructing herself as the good 

participant. She recorded these 'additional sessions', played them back and 

reflected on her own practice. She fe lt tha t this was a way for her to hone 

her skills at reading aloud to the children as well as giving her the 

opportunity of reflecting on a more regular basis on her own practice, a 

practice tha t she felt was based on 'sound pedagogical practice' (Freda, Rf5, 

10).

8 .3 .2 . Guilt

Freda described her current literacy practices as 'sad' and 'junk ' and not up 

to the standard that she expected of herself. She constructed literacy as an 

attainment. She talked about 'in te lligent books', books that required 'a bit 

of an effort' (Freda, LH C, 4) as opposed to the popular fiction and 

magazines she was currently reading.
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Freda positioned herself outside the role of 'the good reader' and took up 

the role o f someone who had chosen to read 'junk'. Though she saw this as 

possibly 'sad', it was also somewhat tongue-in-cheek! Having constructed a 

literacy identity for herself around being part of the research, she now had 

to re-define her current reading habits as being different from the kinds of 

more serious academic reading tha t she thought a research participant 

should be doing!

8 .3 .3 . The Story Reader

Freda had a sense that she was a good 'perform er of literacy' -  she wrote 

how she was a 'good and confident reader' (Freda, LH H, 3) who was also 

very capable as a w riter and who won prizes in school for her own creative 

writing. She fully contextualised each written reflection to ensure tha t the 

reader clearly understood what she was writing. She posed a number of 

questions to guide her writing so that the reader could appreciate how she 

had thought through each question. Her identity here is that of someone 

using her literacy skills to create a particular image of herself in writing as a 

competent and reflective story reader. She guided the reader towards and 

through a particular understanding of what she saw and felt was going on:

I was comfortable with the children, the story, the telling of 
the story and the feedback from the children. I t  was an 
enjoyable experience for all of us. Was it for you? (Freda,
Rf5, 27-29)

Here Freda posed a question directly to the researcher ... 'Was it for you?' 

(Freda, Rf5, 27-29) and so was including the researcher as reader of her 

reflection.

In her commentaries on her written reflections, Freda began -by 'critiqu ing ' 

her performance and looking at ways in which she could improve on it. But 

she also saw that her ability to read a story aloud to children was an 

integral part of who she was as a teacher of literacy and tha t she had let 

that slip in order to concentrate on her role as learning support teacher ... a 

job she described as 'fa r too busy, one group after another and little time 

for story' (Freda, 15, 4:23). She reflected that reading aloud could be a
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really enjoyable experience for the children and could be a conduit for 

successful literacy learning by the children:

I am a good teacher of literacy -  children learn differently. I 
love it when it clicks with them -  the beginnings of fluency.
(F reda ,15,15:17)

Freda reflected in writing on the experience of taking part in what she 

referred to as 'the project' (Freda, Rf5, 37) and found it to have been a very 

positive one.

Freda is constructing the researcher (who in this case was the reader) as 

audience. In her writing she mapped the terrain of her thinking before 

embarking on her reflection, and in doing so is positioning herself within the 

research so as to promote a particular literacy identity of herself.

Having explored how Freda represented her literacy identity in her writing, 

the next section will look at how Freda authored her literacy identity in her 

discourses.

8.4. How did Freda Represent Teacher Literacy Identity  in her 

Discourses?

The interviews took place in Freda's classroom. She placed a Do Not Disturb 

sign on the door before I arrived. Even though the researcher endeavoured 

to keep the interviews as informal as possible and structure them as 

'professional conversations' (Yonamura, 1981), Freda adopted a more 

formal question-and-answer approach to each interview which was very 

business-like and was conducted at a brisk pace. Consequently the 

interviews tended to be short.

Freda adopted the role of 'active research participant'. As soon as the 

interview began she indicated that we should 'get down to business' (Freda, 

12, 0:14). She would open her reflection notebook and proceed to either 

read or paraphrase her reflection and so, set her agenda for the interview. 

This comprised a quite brief account of her reflection, with some elaboration 

on foot of questions by the researcher. In this way Freda's reflections gave 

a shape to the interviews and controlled their scope. Freda was also shaping
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a particular literacy identity for herself as the good interviewee and good 

respondent.

Five themes emerged from the data analysis of the discourses: 1) 

competent teacher, 2) story reader, 3) parent, 4) guilt and 5) hero.

Hero

Parent Story Reader

Competent Teactier Guilt

Figure 8.3: Themes found in the analysis of Freda's discourse

8.4.1. The Competent Teacher

Freda constructed herself as the competent teacher. She said that she really 

looked forward to the interviews and that she liked taking part in the 

research. She felt tha t her participation had given h e r'the  urge to re-invest 

[herself] in some academic reading which [she] had not been doing for 

some tim e ' (Freda, 13, 2:04). She added that it also gave her 'cause and 

tim e to examine [her] own practice' (Freda, 13, 3:01), and to reconnect 

with reading stories to children, a practice that had been central part of her 

mainstream teaching but one that had been laid aside in her learning 

support work.
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I t  was good for me to have story reading as part of my job
description, as well as the phonics and the reading skills and
all that. I had left it out. (Freda, 15, 4 :05)

Though Freda does not express why it was good for her to have this change 

in her practice, she explained that as a class teacher she would have had a

bank of books that she would share with the children as a core part o f the

literacy curriculum. Her role as literacy support teacher did not include her 

reading aloud to the children but rather comprised the teaching of discrete 

literacy skills in a particular sequence within a very traditional 

understanding of literacy that underpinned the school's policy on teaching 

literacy. When talking about reintroducing books to her work as a learning 

support teacher, Freda used 'you ' rather than the firs t personal pronoun ... 

indicating something tha t 'aught' to be done and so distanced herself from 

this.

I would have thought story telling was an end of a thing, not 
a beginning. I f  you were going to, you would do your lesson 
and you might have the last five minutes for the story. 
Inevitably you'd not always get to it, so I th ink I will do it 
first. (Freda, 15, 3:41)

Freda displayed great knowledge about her craft as a teacher, about how 

younger children learn and about what appeals to them.

... And as you know, reading aloud is vital for young children.
Children should enjoy stories. I t  should be an enjoyment for 
them and not another drill of the ir short and long vowels.
(F reda ,12, 11:49)

These were other layers within her literacy identity, the competence to do 

her job and the reputation amongst her colleagues of being knowledgeable 

and being very good at her job.

Having taught for so long, it is not a practice I would have 
been used to doing. I t  made me a bit more disciplined and 
aware of the enjoyment of story telling for children in the 
learning support room. I t  also made me focus on the type of 
book to choose, to consider what aspects of it would appeal 
to them and how my presentation of the story came across.
(Freda, Rf5, 39-43)

Freda constructed a particular literacy identity for herself in relation to her 

long service in the school, '... I am teaching the children of the children I 

once taught. They all know me and know what to expect!' (Freda, I I ,
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11:07). Freda's role was Influenced by factors such as a school culture, 

where the teaching of literacy was hugely focused on children mastering 

basic literacy skills. Freda's role as the Literacy Support Teacher was shaped 

historically within those practices that grew up around the construction of 

literacy within the more traditional view of literacy (Chall, 1983; Ehri, 

2002), or as Freda explained, finding out what [skill] is not yet in place 

and working on tha t' (Freda, I I ,  13:15). But Freda's identity as a literacy 

support teachers was also influenced more recently by the staff becoming 

more knowledgeable during school in-service, about the role of the learning 

support teacher.

8.4.2. Story Reading

Being able to perform her role as a 'reader-of-story' was very important to 

Freda. She described herself as a 'la tent actor ... something I intend to 

pursue when I retire. I would love to have walk-on parts in television series 

and th ink that I would be really good at it' (Freda, 12, 13:12). She 

commented on the quality of her performance of story reading, as an 

integral part of her reflections.

She found listening back to herself on tape a little uncomfortable initially 

and confessed to 'absolutely hating the sound of [her] own voice' (Freda, 

I I ,  1:25). She recalled that as a child neither of her parents read aloud to 

her, but that teachers did (Freda, 12, 6:15) and that as a very young 

teacher she had read aloud to her classes.

When I started I remember children being enthralled and 
being so pleased with myself that I had their total attention.
(Freda, 12, 7:15)

Over the years she perfected her reading aloud skills and now identified 

herself as highly competent at reading story aloud to children, something 

she repeated as an opening statement in each interview.

I would still come back and say what I said about every 
story. I read a story well. I do the voices and I drop it for 
the 'he said' and I do grab the children's attention. (Freda,
12, 2:39)
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Freda sometimes saw her own performance of the story reading as falling 

below her own expectations and would immediately suggest ways in which 

she might improve her reading aloud of the story for the subsequent 

session.

Children should enjoy stories. I t  should be an enjoyment for 
them and not another drill on the ir short vowels or 
something! (Freda, 12, 11:49)

I was comfortable with the children, the story, the telling of 
the story and the feedback from the children. I t  was an 
enjoyable experience for all of us. Was it for you? Change is 
not always good. (Freda, Rf5, 27-29)

During the second read-aloud session, Freda had asked the children a series 

of questions at the end of the story and they had not been able to answer 

them. Freda felt that she should have known to stop the reading at the end 

of the story and leave it at that.

I wanted it to go well. I wanted it to be interesting fo r you as 
well as for the children and me. (Freda, 12, 12:12)

This wanting the researcher to have 'an interesting experience' added 

another dimension in that it was the firs t indication that Freda saw the 

researcher as part of the 'audience' for the reading session. This added 

more pressure to the 'performance' of the literacy act of reading aloud. 

Improving and perfecting the quality of the story-reading performance 

became an integral part of the reflection process and something that guided 

the selection and reading aloud of the books chosen.

Freda's evaluation of herself as a performer led to an examination of other 

literacy practices around the reading aloud '... the most interesting part was 

my questioning' (Freda, 14, 0:14). She also discussed how at one point, 

getting a reaction from the children was 'like getting blood out of a stone' 

(Freda, 14, 0:36) when the children failed to respond to her questioning 

after the reading had finished. She commented on how she had to stop 

'playing it safe' with her choice of books and expand on her repertoire. 'I  

like the children to enjoy it' (Freda, 14, 10:35) and she concluded sometime 

later that ... 'to  get a reaction from children about a story, then you have 

achieved something' (Freda, 14, 12:09).
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Freda was also able to talk very honestly about how the story had not 

worked quite the way she had intended that it should. She was aware of the 

children as audience to her role as perfornner.

There was a deathly silence, wasn't there. They obviously 
hadn't a notion about what I was saying. (Freda, 13, 11.22)

I still listen to inflections in my voice to see am I doing the 
voice. (Freda, 13, 8:13)

These were very honest reactions of her reading aloud, and were present in 

almost all of her reflections. While Freda discussed the positive aspects of 

her reading aloud, she tended to focus more on what had not worked in 

each session. She would then set an agenda to work on these for her next 

reading aloud session. This led to a focus on the performance of the reading 

aloud so that Freda's literacy identity could be seen in terms of perfecting 

the act of reading aloud.

The reflection ... I saw the good points and the things that 
could improve, which is a good thing ... it is not the kind of 
thing, well, I wouldn't be doing it consciously in my day-to- 
day work. (Freda, 15, 0:38)

Though she saw this experience as 'a critique of our work' (Freda, 12, 5:06) 

Freda also found that the reflection had caused her to be 'much more aware 

of story' (Freda, 12, 16:44). This moving aside from ownership of the work 

(i.e. our work) is interesting in tha t it also indicated that Freda was aware 

that her role was being constructed both by herself and by influences and 

demands outside of her, in this case her taking part in the research.

The process [o f reflecting] was making me think. Normally 
you just read a story and that's it. But doing it and thinking 
/reflecting on it is a very useful exercise. I would do that on 
my lessons but I wouldn't have done it about a story.
(Freda, 13, 4 :05)

Freda characterised reflection as posing a number of questions and setting 

out to answer them in her conversations with the researcher.

I jo tted down notes as I listened, instead of listening and 
then going back and listening to the tape again. I jo tted as I 
went and moved along. (Freda, 13, 7:45)
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8.4 .3. The Parent

Freda fe lt tha t her parenting experience as mother to her own four children 

had given her an additional layer of understanding of her role as literacy 

support teacher. She said that her skills at engaging children with books 

had really been forged by her experience as a parent. She had always 

valued books and had bought books for her children as well as bringing 

them fortn ightly to the local library. She commented on how each individual 

had responded differently to tha t literacy upbringing.

What would have been more influential to me [as a teacher 
of literacy] came through my own children. One was a 
super-duper reader, one a good reader but only if he was 
interested, another iffy and the last not even slightly 
interested. (Freda, 15, 6:15)

Freda went on to talk about how she had bought books as presents for her 

own children throughout the ir childhood, into the ir adolescence and now 

into the ir adulthood. Each of her adult children still received a book as part 

of family celebration. She said tha t considerable time and effort went into 

book choice. They in turn were also asked to give Freda a g ift of a book, 

and book tokens were not an option.

My literacy practices grew from being a parent. (Freda, 15,
7:25)

These were very particular literacy identities tha t involved the role of parent 

as the nurturer of particular literacy practice around books, the mother as 

'book giver', forming a very strong literacy identity.

8.4.4. The Hero

Towards the end of the final interview Freda surprised herself by 

spontaneously talking about 'Sr. Martha' (pseudonym) who had taught her

in 4th, 5th and 6th classes in Primary school. She had not, she said,

thought about Sr. Martha since she was a school child herself, almost half a 

century beforehand.

Yeah there would be Sr. Martha. I never said this before.
Yeah, Sr. Martha, we had in fourth, fifth , and sixth class and
that woman was the main influence in my life and my love
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for reading and I taught like her. I liked her way even 
though she was an old nun, like, you know ... I ann laughing 
now to hear about Sr. Martha! She was jus t wonderful. Sr.
Martha was very strict but she was very fair. But she was 
very nice to us and once in a while we would get a laugh 
from her which came across as very human. And I liked 
that. She had good control over the class. She never 
shouted. She had a great measure of control over the class.
She was the main influence. I had not thought about that 
before. She did not do art or a load of things. We jus t sat 
there all day but she was a great teacher. (Freda, 15, 7:55)

Freda was really surprised that she could have forgotten such an important 

figure in her own literacy history. Sr. Martha was hugely influential in 

Freda's choice of career and she remembered quite fondly that this teacher 

sat at the top of the classroom and engaged the girls' attention all day. 

Freda linked practices that she herself thought of as important with her 

memories of Sr. Martha, children paying attention, children showing 

respect, children being asked questions, and children having the answers 

because they had been paying attention.

The appearance of Sr. Martha was a revelation to Freda. She emerged from 

Freda's reflections on her practice. In itia lly Freda's voice was soft and 

somewhat tentative but as the narrative around Sr. Martha unfolded, her 

voice became strong and definite. Freda was tentatively connecting her own 

beliefs about literacy teaching to this early influence not only in her own 

personal education but also as a model for her own teaching, and 

reinterpreting her practice through this memory.

The appearance of Sr. Martha as a forgotten influence added another level 

of understanding to Freda's literacy identity. Though Freda detailed the 

possible influences that this teacher had on her own teaching, she singled 

out the fact that Sr. Martha could 'hold a class spellbound when reading 

aloud' as a significant memory. This literacy identity was now framed 

around holding an audience's attention and created an idea of school 

literacy as something very regulated and traditional.
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8 .4 .5 . Guilt

In reconsidering her own literacy practices she felt tha t she was somewhat 

embarrassed that she was not reading 'anything tha t could be considered 

'serious' (Freda, 15, 6:15).

She fe lt tha t she was a reader of 'junk ' mainly at this stage and that 'more 

intelligent books' (Freda, LH C, 4) were left to holidays when she could 

concentrate on them. In the meanwhile she talked about how she read 

'popular fiction ' and magazines mainly in her day-to-day practice of literacy. 

She felt quite guilty about this, and though she would have read 

professional journals from time to time, she did not study the ir content as 

much as acquaint herself with the table of contents.

8.5 . How did Authoring her Literacy Id e n tity  

In fo rm /T ra n s fo rm / Reform Freda's Literacy Identity?

Traditiona ist

Conoetent Teacher 
Slofy *e(

Pdrert

Practice Writing

Discourse

Figure 8.4: Themes found in the analysis of Freda's practice, w riting  and discourse

Data from three different sources offered horizons of understanding 

(Gadamer, 1993), of Freda's literacy identity. Her reading aloud of stories, 

her written narratives (histories and reflection) and her interviews were
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analysed and fused with the researcher's own horizon of understanding to 

allow a hermeneutic understanding (Gadamer, 1993) of Freda's literacy 

identity to emerge from the narrative.

8.5.1. The Synthesis of Themes

The analyses of these data revealed six different themes: a) competent 

teacher, b) story teller, c) parent, d) guilt, e) hero and f) traditionalist. 

These can be synthesised under a single main theme, that of 'the 

competent teacher'. Each of the other themes can be viewed as part of the 

overall 'Competent Teacher' theme as each gives a particular layer of 

understanding to the main theme.

Story T«uer

The Competent Teacher

He»o

T rao^-^ is i

Figure 8.5: Synthesis of them es found in the analysis of Freda's data

8.5.2. The Competent Teacher

Freda's literacy identity was very strongly influenced by the notion of 

competence -  about being able to do something well. She described herself 

as having excelled at literacy-related activities right throughout her school 

and college life and advanced a construct of herself as a very competent
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and successful learner and user of literacy. Freda's literacy identity was 

framed both by her role as teacher  and by her  role as learning support 

teacher .  She constructed her identity as  being highly organised and 

competent  in each of the data sources. This was evident in how she 

behaved in her  practice, in how she reflected on this practice in her writing, 

and in how she spoke about herself as a literacy teacher .

Freda had a real sense  of the children as audience and, de facto, of herself 

as performer. This was an essential aspect  of her role as 'competent 

teacher ' .  The variation of her voice within the story reading session was 

quite dramatic and was used to great  effect within both the story reading 

and the contexts  tha t  developed around the story. She positioned the 

children into giving particular responses to her reading aloud. She used her 

practical, exper ienced-based knowledge on how best  to read books aloud to 

children to ensure tha t  they listened and responded to the book. This would 

have been in line with the findings of Day (2010). The reflections show 

Freda as very aware of the power of the reader  and of the need to 'perform' 

literacy in a particular way that  shaped Freda into being a particular kind of 

teacher .  In her interviews Freda talked about  how important it was to 

engage the children in the reading by performing her role as a reader-of- 

story, by entertaining the children and having them respond as audience to 

her reading. This also shaped this particular 'community of practice' 

(Wenger,  1998). Improving and perfecting the  quality of the performance 

became an integral part  of the reflection process and something tha t  guided 

the  selection and reading aloud of the books chosen.

Being part of the research process was very important to Freda who 

positioned herself very much as a co-constructor of the data in each of the 

three data sources. She was the only participant in the research to record 

and analyse additional sessions for herself. She constructed herself as a 

highly organised literacy research collaborator who had a genuine 

contribution to make to the process.  Freda s teered the interview sessions so 

as to position herself as the 'interviewee' . She contextualised each reflection 

for the reader  and so constructed herself as a particular kind of competent  

research participant.
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The role of parent was very strongly represented in the data generated from 

Freda's practice and in her interviews but not in her written reflections. 

Freda's assumed a maternal role in how she regulated the children and 

drew on her own experience as a parent to position the children as learners. 

She positioned herself as knowing what was best for the children, thus 

adding to her competence as a teacher. She spoke in an authoritative way 

on how the parents could support the ir child in developing literacy skills. 

She used her role as m other/parent to add weight to her own beliefs about 

literacy, yet this did not appear in her written reflection or in her literacy 

histories.

Though she valued literacy and books, Freda constructed her current 

literacy practices as almost gu ilty  pleasures. She addressed it firs t in her 

histories and created an identity for herself as someone who engaged in a 

socially constructed role as a reader of popular fiction, yet saw it as falling 

short of the kind of reading she fe lt she should have been doing. This again 

surfaced in the interviews where Freda again saw her reading of magazines 

and popular fiction as of a lower standard than the kinds of reading that she 

might be doing. But she also showed tha t she could read professional 

literature and understand it and so her 'gu ilt ' was used to show herself as 

an accomplished reader who could engage socially with friends about 

reading, read for pleasure and relaxation, but also read professional 

literature.

Freda's literacy identity was influenced by both curricular and school 

cultures. Consequently her practice of literacy teaching was framed by a 

more traditional view of literacy, of how children were taught and how their 

literacy learning was to be supported. Freda valued reading and books, yet 

as a teacher of literacy her role was defined as teaching literacy skills to the 

children. Freda reflected on this in her writing, about how concepts of 

literacy in her school were framed within the traditional understanding of 

being able to decode text and understand it. While this traditional view of 

literacy learning did emerge from  the data analysis in both her practice and 

her writing, it did not appear as a topic in any of her interviews. She 

focused instead on talking about, and reflecting on, her actual performance 

and practice.
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Literacy behaviours and events were structured and regulated within very 

tigh t teacher-controlled paranneters, and so the 'com munity of practice' 

emerged from this. Freda led and shaped this particular community of 

practice, (Wenger, 1998) which in turn shaped her as a particular kind of 

literacy teacher. Though this control did not appear in either her written 

data or in her interviews, a certain element of it could be insinuated into 

how Freda constructed herself as an interviewee, and how she both 

physically and orally structured the content to be discussed. But it was 

mainly visible in her dealings with the children, and in how she regulated 

the group of children and controlled the 'com munity of practice,' (Wenger, 

1998).

Sr. Martha's influence was explored towards the end of the final interview. 

Freda positioned Sr. Martha as a forgotten, though highly significant 

influence in shaping her teacher identity and her literacy identity.

8.6 . Conclusion

Pdf«rit ConpMeni Teacher T'^Aaoo''^) st Gurf:

Figure 8.6: Layers of understanding found in the analysis of Freda's data

There is a very strong sense from these data of Freda as 'The Competent 

Teacher'. Each of the layers of understanding contributes to a complex 

understanding of Freda's literacy identity. Her literacy identity involved 

concepts of efficient planning and teaching of basic literacy skills. This was 

very much shaped by the cultural and curricular requirements of her role. I t
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was highly teacher-directed, with the children being scaffolded to acquire 

the necessary literacy skills in order to decode texts on their way to 

becoming readers. Reading was constructed as an accomplishment. Freda 

tracks the development of her professional journey from her early 

encounter with large classes and the 'class reader' through to her work as a 

support teacher. Her attitude towards the teaching of reading to children, 

particularly to those who struggled with literacy, is also chartered from one 

o f'bera ting  them ' to 'helping them ' (Freda, 14, 12:18).

Re-introducing reading aloud and a reflection as components of her practice 

allowed Freda to examine her performance of literacy teaching and to 

conclude tha t facets other than those attaching to skills teaching might be 

looked at. Her reflections led to her examination of her own literacy identity 

and the influences that shaped it. Sr. Martha emerged as a significant 

influence albeit more towards the end of the data generation. Freda's 

reflections caused subtle and nuanced changes in her discourse over the 

course of the data generation. This included the development of concepts 

such as the children's enjoyment of story and the children's engagement 

with text. But it also included Freda developing an appreciation of her own 

prowess as a teacher of literacy and the complexity of influences on her 

own literacy identity. She summed it up by stating:

... And as you know, reading aloud is vital for young children. 
Children should enjoy stories. It should be an enjoyment for 
them and not another drill of the ir short and long vowels.
(Freda, 12, 11:49)
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9. The Quintain: Synthesis and Discussion

This chapter explores the insights that emerged from the analysis of the 

data. The four questions, which originally framed and directed the study, 

are revisited. A form of cross-case study analysis or quintain (Stake, 2006) 

is carried out and the themes from that are synthesised into a set of 

insights into the literacy identity of the four veteran teachers.

This study explored the literacy identities of four Learning Support 

Teachers, Annie, Annika, Brian and Freda, who self-identified as veteran 

teachers and who worked as LSTs in the Irish Primary School system. In 

qualitative research, 'interpretation involves explaining the findings, 

answering "w hy" questions, attaching significance to particular results, and 

putting patterns into an analytic framework' (Patton, 2002:438). Wolcott 

(1994) defines interpretation as being:

... Suited to mark a threshold in thinking and writing at 
which the researcher transcends factual data and cautious 
analyses and begins to probe into what is to be made of 
them. (Wolcott, 1994:36)

This qualitative study is an exploration of the lives, identities and, in 

particular, the literacy identities of these four veteran teachers in which the 

researcher set out to 'listen to participants and build an understanding 

based on the ir ideas' (Cresswell, 2003:30). This understanding was 

explored in the literature and developed by addressing these four 

questions:

1. How did the teachers' classroom practice of the ir literacy identities 

inform the ir teaching of literacy?

2. How did these teachers author and interpret the ir literacy identities in 

the ir literacy histories and reflections on the ir practices?

3. How did these teachers represent the ir literacy identities in their 

talk/discourses?

4. How did reflecting on their literacy teaching inform /transform /reform  

their literacy identities?
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9.1. The Quintain

All four LSTs in this study had undertaken further professional development 

courses to work in learning support. Annie and Brian held Master's Degree 

level qualifications. Annie and Freda were very active members of their 

teacher union, and all four were committed to ongoing continuous 

professional development through the ir local Education Centres, in order to 

maintain the quality and effectiveness of their teaching. The primary 

schools where the teachers worked varied from a single sex school (for 

children 8-12 years), to an infant school (for children 5-8 years), to an 

inner-city, disadvantaged school (children aged 5-12 years) and finally to a 

school (children aged 5-12 years) in a more affluent city suburb.

Case Study 1 Case Study 2 Case Study 3 Case Study 4
Annie Annika Brian Freda

Practice Pracitce Practice Practice
Writing Writing Writing Writing

\  Discourse / \  Disource / \  Discourse / \  Discourse /

The Quintain
Cross Case Study Analysis 
Practice. Writing. Discourse

Figure 9.1: The Quintain: Cross Case Study Analysis

This section reports on the cross-case analysis of the four case studies 

already reported on, in the form of a quintain (Stake, 2006), to find the 

sim ilarities among the case studies and goes on to develop these insights in 

light of the literature.
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Thirteen different themes are found in the amalgamation of the data from 

the analyses of the teachers' practice, the ir writing and the ir discourse. 

These are presented under headings suggested by the data generation 

sources: practice, writing and discourse. The theme of 'the competent 

teacher' was the only theme to be found in all data sets.

Practice Writing Discourse

Competent Teacher Competent Teacher Competent Teacher

Story Reader Story Reader Story Reader

The Good Participant The Good Participant The Good Participant

Parent Parent Parent

Story Teller Story Teller Story Teller

Transformed Transformed Transformed
Relationships Relationships Relationships

Guilt Guilt

Hero Hero

The Literate Man The Literate Man

Traditionalist Traditionalist

Scaffold Scaffold

Dissident Dissident

Reflective Practitioner

Table 9.1: Am algam ation of data from  teacher's practice, w riting and discourse

Within each case study, the themes existed in relation to one another. They 

intersected and crossed over each other in the various enactments of 

identity in practice, in writing, and in discourses. The themes combined in 

new and unique ways as each teacher enacted his/her literacy identity.
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Figure 9.2: Them es found in the four case studies

Within these 13 themes, two larger themes were identified, which 

subsumed the others: 1) the competent teacher of literacy and 2) the good 

participant.

In the following section the relationship between component sub-themes of 

each of these two larger themes will be explored. These two larger themes 

will then be synthesised into an understanding of the literacy identity of the 

four veteran LSTs.

9.1 .1 . The Com petent Teacher of Literacy

The label 'The Competent Teacher of Literacy' was considered the most 

suitable title  for the synthesis of the nine themes. The single theme 'The 

Competent Teacher' was the only theme common across all the data.
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Figure 9.3: Synthesis of them es: The com petent teacher of literacy

The nine thennes found in the quintain (Stake, 2006) are combined to create 

an overarching theme, 'The Competent Teacher of Literacy.' Each theme 

refers to the ways in which the four teachers were able to practise, write 

and talk about the ir literacy identities. In this way, each theme offered a 

particular lens through which the teacher's literacy identity could be 

understood. In keeping with the literature on identity studies already cited 

in this study, these lenses are not independent of each other, but rather 

bump into and intersect one another, forming and reforming identities that 

are always in a state of becoming (Smyth, 2007; Wenger, 1998; Moje & 

Luke, 2009).

The nine themes: competent teacher, hero, parent, traditionalist, story 

teller, transformed relationships, scaffold, literate man and dissident all 

relate to each other and to the enactment of each teacher's literacy identity. 

The nine themes are seen as specific interpretations of literacy identity as 

found in the data. These interpretations add layers or laminations of
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understanding to the complexity of literacy identity. They are now explored 

using Moje & Luke (2009) three assumptions about identity, tha t it is: 

social, multiple and recognised by others.

9 .1 .1 .1 . Social

This section will explore the themes related to each other in terms of an 

understanding of identity as a social construction.

Each of the teachers, at some stage in the generation of data, recalled 

someone who had been a significant influence on their own development as 

a teacher and as a learning support teacher. Bryan (2004) saw these 

'heroes' as important features of teacher identity. Heroes can be understood 

in terms of a social construct of literacy identity in tha t each of the 

participants recounted the ir memories of these heroes in terms of 

relationships tha t took place in valued social contexts, either at school or at 

home. These heroes were part of transformed literacy identity in tha t their 

very acknowledgement was a social act in the construction of the teachers' 

literacy identities.

All four teachers shared the traditionalist view of literacy to some degree or 

other. This view acknowledges the need for children to learn the basic skills 

of literacy in school. Freda and Brian saw this as an end in itself and defined 

their role in terms of the teaching of literacy skills. Annie and Annika saw it 

more as a means to an end and took a somewhat wider interpretation of 

what constituted 'literacy'. All four shared a literacy identity as LST that was 

socially constructed within the ir schools but also within a wider context of 

community and Government policy, which too promoted a more traditional 

view of literacy, and yet each one of the teachers was different.

That difference would really be seen in the enactment of the teachers' 

literacy identities, particularly in how they scaffolded the children's learning 

during the read-aloud sessions. These practices happened within the 

'communities of practice,' (Wenger, 1998), which comprised their learning 

support groups, and so the literacy they were making available to the 

children was done within a social context.
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9 .1 .1 .2 .  Multiple

This s ec t ion  will exp lore  t h e  t h e m e s  re la ted  to  e a c h  o t h e r  in t e r m s  of an 

u n d e r s t a n d i n g  of  identi ty a s  mult iple.  The  d ivers i ty of  t h e  nine s u b t h e m e s  

d o e s  a t t e s t  to  t h e  mult iple n a t u r e  of  th is  t h e m e .

Within t h e  c o m m u n i t y  of prac t ice ,  (W e n g e r ,  1 9 9 8 ) ,  mult iple identi t ies  w e re  

a t  play -  e a c h  of  t h e  t e a c h e r s  e n a c t e d  h i s /h e r  role a s  t e a c h e r  in di f ferent  

a n d  s ub t le  w a y s  -  s o m e  quit e  control l ing while o th e r s  w e re  fa r  m o re  

re laxed .  Learning S u p p o r t  T e a c h e r  ident i ty w as  al so  a fac to r  in t h a t  eac h  

t e a c h e r  e n a c t e d  t h a t  l i teracy identi ty d if ferently  -  s o m e  in qu i te  p rescr ip t ive  

w a y s  - while o th e r s  used  the i r  re la t ionsh ip  with t h e  chi ldren a s  a bas is  for  

t h a t  re la t ionship .  The  role of  p a r e n t  w a s  e v id e n t  also -  Annika and  Annie 

u s e d  th e i r  roles a s  p a r e n t s  to  o p e n  up par t i cu la r  d i s c o u r s e s  with t h e  

ch ildren  while Freda and  Brian u s e d  the i r  p a r e n t - id e n t i ty  in a m o re  sub t le  

a n d  n u a n c e d  way,  w ant ing  to  r e c r e a t e  t h e  b e d t im e  s to ry  a t m o s p h e r e  in 

t h e i r  c l a s s ro o m  a s  a m e a n s  of  con tex tua l i s ing  t h e  read ing  aloud.

Each of  t h e  t e a c h e r s  s h o w e d  mul t iple ident i t ies  in t h e  d a t a  g e n e ra t io n .  In 

t h e  ana ly s i s  of t h e  d a t a ,  h o w ev e r ,  Brian w a s  t h e  o n e  who in t h e  ana lys i s  of 

t h e  d a t a ,  s h o w e d  m o s t  -  his identi ty  a s  a c o m p e t e n t  t e a c h e r  of l i teracy 

inc luded  his identi ty a s  s to ry te l le r ,  d i s s id e n t  and  l i te rate m a n  to  add  layers  

of  com plex ity  and  r ichness  to  his identi ty a s  a c o m p e t e n t  t e a c h e r .

Each of  t h e  t e a c h e r s  scaffolded  t h e  ch i ld ren 's  l i teracy learn ing in d ifferent  

w ays .  While eac h  did be l ieve  t h a t  h i s /h e r  jo b  w as  to  t e a c h  l i teracy skills to 

t h e  chi ldren,  t h e y  did this  in an  individual w ay  with e a c h  of  t h e  children.  

Annie w a s  pa r t  of  t h e  Learning S u p p o r t  T e a m  in h e r  school  w h e r e  a g r e e d  

in te rv en t io n s  w e re  p rac t i sed  a c r o s s  t h e  t e a m .  Annika felt  t h a t  h e r  pupils 

w e re  den ied  equal  a c c e s s  to  t h e  cu rr icu lum b e c a u s e  the i r  h o m e  l a n g u a g e s  

differed signif icantly from school  l a n g u a g e .  T hey  did not  h a v e  t h e  l a n g u a g e  

of  school .  Brian a n d  Freda both  be l ieved  s t rong ly  in t h e  t e a c h in g  of l i teracy 

a s  a s e t  of hie rarchica l  skills t h a t  t h e  children  m a s t e r e d  and  appl ied  to  t h e  

a c t  of  read ing .  So not  only w e re  mul t iple l i teracy ident i t ies  a t  play w hen  

t h e y  w e re  working  within the i r  c o m m u n i t i e s  of  prac t ice ,  (W en g e r ,  1998)  but  

t h e y  also ind iv iduated  t h e s e  w h e n  dea l ing with individual ch ildren,  t h u s  

mak ing  it a very  com plex  a n d  skilful e n a c t m e n t  of  the i r  l i teracy identi t ies .
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9.1 .1 .3 . Being Recognised by Others

This section will explore the themes related to each other in terms of an 

understanding of identity as being recognised by others within and outside 

the communities of practice.

Having knowledge of and being able to hold discourses about the teaching 

and learning of literacy were key elements in the enactment of the literacy 

identity of the competent teacher of literacy. This allowed the LSTs to be 

recognised within the ir schools in the ir roles. The traditionalist theme 

allowed for Brian and Freda to recognise themselves within the 

psychological understanding of literacy and also within the wider community 

of the school where their roles were understood as bringing children up to 

the standard of the ir class through systematic teaching of missing skills.

Three of the teachers, Annie, Annika and Freda, talked about feelings of 

guilt when it came to their own practices of literacy. Each felt that they 

were not reading the kinds of material they should have been, and in 

Freda's case she lamented her reading of popular cultural texts as not quite 

what she should be reading. This was signifying that there was an idealised 

version of what 'good literacy' looked like and that they were falling short of 

tha t measure, and so could not be recognised as belonging to that group of 

'good literacy users' -  and de facto, belonging to a 'poor literacy users' 

group.

Each of the teachers wanted to be recognised as having the same status as 

his/her colleagues in school but at the same time as having a particular 

expertise that had to be recognised. They each participated in school 

activities, carried out yard supervision duty, were members of their teacher 

union and had long-standing and strong relationships with colleagues. As 

veteran teachers with long service in the ir schools, each of them was also 

part of the senior management of the ir schools and so were part of a 

decision-making process tha t affected the lives of the ir colleagues. They had 

each undertaken further professional development courses, which would 

have been known to the full staff, as it required them being absent from 

school to attend college for several weeks at a time.
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Particular individual teachers wanted to be recognised in other kinds of 

ways. Annie wanted to be recognised as a nnember of a particular 

community of practice (Wenger, 1998), formed amongst the other LSTs in 

her school. Members of the team were consulted on several occasions 

during the data generation and kept informed by Annie of her engagement 

with the research process. Brian wanted to be recognised as the literate 

man and was known within his school as a raconteur, as a book buyer and 

as being very knowledgeable about children's books. While he wanted to be 

recognised as the LST in his school Brian also was the dissident in relation 

to what he saw as an encroachment of technology on his pedagogy and so 

was somewhat conflicted in his identity. Annika was recognised within her 

school community as 'the school librarian' who staged literacy events for the 

children and the ir parents on several occasions over the course of the year. 

Freda wished to be recognised as an efficient, business-like deliverer of 

support in her school.

9.1.2. The Good Participant

The second overarching theme within the quintain (Stake, 2006) was that 

o f'th e  good participant'. This appears to be a less complex theme.

The Good Participant [■story Reader Reflective Practitioner

Figure 9.4: The good participant

Two themes, 'story reader' and 'reflective practitioner', combine with the 

theme of 'the good participant' to form an understanding of how the four
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teachers were positioned by and positioned themselves in relation to this 

research.

The four teachers volunteered to take part in the research and each took 

time to consider what tha t participation would comprise. Each set out 

initially to give the best possible account of him /herself as readers of story. 

The researcher was aware that they were in fact giving a performance that 

might have been a little more performative that they would have ordinarily 

done. But by the end of the firs t data generation session the teachers were 

allowing the researcher to experience more of the reality of the ir teaching 

situations.

The four teachers put a lot of thought into the ir choices of story to read to 

the children, as they each acknowledged that they knew that the researcher 

had a particular interest in children's literature. This was an act of both 

agency and power. They took the lead in choosing books and exercised their 

power within the research as to how they would read those books to the 

children. Two of the teachers (Brian and Annie) specifically commented that 

they really wanted to select books tha t would be of interest to the 

researcher in terms of how the children would respond to them.

The theme of 'the good participant' was very evident in the commitment 

tha t the teachers made to take part in the data generation. They took it 

very seriously, taking time to record and listen and reflect on their practice, 

to write and consider the ir literacy histories and to engage with the research 

in an open and enthusiastic manner. All fully engaged with the researcher. 

They were very open and honest in the ir conversation around their practices 

and willing to examine and discuss whatever came up during the interviews.

All four teachers fully engaged with the reflections, though only Brian 

commented that he found this kind of reflection really engaging and of 

benefit. The other three fe it tha t the written reflections were more trouble 

than they were worth and as such were a chore. They used reflection to 

simply recount what had happened. However, each of the four teachers 

completed every suggested aspect of the data generation, so that in being 

the good participant each opened him /herself up to reflection. In terms of 

hermeneutic, each of the teachers provided a horizon of understanding 

(Gadamer, 1993), of their lived experience to which the researcher was able
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to provide Inis own horizon of understanding and through a fusion of both 

horizons the researcher was able to begin to understand the literacy identity 

of the four teachers.

9.1 .3. Synthesis

The Competent _  _  .
Teacher of Literacy P ’® °  ,'  Participant

Insights

Figure 9.5: Insights  from  the research

Both major themes, 'the competent teacher of literacy' and 'the good 

participant', give insights into the literacy identities of the four teachers who 

participated in the generation of data. The 'competent teacher of literacy' 

brings together all the different themes found in the case studies, through 

which the literacy identity of the teachers could be interpreted and 

understood. The 'good participant' showed how the teachers engaged in the 

actual generation of the data. Together, they gave the researcher insights 

into how these four teachers enacted their literacy identities in the ir 

classroom practice, how they wrote about it in the ir histories and reflections 

and how they talked about it in the ir discourses.

275



9.2. Insights and Discussion

'Ins igh t' is considered a better term than 'findings' in the context of this 

research and was also more in keeping with the hermeneutic framework 

underpinning the research. 'Findings' would indicate something tha t is 

complete, term inal and fixed. The nature of identity as understood in this 

study is never complete and is always in a state of becoming (Smyth, 2007; 

Moje & Luke, 2009) as horizons of understanding (Gadamer, 1993) and 

communities of practice (Wenger, 1998), are continually fused and 

developed. Therefore 'insigh t' is considered to be the more suitable term to 

use when discussing this qualitative research study.

Six insights were gained from this synthesis of the data: i) competent 

teacher of literacy, ii) competent user of literacy, iii) chosen to be an LST, 

iv) defining LST in terms of Government policy, v) monolingual, and vi) 

transformations. This next section will elaborate on each of these insights 

and reflect them back into the research questions originally posed and the 

literature that was explored.

9.2.1. Competent Teacher of Literacy

Each of the teachers constructed a unique literacy identity. Annika framed 

her literacy identity as a competent teacher within the notion of scaffolding 

learning, of equal access to the curriculum, of language support and as 

librarian in her school. Annie's identity was very bound up in the idea of 

being part of a particular community of practice (Wenger, 1998) who had a 

shared understanding of the best practices and procedures to support 

children's developing literacy. Brian's identity was bound up in traditional 

views of literacy teaching and literacy learning, with a huge emphasis on 

the transmission or banking model of learning (Freire, 1973) while Freda 

constructed her literacy identity around being an efficient and effective 

deliverer of learning support to children who were struggling with the early 

acquisition of literacy skills. In each case, the teacher's literacy identity 

could be seen as social, multiple and about being recognised by others. 

Annika's identity could be seen as social in how she engaged with her 

colleagues, as was Annie's and Freda's. They also held different roles or
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identities within the ir schools, as teacher, librarian (Annika), as a team 

member (Annie) and hyper-efficient-teacher (Freda) while Brian wanted to 

be recognised as an old-fashioned teacher with old-fashioned values. Each 

of the four teachers held very strong positions within the ir identities, 

identities which can be understood through Moje & Luke's (2009) three 

assumptions about literacy identity, that it is social, multiple and about 

being recognised by others.

'The competent teacher' was the one largest single theme common across 

all the data and therefore has to be considered a major insight gained from 

the analysis of these data. Each of the four teachers self-identified as a 

competent teacher in the first instance, (Hardcastle Stanford, 2001; Day 

2005), and then self-identified as a competent teacher of literacy. Olsen 

(2008) defined teaching as 'no t merely a cognitive or technical procedure 

but a complex, personal, social, often elusive, set of embedded processes 

and practices that concern the whole person' (Olsen, 2008:3).

The four teachers constructed authored and enacted the ir literacy identities 

within tha t understanding of themselves as 'com petent', the ir colleagues, 

their schools and the curriculum much in line with Sarup's (1996) 

understanding tha t 'identity is a construction of interactions between 

people, institutions and practices' (Sarup, 1996:11). This understanding of 

their identities was layered and complex, (Moje & Luke, 2009), and unique, 

in the case of this research, to each of the teachers. Sutherland (2005) 

posited tha t 'many literacy theorists understand identity construction and 

literacy practices ... to be interconnected ... that as people read, write and 

talk about text, those practices shape (and are shaped by) how those 

people th ink about themselves and their place in the world' (Sutherland, 

2005:2). This would have been very true of each of these teachers as they 

enacted, authored and constructed their literacy identities.

Though they all shared the title  'Learning Support Teacher' they each had 

shaped an individual construction of what they understood that to be. Each 

had been the firs t LST in his/her school and as their appointments predated 

the issuing of The Learning Support Guidelines (Government of Ireland, 

2000) they had each shaped their role in negotiation with the ir schools. The 

Learning Support Guidelines (Government of Ireland, 2000) had defined
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the ir roles in a particular way and they combined their understandings of 

the ir roles with the ir insights from further professional courses and so had 

come up with identities that were on the one hand, similar, but in practice 

quite different. Annie enacted her identity as part of a larger Learning 

Support Team, Annika enacted hers by promoting a language-based 

approach to her role, Brian used traditional approaches to teaching skills 

which were then applied to the act of reading, while Freda supported the 

work of her colleagues by laying the foundation skills for success at literacy 

learning.

Each of the four teachers drew on very different personal and professional 

histories and very different experiences of being teachers and learners of 

literacy, which Burke & Stets (2009) also found in the ir study when they 

stressed that identity was not a single but rather a multiple or layered 

construct, as teachers found balance between personal and professional 

identities within the ir working lives. Olsen's (2008) construct of the 

'embedded practices that concern the whole person' and Burke & Stets' 

(2009) construct of 'balance,' in many ways informed the researcher's 

horizon of understanding (Gadamer, 1993) in trying to describe these four 

teachers' literacy identities. Their literacy identities were embedded in the ir 

practice, in the ir writing and in their discourses about literacy, and bound 

up in their constructs of themselves as competent teachers of literacy.

This practice o f reconstructing their literacy identities was transformed for 

three of the teachers over the course of the data generation. Annie began 

by defining her practice in terms of agreed practices between members of 

the Learning Support Team in her school. These practices were very much 

bound up in traditional views of literacy teaching and literacy learning 

(Alfasi, 2009; Cazden, 1996). Reading stories aloud to her children caused 

her to reassess the 'skills and approach to her work and to value the 

relationship tha t this practice was allowing her to have with her pupils. This 

would have been very much in line with Day & Gu's (2009) findings that 

veteran teachers highly valued their relationships with the ir students. Annie 

herself began to value other relationships within her school in a different 

light also and spoke about how, as a mother herself, she had found 

discussing a psychological report with a parent to be an intensely personal
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experience: 'I'nn emotionally down, I am a mother myself and find it ... it's 

not ... a child does not fit on a page, on a graph or in a [test] score... (Annie, 

R4: 36.16).

Annika's practice too was transformed by her engagement in the data 

generation. The most obvious change came about in her growing confidence 

in her own practice as she reflected on both her pedagogy and the 

children's learning throughout the process. She began by voicing quite 

tentative beliefs about literacy teaching, deferring always to both national 

curricula and policy. But as her awareness of the children's lack of 'school 

language' grew, so did her resolve to work on it. This culminated in her 

challenging a Cuiditheoir (curriculum advisor) at a staff meeting who was 

advocating the introduction of a phonic-based reading programme to help 

bridge the discrepancies between the test results for the children in the 

school and the national test results. She also combined her role as school 

librarian with tha t of LST, and instead of stocking her room with reading 

schemes, began to talk about the contexts for children's literacy learning 

(Hull & Moje, 2012) and as a start, put in real books for the children to 

engage with.

Freda used the reflection as a means of really scrutinising her reading aloud 

skills. She also experimented quite purposefully with different styles of 

reading aloud such as reading the book section by section and allowing the 

children to engage with it as they go; whereas on another occasion she read 

the story right through to see what effect tha t would have. She also carried 

out additional read alouds, which were not part of the data generation, 

recorded herself and then listened back to them. She felt that she had lost 

out on not including the reading aloud of story as part of her support work, 

concentrating instead on supporting the work being done in literacy with the 

children in the ir classrooms. At the end of the data generation, Freda had 

decided that she could base a considerable amount of her work on reading 

aloud, and decided to include nursery rhymes and classic fairy tales as well 

as a selection of quality children's literature as a context for the teaching of 

skills.

Brian did not appear to have changed his practice over the course of the 

data generation. He followed what he called 'the classic formula' for each of
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his reading alouds with the children. He saw his role as 'to  get the group to 

"th ink aloud" about the story by way of gentle inquisition' (Brian, R fl, 8-9). 

His practice did not vary throughout the generation of data and he 

concluded in his final interview that 'the constant examination of my own 

practice has become, quite frankly, a pain in the neck' (Brian, Rf4, 5-6). He 

concluded:

While the experience helped me gain insight into my 
teaching approach/style, I feel I would have derived more 
benefit from the exercise if the observer adopted a more 
direct approach in terms of feedback of suggestions for 
development. Now I know that this was not the purpose of 
the exercise; rather was it an attem pt to promote self
reflection with regard to my own practice. Nevertheless I am 
convinced that the possibility of professional growth is 
lim ited in the absence of a proper system of peer review and 
forthright feedback. (Brian, Rf4, 9-15).

All four teachers were highly experienced classroom practitioners as well as 

learning support teachers so tha t their experiences gave them a sense of 

shared identity with their colleagues in the school. This was in line with 

Moje & Luke's (2009) understanding of identity as social. This in turn gave 

them a sense of belongingness in their schools, and though the work that 

they did was different to the work of the class teachers, they were able to 

find contexts in which to maintain the ir personal and professional 

relationships with colleagues. Their literacy identities were part of that 

shared belongingness as well as defining their particular or specialist 

identities within the school communities. This was much in line with 

Nathanson, Pruslow & Levitt (2008), who identified this sense of belonging 

as one of several factors that were important to veteran teacher identity 

and also in line with the teachers' own descriptions of themselves as having 

invested themselves in their schools for a long time, of being known to the 

wider community and of carrying a lot of the institutional memory of their 

schools.

All four agreed on the importance of particular aspects of literacy learning, 

yet their literacy identities showed quite different ways for them to practice, 

author or talk about literacy. This was in line with Beijaard, Meijer & 

Verloop's (2004) findings that showed that teachers wove together personal 

and professional identities and so rather than becoming a homogenous
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group, they held Individual identities within a collective identity. The authors 

commented tha t the building of an identity is 'a process of practical 

knowledge building characterised by an on-going integration of what is 

individually and collectively seen as relevant to teaching,' (Beijaard, Meijer 

& Verloop, 2004:123). This would have been very true in each of the four 

case studies.

The promotion of books as the symbol of literacy learning and literacy 

practice was another feature they all shared. Their rooms housed books of 

all shapes, sizes and genres. They had posters relating to literacy on their 

walls and labels on most items. Books were used as powerful symbols of 

literacy (Fitzgerald et al, 1991; Sipe, 2008; Serafini, 2011). The new 

literacies were not mentioned as part of literacy practice -  Freda saw 

television as encroaching on time that would be better spent reading books, 

while Brian saw technology as devaluing existing practices around the 

teaching of literacy. Yet three of the teachers (Annie, Brian and Freda) had 

computers in the ir learning support rooms but these were used more as 

reward for good behaviour or good work, rather than a means to accessing 

another form of literacy. Freda was the only teacher who promoted 

magazine/comic-book reading as a literacy practice so tha t the most 

common working definition of literacy came down to the reading of books as 

the artefact of literacy.

The researcher was aware that over the past two decades, his own horizon 

of understanding (Gadamer, 1993) had changed both his personal and 

professional concepts around literacy. While he valued children's books as a 

symbol of literacy and promoted the reading aloud of real books in his own 

practice with teachers, parents and Special Needs Assistants (SNAs), he 

was also an advocate for the use of new literacies and of non-fiction as vital 

literacy experiences for children to explore.

The non-inclusion of new literacy practices could be seen in terms of the 

circumstances surrounding the research generation itself. The teachers 

were invited to share picture books with a group of children so it was 

natural tha t the book was promoted as a symbol of literacy. The teachers 

too were experienced in using the more traditional symbols and cultural 

tools of literacy with the children and the main thrust of the ir teaching was
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about engaging children with the written forms of literacy. This could also 

be seen in the fact that all four teachers chose to read fiction rather than 

non-fiction to the ir pupils, which would be in line with Duke's (2000) 

research that found that little or no reading aloud of non-fiction books 

happened in the primary schools she surveyed.

All of the teachers included in the ir practice the teaching of decoding and 

comprehension skills as suggested in both the Revised Curriculum (NCCA, 

1999) and the Learning Support Guidelines (Government of Ireland, 2000). 

Each of the teachers talked about the importance of basic sight vocabularies 

and o f'ch ild ren doing the brainwork to solve the literacy puzzle' (Comber & 

McCormick, 1997:3). But this could also be seen in terms of what Alfasi 

(2009) called enabling 'learners to read and listen attentively to the 

knowledge conveyed through authoritative texts' (Alfasi, 2009:540), and 

the teachers could therefore be seen as guardians and promoters of official 

curricula and were so aligning themselves with the dominant authority in 

education which, in this case, was quite traditional in how it understood 

literacy. However, each teacher also interpreted this particular act of 

literacy (i.e. reading aloud of picture books) in terms of the 'bedtime story'. 

They each felt that this was how they wished the context of the story to be 

experienced by the children, as something safe, nurturing and relaxing. This 

may, on the one hand, be seen as being at odds with the traditional values 

underpinning the curriculum but at the same time be an embodiment of a 

traditional understanding of reading aloud to children (Trelease, 1982).

Each teacher was different in how he/she taught literacy. Brian taught 

literacy skills as isolated skills tha t were identified as problematic on foot of 

testing. Annie's work was very much based on skills teaching but with 

agreed targets for each child across a team of LSTs in her school. Freda 

embedded her teaching in full literacy programmes where the children's 

literacy learning was in parallel with the ir classroom practice. Annika had 

her practice embedded within a language programme that included shared 

and guided reading with the children and teaching skills as these arose in 

tha t interaction.

The construct of the competent teacher is common to all four case studies 

in this research and was a very im portant insight gained from the study.
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Competence was seen as a set of relationships embedded in the practice of 

the craft of teaching that simply cannot be reduced to a set of skills.

9.2 .2. Competent Users of Literacy

Perry (2012) and Barton & Hamilton (2000) define literacy in terms of what 

people actually do with literacy. The second insight from these data deals 

with the individuality and complexity of the personal literacy identity of each 

of the four teachers. All four veteran teachers self-identified as competent 

users of literacy (Luke & Freebody, 1998), not only in the generation of 

these data, but also in the ir teaching and on a personal level, in their daily 

lives.

The cultural tools they used in the ir practice of literacy informed and shaped 

their reading and writing (Hull & Moje, 2012). All four were media users, in 

the form of newspaper/magazine, buyers and readers, and avid book 

buyers. They saw these practices as intensely personal, describing them as 

giving them great personal pleasure. Annie described her Saturday morning 

as consisting of getting up early ahead of her fam ily, going to buy fresh 

croissants and the newspaper, coming home and having time to read the 

newspaper from cover to cover before her fam ily stirred (Annie, LH C, 8- 

11). Freda too spoke about reading the newspapers before her fam ily came 

home in the afternoons, as a form of tim e-out or personal escape.

Both Annie and Freda talked about buying books for fam ily gifts, a tradition 

that mattered enormously to them. They had both bought books for their 

own children as a part of the ir roles as parents -  they saw this as a highly 

valuable investment. Brian talked about being a book buyer and to a certain 

extent a book hoarder and collector. He talked about how he would keep a 

book in the car to read while waiting for his children to finish after-school 

activities as well as having a number of books 'on the go' at any one time. 

Annika talked about the pleasure she took from reading at weekends and 

the time she spent time reading the book reviews in particular so as to 

guide her own personal reading.

All four teachers self-identified as 'avid readers'. They each read for many 

different purposes in many different contexts. Annie and Freda belonged to
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'book clubs' and saw reading w ith in this context as social as well as 

personal. Brian read for pleasure and to satisfy a passion for particular 

genres of literature. Annika talked about the guilt she felt in bringing back 

books to her local library, unread. She found tha t the only time she had for 

reading was at weekends and tha t her desire to read the books she selected 

was not in line with the short time she could read before falling asleep. She 

felt tha t by jo in ing a book club in the library she had to make herself read 

more. Freda talked about the guilt she fe lt when talking about her current 

reading practice, which consisted largely of popular fiction and magazines. 

She felt tha t she should have been reading 'harder books' tha t challenged 

her thinking but didn't. In these ways each teacher was constructing a 

unique literacy identity for h im /herself, an identity tha t they all shared as 

literate people, but an identity tha t was highly individual to each one of 

them, in line with Moje & Luke's (2009) understanding of literacy identity as 

multiple, social and about being recognised by others.

Being recognised as a buyer and user of books, magazines and newspapers 

was also an im portant part o f each o f the teachers' literacy identity. They 

talked about the buying of books as part of the ir fam ily cultures in one case 

and, in another, the buying and collecting of second-hand books as an 

im portant part o f the ir identities as literate people (Cramer et al, 1980; 

Cameras et al, 2003; Cremin et al, 2009) Buying and using a magazine 

when going into a cafe for a cup o f coffee on her own, was mentioned by 

one teacher as a regular habit. She fe lt tha t the magazine warded off 

unwarranted attention. Annie engaged in the swapping and trading of books 

and magazines with friends and colleagues. This was a social encounter tha t 

allowed for informal discussion about books to take place. In these ways 

teachers' identities as users o f literacy are seen as multi-faceted and very 

personal to each of the four teachers (S0 reide, 2007; Woods & Jeffrey, 

2002).

Each of the teachers had a particularly personal motivation to read, and all 

self-identified as lifelong readers, yet the ir  individual reading habits were 

quite unique to each teacher as was the ir taste in reading material. All saw 

reading as an essential accomplishment, as a personal value, yet its 

practice for them was highly individual and personal to the ir experiences.
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interests and motivations. They each practised all four literacy resource 

roles as posited by Luke & Freebody (1999). They took on the roles of code 

breakers, meaning makers, text users and text analysers. Brian commented 

in his final interview that he no longer bought newspapers as he fe lt that 

the national newspapers were selling news rather than reporting it. So as a 

tex t analyser, in its fu ller cultural sense, he had arrived at this decision 

based in his experience of reading newspapers. However, he did read the 

weekly newspapers from his home county as a way of staying in touch with 

local events. So they each used a range of different literacy practices in 

different contexts (Gee, 2000) and had mastered the dominant literacy of 

both their culture and the ir institutions (Freire, 1973).

Their practice of literacy gave shape and significance to what they did with 

literacy (Collins, 2000). Their practices were highly skilful but quite 

traditional -  the reading of newspapers, books and magazines and the 

writing of professional related paperwork/notes and occasional letters 

defined the ir literacy practices (Cremin et al, 2009). None identified 

themselves as users of new literacies or multi-literacies such as the sending 

or receiving of text messages on mobile phones or the use of the Internet, 

as part of the ir literacy practices. However, each of them had and used a 

mobile phone and each was computer literate to some extent. Each of them 

owned a personal computer and three had a computer in their classrooms. 

They confirmed my appointments by text message, using the ir mobile 

phones, and used word processing to produce the ir reflections and histories. 

They all used email in contacting me. Brian used the Internet on a continual 

basis to locate and purchase books; Annie and Annika had used Internet 

search engines when writing papers for courses that they had done, Freda 

had taken an online professional development course through the local 

education centre. Yet none of them defined these acts as literate practices. 

The definition of literacy they used throughout the data generation was a 

traditional one relating to reading and writing texts (Hirsh, 1987: Alfasi, 

2009) This has ramifications for the teaching of literacy in a generation 

where new literacy practices with text, image and internet, is redefining the 

literacy practices for the next generation.
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All four teachers had been invited to take part in research involving literacy. 

Therefore, it m ight have been a natural assumption on their part tha t this 

referred to reading, writing and speaking, as the three activities they 

engaged in -  reading aloud, writing histories and reflection, and talking 

about the ir experiences. So the ir non-inclusion of digital literacies could be 

seen in terms of being what Prensky (2001) referred to as 'digital 

immigrants' (Prensky, 2001:2), those people for whom digital literacy is a 

whole new learning experience. They m ight not yet have assumed new 

literacy practices into the ir personal constructs of literacy. The four 

teachers self-identified not only as veteran teachers, but as a particular 

group of veteran teachers who placed high value on more traditional forms 

of literacy, much as Cremin et al (2009) also found in the ir study.

Only one teacher, Annika, self-identified as ever having had a literacy 

difficulty as a student in school and her aunt had supported her in 

overcoming tha t difficulty. None of the teachers had any memories of 

having learnt to read at school and all had included histories about how 

they were able to read before coming to school and how it had happened 

effortlessly.

Much of their literacy histories dealt with the relationships that took place in 

specific contexts, as Barton & Hamilton (2000) noted, 'literacy practices are 

more usefully understood as existing in the relationships between people, 

within groups and communities, rather than as a set of properties residing 

in individuals' (Barton & Hamilton, 2000:8). They had rich literacy histories 

from home and school, where literacy featured prominently in the ir sense of 

who they were, so tha t the ir identities were grounded in experiences of 

being literate, and in practising literacy with success. They each recalled 

having a 'prowess' at reading. Some wrote about being asked to 

demonstrate this prowess, for visiting relatives in one case, and in front of 

the ir peers in another. So, from an early age, the performance of literacy 

was seen as a skill to acquire and a measure of accomplishment and thus 

each was able to self-identify as successful user of literacy from an early 

age. This identity was sustained and developed 'by and through the stories 

people tell about themselves' (Moje & Luke, 2009: 418). They were each 

able to give an account of the ir own literacy journeys and recall specific
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people who had inspired thenn on their journey. In this way they were able 

to identify the 'heroes' (Bryan, 2004) who had acted as role models or as 

inspirational models for them.

All four teachers exercised a high degree of agency in what they read, or 

indeed in whether they wanted to read or not, unlike the children who may 

not have been given agency -  as noted by Long et al, (2012) who 

advocated the 'provision of educational pathways tha t incorporate choice, 

voice and opportunities for pupils to take more responsibility for the learner' 

(Long et al, 2012:27).

They were all capable writers and had used writing competently and 

effectively. Yet writing was mentioned very little  in terms of their practice of 

literacy. All four teachers kept detailed plans of the ir work and detailed 

accounts of student progress and composed reports of student attainment. 

They communicated in writing to colleagues and to parents. But they mainly 

referred to 'reading' when talking about literacy. This could be explained in 

terms of the focus of the study being about reading books. In this way the 

teachers might have been corralled into thinking of literacy in terms of 

books and reading. The four teachers knew the researcher as someone who 

had a keen interest both in the teaching of reading as well as in children's 

literature, and this too may have strongly influenced the ir advancing books 

and reading as defining literacy.

As far back as 1980, Cramer & Blachowitz were commenting that the 

'curious gap in reading research is the dearth of investigations into the 

personal reading attitudes and habits of teachers' (Cramer & Blachowitz, 

1980:286). Brooks (2007) comments that not enough is known about what 

teachers read. Hill & Beers (1993) survey on the reading habits of teachers 

attending a reading conference yielded a not surprising result tha t almost all 

the teachers surveyed were avid readers, while Cremin, et al (2008) 

concluded that the teachers they surveyed (all members of a national 

literacy association) were avid readers, but lim ited their reading to reading 

popular fiction, much like Freda, Annie and Annika. Cremin et al's (2008) 

findings are not surprising given tha t the sample was taken from a cohort of 

teachers with an interest in literacy themselves and who belonged to a 

national organisation that promoted good practice amongst teachers.
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So it would appear tha t the small sample of teachers in this study have 

reading habits tha t are broadly in line with bigger international studies. 

These four teachers, as previously noted, self-identified as, avid and lifelong 

readers of various genres of literature but mainly as readers of popular 

cultural texts. They had each learnt to read effortlessly. They had 

constructed complex and sophisticated literacy identities around their 

personal and professional practices of literacy.

9.2.3. Self-selecting Learning Support Teachers

The four teachers involved in this study were originally appointed to the 

schools as regular classroom teachers, and had enjoyed being in the 

classroom. Before becoming LSTs all four teachers had a particular interest 

in the teaching of literacy as part of the ir classroom practice. They each 

commented on how their experience of working with children for whom 

literacy was a difficulty had been their reason for wanting to become 

specialist/expert teachers within the ir schools.

They had each chosen to become specialist teachers within the ir schools as 

LSTs. They had voluntarily undertaken further professional development 

courses in those roles and had occupied the roles for over seven years in all 

cases. They embodied what Hardcastle Stanford (2001) referred to as 

'strong, wise, positive, compassionate and persevering teachers' 

(Hardcastle Stanford, 2001:86). Because of the ir long service in the ir 

schools they were also part of the senior management structures in the ir 

schools. Nathanson, Pruslow & Levitt, (2008) posited tha t factors such as 

having a passion for the ir subject, the excitement of working in a classroom 

environment, and the autonomy, support, and collegiality were what 

sustained veteran teachers in the ir long careers, and in the case of these 

four teachers, tha t was very true. They had each invested in the ir identities 

as LSTs.

The agency that they felt in being able to progress their careers into a 

specialist role as an LST, mattered to them. This would be borne out in 

Wilkins et al, (2004) in the ir study of veteran teachers who found that
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... The older teachers studied, who continue to enjoy their 
work and have been given opportunities for career 
development or variety of experience, do generally display 
two important characteristics: they have maintained and 
developed the ir practitioner skills, so that they are 
acknowledged as good teachers, and they have 
demonstrated an openness to change and development.
(Wilkins et al, 2004:10)

All four teachers had given long service to the ir schools and, as previously 

stated, were part of the ir school's senior management structure. They were 

each was very committed to remaining where they were until they retired, 

so they were heavily invested, personally, in the ir schools. Coldron & Smith 

(1999) posit tha t the shaping of teacher identity takes place in the teacher's 

physical location, such as the school itself. Teaching in an affluent school 

with many advantages causes a teacher to be shaped in quite a different 

way to a colleague who teaches in a disadvantaged school. They posit that 

while each teacher is shaped by where he/she is teaching, each in turn is 

also shaping the school.

9.2 .4. Defining the LST in light of Government Policy

The Department of Education and Science issued 'The Learning Support 

Guidelines' in 2000. I t  was an attem pt to regularise practices in primary 

schools relating to the support being offered to children who had literacy 

and numeracy difficulties. I t  replaced 'Guidelines on Remedial Education' 

(DES, 1988) and was put in place as one of the recommendations of the 

'Survey of Remedial Education in Irish Primary Schools Report' (Shiel & 

Morgan, 1998). That report has said tha t

[s]uggestions are made with regard to the development and 
implementation of whole-school policies, the selection of 
pupils, individual programme planning, teaching 
methodologies and the role of teachers and parents in 
providing learning support for children experiencing low 
achievement and/or learning difficulties. (Government of 
Ireland, 2000:9)

Within a short period of time, these Guidelines were informing and shaping 

policy and practice in many schools. The Department of Education funded 

and ran a series of one-day regional seminars for all school staff and
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principals to promote the Learning Support Guidelines. School inspections 

by the DES included connments on how learning support was offered in 

schools, so that the whole culture around Learning Support underwent 

change.

All four teachers acknowledged that the ir roles were defined by the Learning 

Support Guidelines (Government of Ireland, 2000). Their identities were 

shaped by the specific duties and responsibilities assigned to them in terms 

of assessment, programme planning and liaison. The duties of management 

and other staff were also outlined in the Learning Support Guidelines 

(Government of Ireland, 2000), so that the entire community of practice 

were aware of the role of the LST.

However, while the four teachers each took on that role, they also promoted 

themselves personally in very individual ways -  ways in which they 

themselves chose to be identified. For Annie, it was to be recognised as 

part of a particular community of practice, (Wenger, 1998). For Annika, it 

was about being recognised as someone who built bridges between the 

children and their literacies. For Brian, it was being recognised as a highly 

literate man and expert on books for children. And for Freda, it was about 

being recognised as efficient and effective. In this way each teacher 

interpreted his/her role as LST differently within his or her particular 

community of practice (Wenger, 1998). This is in line with studies by Stets 

& Burke (2009) who stated that teachers found balance between personal 

and professional identities within the ir particular working lives.

Each self-identified as highly competent at the ir jobs and believed they 

were seen within the ir schools as being very successful. They each believed 

that his/her specific professional knowledge and their capacity to engage in 

specific professional discourses were very important aspects of the 

construction of the ir identities. They used appropriately suitable vocabulary 

when talking about what they did and how they did it. Their literacy 

identities could also be seen within the specific contexts in which they used 

literacy related discourses, and how they engaged with children, colleagues, 

parents, school management and indeed the researcher. They were 

recognised as expert in literacy related pedagogy, yet the ir views varied 

considerably in terms of the importance they placed on some specific
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aspects of the teaching of literacy. They all shared the belief in traditional 

aspects of the teaching of literacy, tha t children needed specific decoding 

skills and comprehension skills (Day, 2005). But they all led connnnunities of 

practice (Wenger, 1998) where different ennphases were placed on how 

these skills were best taught, ranging from the use of prescribed 

programmes to individually devised programmes of support.

9.2 .5. Monolingual rather than Bilingual

A surprising insight in the data analysis was the fact that, while all four 

teachers were bilingual (one having grown up in a breac-Ghaeltacht, an 

area where Irish and English would both have been considered as first 

languages), only one of the teachers wrote in her literacy history about 

being literate in both English and Irish. All four of the teachers used Irish in 

conversation with the researcher at some stage in the data generation, 

usually to make some comment or other over the heads of the children. But 

none included their proficiency in a second language as part of their literacy 

identity.

This could be explained in how the researcher had constructed the research 

to include the LSTs reading picture books to children w ithout stipulating a 

language. English would be considered the primary language and thus the 

more powerful one, so that the teachers assumed that was the site of the 

research. The four LSTs also worked as literacy support teachers in English 

so a focus on their work would not have included any consideration of 

languages other than English. However, it still did raise a question about 

why a proficiency in more than one language did not feature in the 

teachers' profile of themselves as literacy users. This was not a question 

investigated by the research but rather an insight tha t needs to be further 

explored in light of 6  Duibhir & Cummins' (2012) work on an integrated 

language curriculum for Irish schools, and how that will impact on teacher 

identity and teacher literacy identity.
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9.2 .6 . Transform ations

This section will detail how the four teachers described their experience of 

taking part in the research and how the opportunity to reflect on their 

practice, was transformational for them (Schon, 1983: Hatton & Smith, 

1999: Moon, 1999)

The four teachers claimed that they were in some ways transformed by the 

experience of engaging with the research. This would have been in line with 

the hermeneutic understanding (Gadamer, 1993) that underpinned the 

research where, through a fusion of horizons between the researcher and 

each teacher, a change came about both for the researcher and for the 

teachers.

Annie reported that her practice had changed. She was part of a Learning 

Support Team, a particular community of practice (Wenger, 1998) who 

agreed targets, materials and strategies for each child to progress his/her 

learning of literacy each month. She now saw that the establishment of a 

relationship with the children had become a really im portant factor in her 

work. She saw it not jus t in terms of something tha t made her work more 

enjoyable, but also as a conduit for learning from the children about their 

own difficulties with literacy and engaging them in scaffolding their own 

learning. She fe lt tha t this was a really im portant aspect of her work which 

she had been talking about to her colleagues on the learning support team 

and hoped that they would all engage in sim ilar relationship building with 

the children as part of the support offered by the learning support team. 

She was not sure how this would turn out but was very passionate about 

the community of practice, (Wenger, 1998), tha t had grown up around the 

LSTs in her school and her conviction tha t 'conversations between 

colleagues can be transformative learning opportunities' (Lieberman & 

Mace, 2010:460).

As Annika began data generation, she was quite reticent about her own 

practice but through reflection on her practice she became a lot more 

confident about what she was doing. Her literacy identity at the beginning 

was tentative, whereas towards the end of data generation she was quite 

definite about what she was doing and why she was doing it, and could
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stand over her practice. In her final interview, Annika told how she had 

spoken up at a staff meeting with a Cuiditheoir (curriculum advisor, 

supporting teachers and schools) and talked authoritatively about what 

would best suit her particular school. But more im portantly, she changed 

her practice to include a lot of consultation work with her colleagues and 

commented tha t 'in consultation with the children's class teacher books 

were procured for reading in the ir groups in class to take a break from the 

reading scheme' (Annika, Rf4, 28-34). In this way she had broadened her 

work from withdrawing groups of children to working collaboratively with 

teachers in the ir classrooms and also promoting reading of real books 

amongst the entire school population.

Freda used the experience to examine her own practice in quite a focused 

way. She saw her reading aloud as a performance and she judged that 

performance against the children's responses to her reading. In this way, 

she was able to validate certain practices and change others, including more 

emphasis on discussion and language when sharing books with the children 

and in looking more at contextualising the learning for them within shared 

and guided reading practices (Freda, 14, 14:18). She had not spent a lot of 

time reflecting on her practice, according to herself, as she was too busy 

doing the job but felt tha t her reflections over the course of the data 

generation had given her a lot of insight into her role as LST and said that 

she would continue to incorporate reflection into her practice.

Prior to taking part in the research Brian had worked out a personal 

philosophy about literacy and literacy teaching. He felt tha t he was 

recognised within his school community as someone doing a really good 

job. He saw books as being a more authentic conduit for developing literacy 

than merely following literacy teaching guidelines or literacy programmes 

which, he felt, reduced the teacher to little more than a technician (Ball, 

2003). These beliefs did not change over the course of the data generation. 

So in many ways Brian did not transform his practice but did examine his 

philosophy and consolidate his beliefs. Therefore, for Brian, the 

transformative experience was subtler than for the other teachers in tha t he 

confirmed rather than altered, his own beliefs and practices. He was also

293



the only one to seek a form of peer-to-peer feedback at the end of the data 

generation.

Though these could be seen as more insights that the teachers got from 

their participation in the research, they also provided insight for the 

researcher. So while each of the participating teachers had different 

experiences of taking part in the data generation, they were all transformed 

in different ways, and to different extents, by the experience.

9.3. Summary

This chapter described the analysis of the results from the quintain. Two 

larger themes were realised in the analysis: 'the competent teacher of 

literacy' and 'the good participant'. Each of these was described and then 

synthesised into six insights, which were found in the data. These insights 

were then described in light of the literature and will be further explored 

within the main contributions of the study to research and to knowledge.
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10. Conclusions, Recommendations & Contributions

10.1. In troduction

This chapter sets out the conclusions reached in this study of the literacy 

lives of four veteran LSTs, Annie, Annika, Brian and Freda. I t  then looks at 

the innplications of the research for practice and policy. Reconnmendations 

arising out of the study are outlined ahead of an exploration of the 

contributions made by the study for research and for knowledge. The 

chapter concludes with a summary.

We assume lots of things about teachers' literacies -  tha t it is automatic, 

tha t teachers are somehow as it were, inoculated with literacy, that they 

enjoy literacy, are proficient at it -  and that the teacher is a kind of 

workhorse who transmits literacy. Moje & Luke (2009) frame literacy 

through teachers' work which they see as a social activity tha t takes place 

within various communities of practice, (Wenger, 1998), such as in the 

withdrawal group, within the classroom, within the school and wider 

community and nationally as part of Government policies.

The importance of literacy identity as an area of study has been highlighted 

by this research. How the teacher conceives of literacy is thought to have a 

bearing on how he/she teaches it. Applegate and Applegate (2004) were 

very concerned about the lack of enthusiasm among prospective educators 

for personal reading. Brooks (2007) in his study, however, found that there 

wasn't really any connection between a teacher's personal literacy habits 

and his/her teaching of reading. He concluded that though it would be nice 

to think tha t there was a connection, teachers vary hugely in both their 

practice of personal reading and the ir teaching of reading, and the latter 

had no connection per se with the former. Nathanson et al, (2008) 

examined the personal reading habits of student teachers and suggested 

tha t 'fu rthe r research should involve these more experienced teachers to 

ascertain the extent of the ir reading habits and attitudes' (Nathanson et al, 

2008:320). They particularly emphasise the need to look at the reading 

habits of veteran teachers who are working as literacy teachers. However, 

Commeryas et al, (2003) state that they
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... Wanted to challenge the divide between who we are as 
readers and who we are as teachers. Each must inform the 
other, and through this enhanced literate living, professional 
development becomes more organic. (Commeryas et al, 
2003:162)

These authors talk about 'readers who teach' rather than 'teachers who 

read'. They list the ways in which they believe teachers can act as very 

positive and highly influential role models for children and conclude that 

children who are exposed to such models have a better chance of success 

as readers. Whereas some of the other research (Brooks, 2007; Nathanson, 

et al, 2008) emphasises the place of highly skilled teaching, Commeryas et 

al (2011) emphasise the importance of strong, powerful role models - 

something also proposed by Sipe (2008) and by Serafini (2011).

For the purpose of this study, an understanding of literacy that grew from 

the review of literature is defined only in terms of reading (reading, 

teaching reading, learning to read, being read to, and other early reading 

behaviours). Data were generated with four teachers reading picture books 

aloud to groups of 6-8-year-old children. This gave a particular and 

narrower focus to literacy, which in this case denotes 'reading'.

The study is situated within sociocultural theory. Sociocultural theory posits 

tha t human activity takes place in social or cultural contexts that are 

mediated through language and other symbol-systems. Hermeneutics are 

used as a lens through which to describe the lived lives of these four 

teachers, as such an approach seeks to explore how individuals understand 

reality by interacting with the ir social worlds. Devine, Fahie & McGillicuddy 

(2013) comment that this is an area of research much in need of attention.

The insights gained in this study provide detailed descriptions of the 

components of the four teachers' literacy identities. Teacher competence as 

a teacher of literacy was the most commonly found theme. While the 

teachers each linked the ir construct competence to factors in the ir current 

practice, the composition of that competence ran deeper and was quite 

complex for each teacher. The insights illuminate the complexity of each 

teacher's literacy identity. I t  shows how important it is to explore teacher's 

personal experiences and beliefs in order to understand the influences on 

the development of the ir literacy identities. I t  also highlighted the
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importance of allowing teachers respect, tim e and space in which to 

investigate the ir own literacy identities, and thus become aware of the 

influences that they bring to bear on their own teaching of literacy and how 

they collude with or resist these influences in the enactments of their 

literacy identities.

10.2. Thesis Contributions

This study makes a number of contributions to research. These are listed 

under two headings -  contributions to knowledge and contributions to 

research.

10.2.1. Contributions to Knowledge

While studies (e.g. Abodeeb-Gentile& Zawilinski, 2013:Wiliams 2006; Hall, 

2010, 2012; Drake, Spillane & Hufferd-Ackles, 2001) document the work 

done in exploring the literacy identities of students, of student teachers and 

of newly qualified teachers, little research had been carried out into the 

literacy identity of veteran teachers. This was missing from the literature 

and from the research into both identity-related topics and literacy related 

topics. This study adds to the literature on literacy identity and specifically 

on the literacy identity of veteran teachers.

The study contributes also to the body of knowledge about teacher lives. 

The lives of teachers need to be documented, the ir thinking and their 

practice collected so tha t we have some repository of such data that will 

inform future changes in teacher education and in teacher practice. I f  we 

don't know where we have been, it is difficult to fully contextualise where 

we are going and how we know we have reached our destinations.

This study also adds to the body of information specifically on veteran 

teacher lives in Ireland. Little is known about what sustains veteran 

teachers in the ir long careers in Irish primary schools. The place of 

reflection in the exploration of these veteran teacher lives is also a 

contribution to knowledge about these teachers as is the collection of data
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in relation to the ir literacy memories from home and school memories that 

may have informed the ir practice to some extent.

The study adds to the existing knowledge about LSTs, which, as Day (2010) 

pointed out, needed to be further explored. This study looks at a small 

number of LSTs working in a variety of school settings and reveals the 

complexity of the ir literacy identities and how reflecting on those identities 

caused them to transform the ir practice, in three cases, quite significantly 

and in one case, quite subtly.

In this way the study adds to the knowledge about how practice can be 

transformed through reflective practice and how teacher work can be 

validated and valued and the teachers motivated in line with the literature 

about reflective practice.

The study documents how these four veteran teachers implemented 

Government policy in the ir schools and how this implementation was 

individual in each case. Because such implementation has to be enacted by 

humans working in human situations, this study makes a contribution to 

understanding how policy is interpreted by teachers within the ir own 

philosophies and thus becomes part of the ir practice.

The study also adds to the growing body of knowledge on literacy identity. 

This is a relatively new area of study tha t has grown over the past two 

decades. In the case of the four veteran LSTs the complexity of their 

literacy identities is realised by the analyses carried out and then 

synthesised into four case studies. The richness and variety of themes 

found in the data attests to the particular and intricate interplay between 

the various aspects of the ir identities, which is an addition to this study.

Insights that indicate that, though these teachers were bilingual the ir 

literacy identities were monolingual, are a contribution to the knowledge 

about teacher identity. In the light of an integrated approach to literacy 

education being proposed by the NCCA, this would seem to be area in need 

of further study, but this is a contribution to the knowledge that exists 

about Irish teacher identity.

The non-inclusion of new literacy practices in the discourse that took place 

over the course of the data generation is significant. The exploration of
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teachers' own literacy beliefs and practices will open up the possibility of 

the ir broadening their understanding of literacy. This study contributes to 

the knowledge about how literacy is currently being defined in the teaching 

of reading and writing in Irish schools.

Though the study did not set out to examine the practice of reading aloud 

to children, it does add to the literature in relation to supporting children 

with literacy difficulties by using 'real books'.

The inclusion of non-fiction books as the only symbols of literacy and as the 

only genre of picture books, adds to the knowledge about pedagogical 

practices around content area teaching and about the place of non-fiction 

books in the teaching repertoires of teachers and within the learning 

experience of children in schools.

10.2.2. Contributions to Research

This study first of all makes a significant contribution to qualitative research 

for literacy teacher educators working in the Irish context and may offer a 

useful model to other researchers.

It  was a qualitative study underpinned by a sociocultural theoretical 

framework and by hermeneutic phenomenology. This required the 

researcher to acknowledge his own bias and to constantly account for the 

changes in his own thinking throughout the data generation and analysis. I t  

also brought him into relationship with each of the four teachers, a 

relationship that developed throughout the data generation. In this way he 

was aware of both his own horizons of understanding (Gadamer, 1993), and 

those of the four teachers, and the fusion of those horizons (Gadamer, 

1993) were manifested in the analysis of these data. The use of a particular 

bricolage (Kincheloe, 2004) for data analyses helped to bring the 

hermeneutic to life.

Though easier pathways through the data analysis were available to the 

researcher, the bricolage suited the hermeneutic 'thesis, antithesis and 

synthesis of the data' (Dybicz & Pyles, 2011; Mueller, 1958:411). The 

researcher combined Gilligan's The Listening Guide (Kiegelmann, 2009) with
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Sipe's (2008) categorisation of teaclier ta lk during read alouds, Braun & 

Clarke's (2006) thematic analysis and Stake's (2006) multiple case study 

analysis to bring about a thorough and considered description of how these 

four learning support teachers represented the ir literacy identities in their 

practice, the ir writing and their discourses.

This particular bricolage (Kincheloe, 2004), is a call to other literacy 

teacher-educators and researchers to be creative in finding approaches to 

analyse their data and to find their own unique ways through their research. 

This research brought these various analysis tools together and this may be 

of use to other researchers, to animate the ir ideas depending on their 

contexts. This research in this particular context with this substantive topic 

is new in the Irish context.

In a context where literacy and numeracy are being redefined in terms of 

teacher skills, and then decontextualised, hermeneutic analysis (Gadamer, 

1993) increases in significance. W ithout the teachers being able to reflect 

on how these new definitions of literacy sit with the ir existing horizons of 

understanding (Gadamer, 1993) there is a danger of the teachers losing 

their sense of agency. They will end up simply 'doing what the manual 

says'. They may also find such changes in the definitions of literacy to be at 

variance within the ir own practices and with their own pedagogical 

philosophies. I f  these changes in definition for literacy are not anchored in 

the teachers' own value systems, (which in the case of the veteran 

teachers, was built up over many years), the practices emanating from 

them may simply come adrift.

10.3. Recommendations

While this particular study did not set out to 'prove' anything, it did set out 

to document the literacy identities of four teachers. I t  sought to understand 

how those literacy identities could be seen in classroom practice, in literacy 

histories, reflections, and interviews, in what Moje (2004) refers to as the 

process o f'a u th o ring ' identity. This formed the basis for the generation and 

analysis of the data. But it was through the processes of reflection and in 

discourses that the teachers themselves began to investigate their own
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literacy identities and the influences of the ir histories, experiences and 

expertise tha t contributed to those literacy identities.

10.3.1. Recommendation 1: Im portance of Reflection

Teachers are not given enough time to adequately reflect on their own 

practice (on their own or in groups) and to explore who they are as 

teachers, who they want to be as teachers, and how those reflections fit in 

with the cultural and institutional expectations of teacher identity. Much of 

the regulation of teachers comes from external sources, school 

management. Department of Education and Skills inspectorate, etc. More 

effort needs to be made to allow teachers tim e to explore the ir own practice 

in a respectful, safe and constructive environment. More needs to be done 

to understand, from a teacher's perspective, how teachers undertake and 

carry out the ir teaching, and to explore the internal dialogue that 

accompanies what it is tha t they do.

• Recommendation for policy makers: Involve teachers in the 

design and implementation of policy. Build in time in that process for 

teachers to reflect on their practices and to become part of the on

going dialogue on how best to improve the teaching and learning of 

literacy in schools.

• Recommendation to practitioners: Teachers need to become 

thoughtful reflective practitioners and find ways of investing in their 

own professional development and of becoming involved in the 

design and implementation of new /  revised policies on literacy.

10.3.2. Recommendation 2: Documenting Teachers' Lives

More documentation of teachers' lives is needed especially in times of 

transition when new curricula are introduced or when new Government 

policies are being introduced (Hardcastel Stanford, 2001; Mockler, 2011). 

Teachers should be supported and encouraged to take a more active role in 

their own professional development by acquiring participatory and self-
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reflective skills tha t can build on the ir teaching skills and on their self

esteem as teachers.

• Recommendation for policy makers: Docunnenting the lived lives 

of teachers is an im portant educational and sociological endeavour, 

which needs to be taken seriously. Teachers exit the education 

system in Ireland every year (through retirement and for career 

change) and no attempt is made to try  and capture their histories /  

contribution to the education process.

• Recommendation to practitioners: Teachers should try  to reflect 

on and understand the ir roles in relation to their work as teachers but 

also the ir place within the structure of the school and the wider 

community and to see how these roles bump into and influence one 

another.

1 0 .3 .3 . R ecom m endation 3: Policies into  Practice

The teaching of literacy involves not jus t official pedagogical tools, 

techniques and skills, as laid down in publications such as 'The Learning 

Support Guidelines' (DES, 2000) and 'Language & Literacy for Life,' 

(Government of Ireland, 2011). I t  also involves the teachers who put these 

policies into practice, teachers who work in very human situations so that 

the unofficial layers of relationships, social contexts, histories, repertoires of 

vocabulary, and the very particular ways of being in a school, are also very 

significant components of the teaching of literacy (Bryan, 2004; Lasky, 

2005; IMockler, 2011). In the case of the LST, the space for these unofficial 

dimensions of learning support must be kept open and teachers encouraged 

to explore the ir practices and to develop their thinking and practice as a 

result.

Literacy teaching involves an unofficial richness and complexity beyond a 

depersonalised view of the literacy teacher as a 'technical professional', a 

complexity that the four veteran teachers in this study were not necessarily 

aware of prior to the ir taking part in the research. Were its unofficial 

ecology to be removed in favour of the measurable, the quantifiable, etc., it
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is d ifficu lt to see how teachers would sustain or invest in their practice (Day 

& Gu, 2010); practice would be built on a very weak foundation, and it 

would be difficu lt to encourage teachers to reflect on tha t practice.

How learning support is organised and delivered within a school is 

fundamental to the success of the services offered to students who have 

literacy and/or numeracy needs. Research needs to be carried out on the 

effectiveness of such systems (e.g. withdrawal model, in-class support) 

from a teacher perspective as well as from a pupil perspective. The 

expanded role of the LST who now deals with students with various 

educational needs should also be explored, as does the role of the LSTs who 

are shared between numbers of schools. These are areas tha t require 

further investigation.

• Recommendation for policy makers: As teachers will be the ones 

to implement new/changed policies, it is vital tha t they are part of 

the generation of such policies. I t  is also really im portant that the ir 

views of the policies in action are also sought so that they can feel 

part of the process of how such policies are implemented.

• Recommendation to practitioners: teachers should avail of 

opportunities to engage with policy makers in the generation of 

policies in relation to their roles in schools. They should also be 

proactive in generating policies tha t they feel can lead to actions that 

benefit themselves as teachers as well as the entire of the learning 

community. Owning and being part of such a process allows teachers 

to 'buy-in to ' such policies and to work strategically in their 

implementation.

1 0 .3 .4 . Recom m endation 4: Teacher L iteracy Id e n tity

Understanding the factors that influence teacher literacy identity are 

important areas of study. Identity is a continual process of becoming 

(Smyth, 2007; Moje & Luke, 2009) and so is never finished. The consistent 

theme of 'competent teacher' found in the study shows how very complex 

and layered the concept of literacy identity is. I t  is deeply invested at a
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personal level so that teachers of literacy do not always see it themselves. 

It  happens in a social context, it is multiple and it is about being recognised 

by others as a particular kind of person, in the case of this study, a 

particular kind of literacy teacher. I t  is not something that is housed and 

embedded in a person and supported by the personal and professional 

knowledge that comes with being a competent teacher in much the same 

way that Day (2005) described the craft knowledge of the LST. It is very 

dependent on context and happens in relationships between the teacher 

and the pupils, the teacher and his/her colleagues, the teacher and the 

wider community, and teaching and the cultural context of curriculum. This 

study is a first step in exploring the complexity around the literacy identity 

of four veteran LSTs and in allowing a picture of these four highly individual 

teachers to emerge from data generated through their engagement in this 

research.

Teachers' literacy work is extremely varied and complex. Teachers find 

multiple ways of framing literacy but not all are equal. Some forms of 

literacy are more privileged than others, and some are resisted while others 

are embraced. Teachers' personal preferences for different literacies can 

advantage one form of literacy over another. This research has shown the 

extremely individual nature of competence. Teachers are not a 

homogenised group. Blanket programmes for improving literacy levels will 

be put into effect by teachers who differ from one another in quite 

significant ways. Teachers should not be seen in terms of'one size fits all'.

There are different ways of looking at how we frame the work of teachers. 

There are multiple literacies happening at any given time in any classroom 

where one can find multiple ways of teaching literacy. There are multiple 

ways of framing literacy. However, we have to ask if they are all of equal 

value and if they all non-problematic?

• Recommendation for policy makers: Recognise and respect the 

highly complex and skilful work that is done by teachers. Work with 

teachers to document this complexity and understand it. Allow 

teachers time and space to develop their skills by building on what 

they are finding successful and support them in developing these 

skills further.
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• Recommendation to practitioners: Reflect and develop teachers'

skills as successful teachers of literacy. Look at the complex nature of

literacy teaching and learning and reflect on ways in which this can 

be developed further.

10.3.5. Recommendation 5: Newer Understandings of Literacy

New Literacy Studies and multi-literacies are pointing the way towards new 

and exciting forms of literacy, and pupils, often at quite young ages, are 

engaging with them. Schools and teachers have to find a way of accepting 

these new forms of literacy and avoid privileging books and written forms of 

literacy. Restricting the concept of literacy to literature and books is running 

the risk of not valuing the literacies that children are bringing with them 

from home -  the ir funds of knowledge (Moll et al, 1992).

In an article in The Guardian of March 14, Allison Flood (2014) comments

on a survey by 'Book Trust UK,' tha t found that even though more students 

than ever before were accessing literacy though laptops, tablets and smart 

phones, books were still privileged as symbolising literacy. This privileging 

of books over other forms of literacy has resulted in books and printed- 

word-media becoming more associated with middle-class value systems and 

middle-class users, and this too she fe lt was a worrying trend. Both books 

and the new literacies that are forming ever more im portant parts of 

people's lives outside schools should be looked on as opportunities for 

learning. Curricula should then be expanded and informed to encompass 

and develop learners as accomplished code breakers, meaning makers, text 

users and text critics (Luke & Freebody, 1999) of all types and genres of 

literacy and media.

• Recommendation for policy makers: Policy makers have to take 

into account the changing nature of literacy and literacy usage. 

Curricula have to develop in ways tha t allow children to engage more 

meaningfully in the literacies tha t they encounter and use in their 

everyday lives. The privileging of the book as a symbol of literacy 

needs to be challenged.
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• Recommendation to practitioners: Teachers should take on board

the changing nature of literacy in the century and though 

continue to promote the book as one symbol of literacy, not to do so 

exclusively. Children need to encounter digital and multi modal 

literacies of all kinds and learn to interact and learn from these in a 

structured and positive manner.

10.4. Conclusions and Future Work.

The researcher found that not enough is known about the lived experiences 

of learning support teachers in the Irish primary schools. Much has been 

written about the lives of teachers in Ireland but quite a lot of that has been 

written within popular literature [e.g. 'To School Through the Fields' (Taylor, 

1998), and 'The Master' (McMahon, 1994), 'Teacher Man' (McCourt, 2005)], 

and while some scholars have written about specific aspects of teachers' 

lives (Devine, Fahie and McGillicuddy, 2013; Coolahan, 2004; O'Doherty & 

Deegan, 2009; Kitching, Morgan & O' Leary, 2009; Kitching, 2009; Morgan, 

2011; Deegan, 2008; Conway et al, 2011), there is still a lot that is not 

known within academic writing about teacher lives, particularly in relation to 

veteran teacher lives.

I t  is important to document teachers' lives, to collect their histories and to 

gather information in relation to how they do the work so that we have a 

bank of research that explores what it was like to be a teacher in Ireland 

over the course of history. Cultures are formed in historical contexts and 

knowing how things were done at different times in history is an important 

facet of any profession - to be able to see how ideas and practices have 

evolved over time and in what conditions and under what circumstances. I t  

is important to document how policies are enacted and go on to shape 

teacher lives.

Opportunities of researching particular phenomena within the Irish 

education context have already been largely lost -  phenomena such as one- 

teacher-schools in remote rural settings, schools that were then 

amalgamated into larger schools in the early 1990s. And there are
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opportuni t ies  presenting them se lves  which need  to be considered -  those  

t e a c h e r s  who pioneered the  implication of the  1971 Revised Curriculum for 

Primary Schools are  now edging towards  re t i rem en t  and their  stories need 

to  be collected -  how it was  to be the  first t e ac h e rs  with curricular subjec ts  

such as  Speech  & Drama, Creative Writing, Art and  PE as  well as  newer  

concep ts  abou t  teaching  exist ing subjec ts .  As one  of those  te ache rs  himself, 

the  r e sea rch e r  is aware  th a t  som e  young te ac h e rs  had to negotia te  their  

identi ties in school where  the  new curriculum was  resisted by older teache rs  

whose  practice was  e m b ed d e d  in the  older syllabi.

The research  l i terature highlights the  fact  th a t  ve te ran  t e ac h e rs  are  a 

largely u nde r - re sea rched  consti tuency within th e  Irish school sys tem .  They 

have  a huge  impact and influence on the  culture of schools. In the  case  of 

this study,  all four t e ach e rs  occupied posit ions within the  senior 

m a n a g e m e n t  of the  school. Annika and Freda worked both formally or 

informally, as  m en to rs  to newly qualified t e ac h e rs  (NQTs) and to less 

exper ienced  teache rs .  In this way, their  practices,  particularly in relation to 

teaching literacy, were  'p a s sed  on'  to younger  t e ac h e rs  as  exem plars  of how 

literacy should be shaped  and ta u g h t  within the  school.

It is also a natural  process  in a school th a t  less exper ienced t e ac h e rs  would 

turn  to their  more exper ienced colleagues  when they  need  advice on 

pedagogy. This is a process  th a t  has  really only begun to be invest igated in 

Irish schools (Kozina, 2010).  In this research it was  ev ident  th a t  t h e se  four 

t e ac h e rs  were  working as  literacy m en to rs  in the ir  schools,  and projected 

very individual literacy identities within their  roles as  LSTs. Annie valued her  

mem bersh ip  of the  Learning Suppor t  Team in he r  school.  Annika valued her 

role as  librarian and was aware  of the  need to apprecia te  th e  children's 

hom e  language . Brian was an exper t  on children's  books  and  promoted  

more  traditional va lues  around decoding and comprehens ion  of the  books'  

conten ts .  Freda ran literacy p ro g ram m es  in parallel with th e  children's 

c lasses  and, like Brian, promoted  a traditional approach  to the  learning of 

reading skills. While they  were individually widely different, they  were  all 

self-identified as  doing the  work of an LST.

The te ache rs  in this s tudy were  not asked abou t  changes  in the ir  roles and 

th o se  had not impacted fully on the  educational sy s tem  a t  the  t ime of data
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generation. However, Annika and Freda were already going into classrooms 

and working alongside class teachers in supporting the needs of pupils. 

Annie and Brian worked in schools where such practices did not happen and 

where great merit was seen in giving the children 'tim e out' of their 

classrooms to work at a slower pace within a smaller group.

This particular piece of research showed that teachers who are bilingual 

constructed their literacy identities entirely in terms of the dominant 

language, in this case English. In a country tha t has two official languages, 

this was a surprising insight and though it can be explained in terms of how 

the study was constructed and in how the teachers were positioned within a 

particular understanding of the research, it is still interesting to note that 

only one of the teachers saw her proficiency in Irish as worth mentioning as 

part of her literacy history. The place of Irish in the literacy identity of Irish 

teachers is something worthy of further consideration in light of 6  Duibhir & 

Cummins' (2012) report, which advocates an integrated approach to 

language learning. Currently there are separate language curricula for 

English and Irish (and in French for a small number of schools where the 

introduction of a European language in primary schools is being piloted). In 

the case of the Irish language, two separate curricula exist, one for English 

speaking populations and one for native Irish speakers. But also worthy of 

consideration is some research into how teachers working in Irish medium 

schools and offering support in English to pupils as well as LSTs offer 

support to pupils for whom English is an additional language.

The researcher found that it is im portant to document teachers' identities, 

not only in terms of literacy, but also in terms of all the subjects that they 

teach. Surgenor & Shiel's (2008) study looked at the differences in learning 

support provision for literacy and numeracy, in terms of provision, training, 

and attitudes of learning support teachers in Irish Primary schools. 

'Substantive differences were found combined with the widespread 

tendency to prioritise English over mathematics' (Surgenon & Shiel, 

2008:118). 'The Learning Support Guidelines' state that LSTs are charged 

with supporting children with literacy and/or numeracy difficulties (DES, 

2000:14), and so an exploration of teacher identity in relation to both 

literacy and numeracy would be of benefit to policy makers, management
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and schools as this research has highlighted the possible importance of 

teachers' own histories and experiences in shaping the kinds of experiences 

tha t they make available to children.

The researcher found tha t listening to the nuances of teacher voices is 

really important. Teachers do very important work within the school 

system. LSTs have another important role, as have resource teachers (RTs) 

and special needs assistants (SNAs). They form particular communities of 

practice, (Wenger, 1998) within the bigger organisation of the school. They 

affect the learning experiences of children and occupy a particular identity 

within the school as 'experts'. In the case of the veteran teachers, this 

identity can often be quite influential. The researcher found that teachers 

who were supporting the literacy needs of children in the ir schools held 

quite different beliefs about literacy, but that they were each being quite 

successful. I t  is im portant that these beliefs are made explicit within the 

school context and that other teachers' beliefs too are brought to the fore 

so tha t different horizons of understanding can be brought into a 

hermeneutic circle (Gadamer, 1993) and fused into a shared appreciation of 

the diversity of belief and opinion within a staff.

How LSTs operate within particular communities of practice, (Wenger, 

1998) in Irish schools has been documented (Day, 2010; Devine, 2005: 

Shiel & Morgan, 1998). However, with the new Irish Government policy in 

the form o f'L ite racy and Numeracy for Learning and for Life' (2011) and an 

emphasis on problem solving as an essential ingredient in the revised 

curricula, the manner in which both teachers and pupils experience this 

change of emphasis is in need of research. The current research took place 

just ahead of the introduction of policies instigated by Special Education 

Needs - A Continuum of Support (Government of Ireland, 2007) and the 

General Allocation Model (Government of Ireland, 2008) where the roles of 

LST and RT were combined, and more recently the role of teachers of 

children who have English as an additional language has been added. How 

that has impacted on the teachers who were working as LSTs (or as RTs) 

needs to be explored and their requirement for additional professional 

development, addressed.
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All of these areas of further possible research attest to the fact that the 

learning support teacher at primary level, as Day (2010) observed, is a 

much under-researched phenomenon in the Irish primary school system. 

LSTs are an integral part of school life and have an enormous impact on the 

lives of those children who experience difficulties in literacy and in 

numeracy. In a time when solutions for difficulties with literacy and 

numeracy are envisioned as giving countries places in league tables, it is 

important to ta lk to and listen to those teachers who are working day-in 

day-out with these very children.

10.5. Concluding Personal Statement

Second thoughts are best. I have got to be so sure of that, 
tha t nearly all my thoughts now are second thoughts. I have
no first thoughts, as a general rule. (Lewis Carroll, February
15‘^  1880)

This research brought me full circle on my quest to understand the literacy 

identity of these four veteran teachers. I end up with as many questions 

about the data as I started with. The exploration of the world of 'literacy

and identity studies' (Moje & Luke, 2009:417) led me to examine not only

the teachers' literacy identities, but also my own literacy identity. The 

hermeneutic circle (Gadamer, 1993) was built up through the reading and 

rereading, the listening and re-listening, the writing and rewriting of the 

data. Understanding was realised in a fusion of horizons (Gadamer, 1993) 

between the hermeneutic circles (Gadamer, 1993) of interpretations of each 

of the teachers with those of the researcher. Like Lewis Carroll, 'thoughts 

became second thoughts and even third thoughts' as the fusions of horizons 

(Gadamer, 1993) were built up, insights gained and insights regained, 

before the whole hermeneutic circle (Gadamer, 1993) began all over again. 

This study marks a single point of insight in this fusion of horizons.
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School of Education,

Trinity College,
University of Dublin

Guidelines on Ethical Research Practice for Students

Good research is not jus t about the quality or even the quantity of data that 

you gather, but also the way in which you undertake your work. As such 

these guidelines are intended to support you through this aspect of the 

research process and draw your attention to how you as a researcher, 

should interact with those who are participating in your study. The main 

point to note is that they are not meant to be prescriptive, as it is not 

possible to specify in detail what you should do in any given circumstance. 

In this sense, these guidelines should be used as a set of reference points 

to consider in discussion with your supervisor, during both the design and 

implementation stages of your study. Where appropriate, you should also 

be fully conversant with any ethical guidelines which are specific to your 

own discipline e.g. psychology, sociology, and so on.

In order to keep these guidelines as simple and clear as possible they are 

divided into two main sections. The firs t section 'responsibilities and 

relationships with your participants' offers guidance on how you should 

conduct your interactions with those who are participating in your study. 

The second section 'ensuring anonym ity and confidentia lity ', is concerned 

with guidance on the kind of assurances you offer your participants with 

regards to the information they impart to you, and the uses to which it may 

be put.

Responsibilities and relationships w ith your participants

I t  is im portant to be aware that as a researcher you are engaging in a social 

relationship with your participants whether they be individuals (such as 

teachers, lecturers parents, children, young adults, school or college 

governors, ancillary and support staff), social groups or entities (such as 

schools, colleges, social service departments). As such these guidelines are 

intended to help you navigate this part of the research process.

1. Research should be based on informed consent. That is, the information 

given by your participants should be done so freely on the basis that
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they know and understand 1) the purpose of your research, 2) who is 

undertaking it, 3) why it is being undertaken and 4) who is sponsoring it 

- if at all.

2. Your participants should be given anonymity. This requires you to ensure 

that any disclosure of your data or subsequent analysis does not refer 

directly to the participants in your study.

3. You should inform your participants that they are able to reject the use 

of data-gathering devices e.g. tape recorders.

4. I f  you are conducting field work, do not assume that once you have 

negotiated access and consent to work in a particular setting(s), that 

this will automatically granted each time you enter the setting(s). Treat 

this part of your work as on-going and be prepared to re-negotiate 

access at various junctures. This line of reasoning should be followed 

whether you are conducting research in your own work-place or a setting 

where you are already perceived as a member, and sites tha t are new to 

you.

5. All research is a mode of intervention into the lives of those who are 

being studied. Some participants may welcome such interest and others 

may not. I t  is im portant that you respect the wishes of those who do not 

want to participate in your study, as not everyone will see such a 

process as a positive experience. Also, it is important not to give the 

impression to your participants that your research may provide 

immediate answers or solutions to problems that you are investigating.

6. I f  you plan to or anticipate that your research will be placed in the public 

domain e.g. publications, conferences, seminars etc., you should inform 

your participants of this is, along with the guarantees of anonymity.

7. Considerable care should be exercised when working with those 

participants who may be seen to be vulnerable due to such factors as 

their age, status within and institution or organisation, and 

powerlessness. In addition, researchers must avoid exploiting 

disadvantaged individuals or groups for their own academic/professional 

advantage. Where possible and/or appropriate, it is desirable tha t
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research in whatever context (hom e/international/developm ent) should 

be collaborative, involving local participants.

8. You nnust be careful not to intrude on the personal space of your 

participants or the ir relationships with others who may or may not be 

directly involved in your study.

9. As with access, informed consent should not be taken for granted, but 

subject to re-negotiation as various junctures during your study. This is 

especially important when seeking to obtain sensitive information. Do 

not assume that once a participant has agreed to be part of your study 

i.e. given their consent, tha t this means tha t they will be willing to 

divulge any information that you ask for. This should equally hold when 

working within institutions. I f  access has been gained via a gatekeeper, 

then do not presume that all people within the organisation are willing 

participants by proxy. Each time you approach someone new for 

information in any form (interview, observations, documents etc.), you 

must obtain their consent.

10.In the case of any transcripts that you make, you should always 

seriously consider showing and/or sharing this information with your 

participants as a way of ensuring accuracy.

11.It  is essential that you do not engage in any activities or act in anyway 

which may have negative consequences for you participants or the ir 

relationship with others who may not be directly involved in your study.

12.I t  is im portant for the researcher to be sensitive to and to respect 

conventions/ cultural constraints when carrying out research in a cultural 

context with which he/she is not fam iliar or of which he/she is not a 

member. Consultation with a member or members of the cultural 

community regarding instruments and procedures is highly desirable 

before research commences, so that offence can be avoided.

13.The presentation of research findings should respect the sensitivities of 

the community in the context in which the research has been 

undertaken. Care must be taken not to humiliate or embarrass 

members of the community where research has been undertaken.
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Ensuring Anonym ity and Confidentiality

1. At the outset of your research you should offer where appropriate, 

guarantees of confidentially (i.e. non-disclosure of proffered information 

to others) and anonymity (i.e. information cannot be traced back to 

individuals or specific organisations). I f  you are conducting 'one-off' 

interviews or observations, this must be made clear at the beginning of 

each encounter or session. This guarantee should also be given when 

asking for forms of documentation tha t are not already available within 

the public domain e.g. pupil records. In situations where you may intend 

to use part of even whole of your data set (for example direct 

quotations, images etc.) it is vital that you communicate this to your 

participants.

2. As a researcher you should respect the privacy and anonymity of your 

participants. What this means is that personal information and 

disclosures should be kept confidential. I f  need be, you may, depending 

on the situation choose not to record such information.

3. The identities and any related research records (e.g. interview 

transcripts, interviews tapes, video tapes, observation notes etc.) should 

be kept confidential.

4. You should always store your data in a secure manner. I f  practicable 

always try  and break the link between the data and identifiable 

individuals. For example, use codes, pseudonyms and other forms of 

identifiers instead of your participants' names, places of work and so on. 

Where you are using a m ixture of information which is in the public 

domain and that which has been obtained by informed consent which 

concerns the same organisation, you must also ensure that there is no 

traceable link. In this situation it is best to remove from the public 

documents any identifiers which could be associated or linked to your 

participants.

5. Try and honour your guarantees of confidentiality and anonymity. I f  you 

need to or have to share data with others (e.g. your supervisor) it is 

important that you inform such people of the guarantees you have given 

and that they too, should abide by them.
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6. As a researcher, you should avoid any actions or modes of behaviour 

which may produce consequences which make it difficult for other 

researchers who may follow you.

7. When placing your data, or the findings derived from your research into 

the public domain you must remove any identifier which could be traced 

back to the participants in your study e.g. names, specific locations etc.

8. You should be fam ilia r with the requirements of the 1998 Data Protection 

Act.
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Blank Consent Form

I f  you agree to participate in this research, please sign below:

I ______________________________________________ consent to participate

in the PhD thesis research conducted by Finfn 6  Seaghdha. I have 

understood the parameters and nature of the research and am willing to 

participate. I understand that I can withdraw from the research at any time.

My signature below indicates my consent

Date

369



The Principal 

XXXX School,

XXXX 

Dublin XX

June 2007.

Dear Principal,

My name is Finin 6  Seaghdha and I have been working as a lecturer in 

teacher education at xxxxxxxxxxx for the past 14 years. Before that I 

worked for over 20 years as a primary teacher in an urban disadvantaged 

school. Currently I train teachers at first and second level who work in 

students with special education needs. My particular areas of interest are in 

literacy education, in the teaching and learning of reading and of writing.

I am presently working on a Master of Philosophy (M. Phil) in Education 

which I would hope to convert next year to a Doctor of Philosophy awarded 

by Trinity College Dublin. My research interest centres around teachers' 

literacy identities and the connection between their practice of the teaching 

of literacy and the ir reflection on that practise.

In an effort to develop a greater understanding of this connection between 

practice and reflection, I have asked four teachers to work with me and to 

permit me to come and observe them teach for 20-30 minutes, on five 

occasions over the school year (twice each in terms 1 & 2 and once in term 

3). I will arrange to meet each teacher later each week and talk to them 

about the lesson that I observed. Each teacher has agreed to keep a 

reflective journal over the year which they will lend to me to read at the end 

of the year.

One of the teachers in your school has very generously agreed to work with 

me on this piece of research. I had the privilege to be Xxxxx supervisor
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while h e  u n d e r t o o k  t h e  Post  G r a d u a t e  Diploma in Learning S u p p o r t  s o m e  

y e a r s  a g o  a n d  so  I w as  a w a r e  of his /  h e r  c o m m i t m e n t  to  e duca t ion  a n d  in 

pa r t i cu la r  his i n t e r e s t  in t h e  t e a c h in g  of  r ead ing .  It  w a s  on t h a t  bas is  t h a t  I 

a p p r o a c h e d  him to  be  p a r t  of  th is  p ro jec t .  I a m  a w a r e  t h a t  XXXXX has  

a l r e a d y  m e n t io n e d  th is  to  you  so  I a m  now  formally  writing to  a s k  yo u r  

p e rm is s ion  to  visit y o u r  school  a n d  collect  t h e  d a t a .  I would e n d e a v o u r  to  

c a u s e  m in im u m  d is ruption  to  y o u r  school  dur ing  my visit, and  would only 

visit by a r r a n g e m e n t  with t h e  t e a c h e r  c o n c e rn e d .

Each le sson  a n d  t h e  s u b s e q u e n t  co n v e r s a t io n  with t h e  t e a c h e r s  will be 

a u d i o - t a p e d  so a s  to  a c c u ra te ly  d o c u m e n t  w h a t  t a k e s  place.  No re fe re n c e  

will be  m a d e  to  t h e  n a m e s  of  t h e  in terv iew pa r t i c ipan ts  or  to  th e i r  schools .  

All d a t a  will be codified a s  to  e n s u r e  t h a t  it r e m a in s  com ple te ly  a n o n y m o u s .

I would h o p e  to  s t a r t  t h e  p ro c e s s  of d a t a  collect ion in S e p t e m b e r  n e x t  and  

would be  very  h a p p y  should  you  wish,  to  call to  you to  d i scuss  any  

q u e s t i o n s  you m igh t  h a v e  in rela t ion to  th is  or  should  you prefer ,  you can 

c o n t a c t  m e  on my mobi le n u m b e r  XXXXXX. My su p e rv i s o r  is Dr. S e a n  

Devit t,  School  of Educa tion ,  Trinity Col lege,  Dublin.

I would a p p r e c i a t e  it if you could faci l i tate  m e  in th is  e n d e a v o u r .

Sincerely,

Finin 6  S e a g h d h a
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Extract from Researcher's Diary No 5

April 2008 -  Mother's Day in Concord, MA.

Beautiful morning here in Concord. The house is not awake yet so time for 

some peaceful reflection on the past couple of days. Children's Literature 

New England is getting older -  we all are getting older. But such young 

souls -  kindred spirits brought together by a love for children's literature 

and rekindling of old friendships -  life's true treasures. The talk last night at 

the dining table about the shaping of story by the great Greek playwrights 

sends me back to shelves of old books from my parents, Aristotle and 

Homer in particular. Must reread - there is so much I don't know. I was 

humbled by Jill and John's repartee and the quotation of tracts from the 

Iliad by heart ... in the ir 80s and so inspirational! To be numbered in the 

company, and included in such conversations, makes me so aware of my 

need to keep up with what is coming down the line, but also with what has 

passed me by!

During the course of the past few days I have come up with two ideas that I 

need to th ink about. The first is how could I really envision or re-envision 

the interruptions tha t the teachers are making in terms of scaffolding of the 

children's learning -  making it possible for them to:

• Internalise the elements of story
• Demonstrate knowledge of the story
• Demonstrate knowledge of the world
• Model the reading of story
• Model different story grammars
• Model the elements that the child needs to put in place in-

order to understand the vocabulary o f the story
• Model the de-contextualisation of the story and it's re-

contextualisation.
• Model the appropriate way of hearing a story
• Model the appropriate way of listening to a story
• Model the appropriate way of reading a story being read out

loud.
• Model appropriate group behaviours

This is not a comprehensive list but rather a list of possibilities. There is a 

whole other idea about how this kind of scaffolding does in fact position the
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children as learners in a particular way and how the teachers can position 

themselves in another way where the roles are non-negotiable. Story is 

such a powerful thing -  the owner of the story is the owner of power in 

many ways -  the File in Irish lore with his ability to retell the sagas without 

changing a single word!

In the current context, the children are seen more in terms of being 

disempowered around their own reading difficulties and therefore loose the 

right to hold a position of power within the dynamic. This dynamic has been

uneven by its very nature but both the literacy difficulty and the power

distribution within the group can make that even more uneven! This is Iris's 

hegemonic stuff and also Carol Gilligan's tyranny of patriarchy! Are there 

female stories where the power is shifted to the less powerful and the 

patriarch challenged? Must ask on our way north to Vermont -  Susan 

Cooper will know as will Jill!

Notes I  made while in Vermont

Children being scaffolded by the teacher's use o f different teaching 

techniques as a means o f getting the children

• to think in certain ways
• to behave in certain ways
• to believe in certain ways
• to construct 'being a reader' in certain 

ways
• to construct 'being a lis tener' in certain 

ways
• to conceive o f a book in certain ways
• to construct meaning from image in certain 

ways.

The other thing tha t I need to think about it how the teachers are 

constructing the ir memories from the ir pasts -  maybe look at the idea of 

're-m em ory' and how that itself can be constructed from the identity that 

the teacher has built up. But again I would need to interrogate this quite 

closely in terms of how the teachers are positioning themselves in relation 

to the ir constructs of who they were as children, who they were as
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successful learners, who they were are readers, who they are as readers, 

who they are as successful learners. The idea of relying on a teacher's 

memory to construct a faithful account of which they were as readers could 

be a problematic one. The notion of the Fictive Voice has be to accounted 

for. The teachers own memory may itself be a construct influenced by the 

identity tha t they now have constructed fo r themselves. This is a real 

chicken and egg situation and I will have to th ink about how I am going to 

come at it.

One last point tha t I have to think about tha t is pretty much a priority has 

to be the direct question that I ask the teachers about who it is that 

influenced them to become a teacher of literacy ... I did not get this really 

done as part of the ir literacy history but I feel tha t I need to get some 

information on this into the mix. In my own case I th ink tha t it may have 

been Br xxxx who taught me in 5*̂  ̂ class. He was very young and very 

handsome and I would imagine, very afraid of the firs t class tha t he taught 

which was us. But I remember him mainly as being really kind. That 

kindness really affected me both as a teacher but also as a child in his 

classroom. I also fe lt tha t he liked me and that I was enough to be 

approved of. I t  was great to meet him as an adult and to know that he 

remembered not only me, but most of that firs t class. He was no long Br. 

but now "H arry" and I was a colleague not a child/pupil. He reminded me 

that I loved the gallaxy and hated stories about the Macabees and Maria 

Goretti! Even then I was into happy-clappy!

Two additional other things I need to th ink about:-

Identity Politics

Reading-Autobiography

Transana

AnnoTape for Vista

The other thing I really do need to do is to read back over the five diaries 

and try to capture my own thinking process from where I started to where I 

have arrived ... I th ink that this is quite im portant so that I can reveal that
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process in a way that is not linear -  there are many circles being travelled 

in this case and I should really revisit them and make sure that I have not 

forgotten something that I need to rethink, or that I have myself a possible 

way into or out of a way of conceiving what I am doing that I have not 

taken on board.

Things To Bring Forward From Earlier Diaries.

Things To Bring Forward From Earlier Diaries.

Diary One:

~The writings of Voloshinov, Bahktin, Luria and Vygotsky.

~The notion o f'fo lk  theory' as a theoretical basis for the study 

~Does Literacy Identity Impact on the Teaching of Reading?

~Social Construction Theory, Feminist Theory, Queer Theory.

~James Muchmore, Rick Meyer

~Pahl and Rowsell's book on literacy

~The Handbook on Identity -  book from library in TCD

Diary Two:

~Maykut and Morehouse ... text on research

~The teacher's choice of books to read to the children.

~The notion of'cloze reading' or'cloze questioning.'

~Page 11 -  some interesting ideas about 'the concept of identity.' I 
was looking at how the notion of literacy identity is influenced by personal 
values.

^Writing the other -  inscribing the self.

~Margaret Yonamura's "Professional Conversations" -  really do need 
to go back and read about that again ... it was central to my thinking when I 
came across it but I have not really considered in since.

~  Where did you acquire your beliefs about literacy?

_________________ -  important question that I may not have asked._______
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~ Is  there a teacher construct going on which sees being read to as a 
less important than being able to read? I was thinking more in terms of the 
teachers own construct of reading ... all would have been quite capable 
readers coming to school. Is there bias evident?

Diary Three:

~ I  really do need to look at page 6 of this diary about the 
opportunities that are made for the children to learn, (under collapsing 
categories pg 6)

~Handal and Leuvas~Schon, Handal and Leuvas. ~John 
Dewey~Zeichmer and Liston

~ Did you think that your teacher ed programme tried to transmit 
rules of practice to you? What were those rules? Are they part of who you 
are as a teacher?

~Ghaya and Ghaya 

 ~Clandinin and Connolly_________________________________________
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Extract from  Field Notes, Brian: 26**̂  Novem ber 2007.

Setting:

The learning support room is a brightly coloured room at the top of a stairs 

on the firs t floor of the school. I t  is shaped with windows at one of the 

shorter sides beside the door. There is a library unit between the window 

and the corner with books displayed cover-out on shelves. One of the longer 

walls has a large notice board and a white/magnetic board. There is one 

desktop computer and printer in the room and several free standing shelves 

with boxes of equipment and games. There are two clusters of tables in the 

room ... a rectangular one where the students sit and a round table where 

they can work independently.

I sit at the round table to record and observe the lessons. The reading takes 

place at the other table where the boys sit in assigned seating and the 

teacher has his chair at the head of the table. When a book is placed on the 

table, all children are looking at it, side on. The two furthest away children 

are looking at it side on and upside down so that is a challenge in itself.

Participants:

Four boys in second class. All are uniformed and appear bright and 

engaged. There is a very obvious relaxed atmosphere in the room and a 

quite non-formal relationship between teacher and students ... it is quite 

clear where the power structures lie and there is a palpable respect evident 

between the parties.

The school thrives on tradition and many of the boys (including two of those 

in the group) are sons of form er students in the school and one is driven 

quite a distance daily to attend the school where his dad had gone. Brian 

has been working in the school for the past decade and established as a 

highly regarded teacher. He has a booming voice which is very distinctive 

and though he has a casual air to his dress, he is in fact quite formal is his 

dealings with me and with the school.
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The Observed Session.

The boys behave in a very measured way ... the ir arrival into the room is 

orderly and they follow very clear practises about coming into the room, 

going to the second shelf and bringing the ir plastic folders to the table. They 

sit is pre-ordained seats so tha t there is no jostling for a place. Also very 

evident tha t each of the children talks to the teacher but not to one 

another. They may pass comments one to the other during the session but 

there is not chat nor conversation between them at any stage during the 

class.

Xxxx is the most 'v isible ' of the four students as he has a good command of 

language and is not afraid to use it. He sometimes stands to make a point 

and at several times during the lesson, held the group's attention with 

story,,, the dog he got as a surprise , his knowledge about squirrels etc. He 

is the most verbally able of the four students and can command attention 

as a result. Some of the others (especially xxxx) in contrast, tend to use a 

lot of hand gestures when talking and are quite frequently stuck for 

vocabulary.

Brian is a good reader. There is a sense of the dramatic in his voice and he 

reads with great deliberation, word by word. There is no hurry in the 

reading ... it is all measured and calm. Brian puts a lot of preparation into 

the story reading but he still reads from the text, rarely raising his head to 

check that they are paying attention or to make eye contact.

The finishing of the session is handled with again measured care ... all the 

students are asked about what they are going back to the ir classrooms and 

what they will need to have ready for tha t activity etc.
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Schedule of Visits and Interview s
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Schedule of Visits and In terv iew s.

Teacher Visit In te rv ie w

Freda September 24^^ September 28^^

November 5 '̂’ November 9̂ ^

January 8’̂  ̂ (Tue) January

February February 22'̂ '̂

April 7̂ ^ April

Annie October October 5̂ ^

December 10"̂ ^ December 14'̂ '̂

January 14'̂ '̂ January 18*̂ ^

February 25’̂ '" February 29^^

April 14^^ April 18^^

Annika October 8̂ ^ October 12̂ ^̂

November 19'̂ '̂ November 26'̂ '̂

January 21®’̂ January 25'̂ '"

March 3''̂ March

April 21"‘ April 25 '̂"

Brian October 15 '̂' October 19^^

November 26̂ '̂ November 30'̂ '"

January 28‘^ February

March March 14*̂ ^

April 28‘^ May 2̂ "*
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Appendix 5:

Sample of Semi Structured In terv iew  Statements
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Sample of Semi Structured In te rv ie w  Statem ents: Brian 19*^ Oct.

2007.

1. Listening back to yourself reading to the children on tape must have 

been an interesting experience.

2. Your reading to the children in this instance was quite complex.

3. This I would imagine is fairly typical of your reading to groups of 

children?

4. Reading aloud is something that you do on a regular basis.

5. Your own early literacy experiences at home or at school contained a 

lot of sim ilar experiences.

6. Engaging in the reflection exercise must have been interesting for 

you.

7. You had a connection to the particular story you choose.

8. Planning for reading-aloud does not need to be complicated.

9. Any questions you would like to raise?
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Appendix 6:

Sipe's (2008) Five Categories of Adult Talk
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Sample o f the  App lica tion  o f Sipe's (2008) five  categories o f adu lt 

ta lk  to  A nn ika 's  classroom  data.
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Appendix 7: The Listening Guide (Kiegelmann, 2009) 
Applied to Freda's Interview Data
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Sam ple 1: The Listening Guide (K ieg e lm an n , 2 0 0 9 ) applied to part 

of Freda's in te rv iew  data: Listening 1.

Record Type: Audio 
Location:
Between:

Date of Event; 22/02/05 -
Creation Txiae: 2 3/05/03 12:50: 36 AM'

Index Code Note
?.:P2ri.£C7!NG Tho sessicr cegan with sor.c off tape chat when wc Calked about the new 

0:D0:C0.0 grouc. and z'r.c r.e.v wor-iing regi.*:ie wich pdrcnts invovlec in t:hc Forward 
Tog‘ith<&r Frcgrarme and cIlGct thi3 had had on rhc reading session.ay

, .s ' i|Bft had f.̂ -pod up reflection for this svjsaion and prn^jonc-iQ it to no
my arrival.

The interview via snorter than uccvious interview 
3tory reading session

as was tn« actual

5 initial cr.TiT.̂r.t was cn rh#* quality of her qu*%stic-nning of thv 
"hildren. The 5*rcry was, she retlecced, li/.o a *danp squid' (00; IP'. She 
ha:x do.-'.e -s let of preparation for the story, she was enthusiastic and sr.*̂ 
-r.d'ugnt that this was gcing to go qccat.

Sue r'rit that she hadn" taV.cn in to -iccount, the change ot personnel with 
q-tiur "ciii.-'. t tr.in.-; that it sr.rul:i a difteronce, r.or shoulJ it!

But she £̂ *lt t.̂ .at sr.-c ĥ i- ’ T- 
blccd out ot i st-n*?'

■jcjticned fc'.:; rh.it i; wJi 'gecTt-.r.c]

jre goi-5 'd ?et thar sr.d I did nr ki-.ow c!:-m thjt

3 :5-A-r;eNT TC c;:l3 :wp. :=u re.’, tna =ccry riqht rhtouqh \

-:0C:4:.6
Tn-ar •J.i.'i ftelifc-iA-.e- X h.ta do.-.e di£J>r«>ny<hing3 with dlffer*:nt stones  ̂
: had lett then fzr.zaz cr. pages, I had /.lowr.d rheffi to cosr.cnt, ad-lib, 

S9PI tiiX** ac'--. t.'to jppVc-ici^ts she had taker, in ruadinq
rflcwd ta tr.f to s«e il it woilld " M k e  a din'ecencc to thoir
pjyign Attention or their interest or their fcodback."

?/«; CVESriON ;^d S:.d -  a ;:ors..lf ai,kina the cuostion her.

Yo-ih, It -.-.IS co.̂.-:, tt was Kett.*r t3 ro.id the story r;t;ht through, no- 
steeping ana loosing tn-®- thcead.

; cant talk ak^ut tr.eir intcrcs 
wa^n* qro^t bu'

t and fcodbacV. they were; new, ;

.<r:c
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c /c ^ . jK n t "}Cbtixdim t f:MJipoiKCî bjdrLj' jĵ Jjb  

^ ^ k s i. 4 'u c t /lC :X i to /js n c r j:̂ . < u ^  < x n ^

d a lk ^  aJ)cnc6 A ^-h /:A jo W  ^jtae jL^yo

(lopjQ_

-/W ^ &. JoH  iŝ
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________In d e x  Codtj N o te___________

: STAT*MH?.r t rr .-r-v did r::v children v::."'. -he story? rinianj
: : :.: 3: . -5

l-.^zeAd at tdlkitjr. abcut th>.’ aj;ual engdger.enc th<it che children had Eadt; 
■-'ith the stcry, 4 M k  ta'/i .ibcut th« group itsei; ind hcv their 'newnpss' 

cr:e another and to her, h.i-:: cau3f*d the ietachni'iiit rather than enq.igenient 
with the story. This is ir.terestirg as the r.oticr. ci agcr.iy 13 abser.t ... 
rh*» teac.her a.T t.he ager.t for reading with the c.hiidrtsr.'

Th* chiidter. s.he felt vero so-.f-what i.T awe if hers«l£ a.".d of t.he rooai while 
A;;thony, o.ie c ,t Che ohly two pupil in cotmon with the new group ar.d the 
former group, had not e.-.gaged a n d Jason the other 'ccmor.' pupil, was 
a b s e n t .

lA - f

'sc I was left with Ar.t.hchv and his gri.-isaces” (2:14) ... worth
i:-.---esticati.-ig this .-.otior. fjrther ... t.he teach'^r as pertornor rei.'dir.g 
aiidicnc" respo.-ice 1.'. ord'^r to c-rt vilue frc.~. the session?

Thert; i3 -a^3c a abcu: 'the girls seinq d little afraid bccauae they
were unused to z'rx^ aet up' vhich :s scT.ething worth thir.kir.q some rr.oco 
ib<;ut. i H P H  «flaDrcatc3 ch-it thA gi:l3 were a little mere settled that th«y 
h-id th#» previous woo:)c ... "tn«ir p^T^onalities were teqinnir.g to
ert-trrqe (2:31?" which aii-: sucqeitirvg that the children did rtot know how 
*... respond to tne story ir. torn.:i b̂ îr.q an a-jdiencc.

DC’tl^IPECT ;v -:s t ::?.' : h:v.- ir. r.y re!l^:ti.r. .f tr.e clc23'i th^t I thouqht that the
■: C2: 'n. .hiilror.’3 re^ctr.aes to t:;e -'.^ry .tr.d t: th*: ^es^ior. were scxevhit

’t'4Uti0U?' - this v-13 or.p  z t the ,®:’iit'̂ r-.ents I h-id precrtiOsi ... I .r.entic 
; :r.e or tr̂ e individual chilaren had sado.

V(V ‘ilk<^d -iho’,:*: .' ?;>£: 3vn'.»-

C: :3:-;9.
orosor.c

y.'.' pte3 '?r:.ce w-̂ s r.ot *-ixclfJir.<̂ n t' tr.e thi.'̂  tiine dr.d wher. I cosiner.te-’i
T ' 3 cor̂ tir.Uiil c b ^ o r v - i t i zf xe «hi;;}: I hdd noted ir. my fie^d notes
iurin-^ rr.e visit.

ijj' f

P‘>Jt thi3 down to the f-jrt '..'-.it the qrrup wis brdnd new and that they 
did not have .̂ ny idea of vh-. I v-̂ 3 ... I did r.oc get to explain ny piesence 
tC' thin nro5<p unfi*-r rr* ssuro I t'elt diirina the re-idinc 3c33icn
4 :; I did n^t ir.tr'ide with r̂ y us;: u  int rodx:ctir>n3 as rhe wa3 naking her own
i"'.trccucticn to the -in'i *̂t> know who they wfr** and I felt that

't̂aa unpurtant that ■'he bo Tiver. tir;.e to establish herself dome; that.

r .̂ isc nred to look <u th« Pthi-js :f this ar> I have perr.i-saion from these 
p-irer-.ti "iS 1 did with the ... I rieeo to cneck this cut*.
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Index Code Note

DQ:DIP,ECT QUESTION Any news on the Miss (Finian) i M .

. NO

Think it is time to drop the Misses at this stage ... kind of
ntilked that for what it is worth!

FSR:FINIAN STIMULUS I played the reading straight through the story as my first stimulus reca
0:05:35.2 section ...

As we had talked about this already , I did not labour this one too long 
ggtlfi has said that this was a deliberate decision on her part to read 
straight through the book, start to finish. ,

FINIAN STIMULUS The second stimulus recall passage w.as where the teacher had commented on 
0:06:33.5 their reaction being underwhelmii^

J

labled this 'an aside’ and said that she sometimes threw out comment;
like that especially with the older pupils who 'got it' when she used sue!

^  language.

The conversation developed then while talked about having put a
, ", tremendous amount of preparation (" as if everything was a student 07:30'

l|) - llijl * into the event and she coming up with the subdued reaction she received.

. ..they are grand little kiddies but then I though 'feck ye after I put m^
all into that and ye are sitting there saying , that was a good 
story! (07:42)

So again came back to the 'aside to my self' as an explanation
again sense of audience here worth noting and seeing that sees hersel
as having an effect on the children and so has an expectation of teh 
response that her story reading will have on the children.

I: INTERRUPTIONS I interrupt at this point to say that I saw this as an important
0:07:46.0 observation on the part of rather than the 'aside' that she had calle

it.

DQ:DIRECT QUESTION What about the geography of the room? (Finian)
0:07:59.1

I had noted that had moved the children out of the reading area and
wondered about how this had affected what happened? It turns out that ther> 
was a wholly innocent reason for the change of seating arrangement

.-L''' Page 3
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Index Code Note
FQ.FOLLOW UP/ON QUESTION I asked to consider how the change of geography might have lead to ;

0:08:36.0 certain kind of interaction ? - the semi circle as opposed to how it was.

felt that the reading area seating is more casual where as the semi 
circle is more associated with work.

also feels that she prefers the reading area and that she will get t
read there the next time irrespective of the size of the group.

0j2X;2. ̂

CS:CLOSUR£ OF SESSION In closing the session began to talk about how she had undertaken th
0:09:31.6 reflection this time ... she had reflected right off after the session, 

about her preparation and her choice of story, then listened to the tape 
and gone back to ammend what she had written.

^  This seemed to be a commentary on what she had done . . . the preparation s3
had put in was of paramount interest to her and she had put a lot of effo.
into trying to make this session ’better’ than the previous one.

FQ:FOLLOW UP/ON QUESTION I v/anted to explore this 'doing better’ some more and so asked to
0:10:17.7 elaborate on what she was thinking , as opposed to 'doing' about this-

wanted it to be better. I know I read a good story. 10:24)

But I like the children to enjoy it. (10:33)

then talks about the enthusiastic response that the children had mad€ 
to 'Look What Blew In Froir. The Zoo" and she wanted them to react in the 
same place.

I divulged that |pUV*’s children had enjoyed that story more than any of th 
other groups ... I talked a lot here again ... NOT GOOD!

She felt that this reading session (Zoo) was the best and commented ... if 
you get a reaction from the children then you feel that you have achieved

\
f. something! (12:12)

1 , I think that this is really important in comment b y ^ g ^ ^  that the^
1̂ reading should have a response!yV  ̂ — - - - - - - - -- - - -  y|L̂ j iy felt that she would have had a different response to the book had she

^  l0  had the former group listening to suggested that that was
I \}f r^U something that she might like to try for her self at some stage in the

llV coming vjeeks and see how it wervt?/
/-"'P '"A"
Page 4
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Index Code Note
FQ;FOLLOW UP/ON QU’ESTIOM I wondered aloud about the content of the story and the fact that it was 

0:12:39.2 designed with the about to go to sleep infant in mind and so was not real 
goign to rev them up and set them off to great and loud responses! This 
was nt something that I had thought about during the week so it came out 
an unformed thought on my part ...even calling the story a 'concluding 
story' at the end of a day!

This did not lead to anything much by way of responce and we talked about 
soem of the children ...

Page 5
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The Listening Guide (Kiegelmann, 2009) applied to Freda’s 

interview data; Listening 2.

w Title:
 ̂ Record Typo: Aadxo

Location:
Between:

Date of Event: 22/0?/C6
Creation Time: 23/02/08 12:5^0:36 AM

'jP'\jL-

Index Code Note
P.: P.SFLECTING T h e  s e s M i c n  bticj.in w i t h  ac mo o f f  t a p e  c h a t  w h e n  we td lk fe-d  a b o u t  t h e  r.cw 

0 : 0 0 : 0 0 . 0  y r o u p  a n d  t h e  new  w o rJcan q  r»-g im c w i t h  p a r e n t s  i n v o v i o d  i n  t h e  K o r w ^ r 'J  
T of 5̂ ith#»r P t o t j t » n d  t h e  o f f o c t  t h i i ,  h a d  h a d  o n  t h u  r t - a d i n q  a e a a i o n -

h . i d  t;yp«''.d u p  h*^r m f l ^ ^ c t i o n  f o r  t h i s  j j i i s a i o n  a n d  p r o 3 o n t - ® d  i t  t o  mo 

my a r r i v a l .

T hu  i n t o r v i < ; w  W43 s h o c t c t  t h a n  p t t v i o u a  i n t c r v i c ' w  . . .  a n  w a s  th»- a c t . u a !  

- ' i t o r y  r c a d i n q  s e s s i o n

i n i t i a l  v-:c;:jr.cr.c w a s  o.^ rh»: q u - U i t y  o f  h e r  q x i c s t i o n r . i n q  o f  t h e  
- h i l d r o n .  T he  a c o c y  w a s ,  a h v  r*?fi*;! ::ccd, l i k e  a  ' d a r . p  s q u i d '  ( C O : i e > .  M'i-: 
h a d  d o n e  a  l o t  o t  p c o p a r a r i . o n  l o r  ch«.t s t o r y ,  s h e  w a s  o n t h \ i s i a s t i c  i : ; c  h '.»̂  

t  h o u q h t  t h . i t  t h i a  w as  q o i n g  t o  q o  g r e a t .

: !u :  l o l t ;  t h a t  s h e  h a d n t  taV.on i n  t o  a c c o u n t ,  r.he c h a n g e  o f  porsonr.*.:!  wit.*, 
t h “ g r o u p ,  " d id . ' j ’ t  t h i r . k  t h a t  : t  s h o u l d  rr.ako a d i f f e r o n c c .  n o r  ar.c 'J.': * t '

Put aho f e l t  th-it sh».' h i d  ' qii-‘s 11 '..ncd W '- l l ’ b u t  th a t  i f  was 1 K t  gct.v ii--< 

b l c o d  o u t  o t  a -itor.t**

W i t h  . in y  i;.;w g r o u p  y ou  f ;o i r .q  •. o  gar. trhiic a n d  1 d i d  n t  k r .ou  r .h ^ n  t h . i t  

w e l l  ( 0 0 : 3 '5 ,

S:STATKMSNT TO CONSIDER Vou r o j c i  c h o  a c o r v  r i g h t  t h r o u g h  t h i s  t i x t .

0 ; 0 0 : 4 2 . 6
T h a t  U.13 d - a i b c - r > t .  . I h . id  d o n e  d i C E o r c n t  t h i . - i g 3 w i t h  d i f t e c - ' . n t  s t o n e s  ,ir 

I  h a d  l e f t  t h n m  p c r s d e t  cr.  p m - - * -  I a l l o w e d  t h e n  t o  coCTi-.-nt, a d - l i b ,
t a l k s  - i h o u t  c h r  d i f t o r i ^ n t  , ) p p r o d C h c -3 =he  h a d  t a k e n  i n  r e s i d i n g  

. i l o u d  t o  t h e  c h i l d r e n  t o  3l-l- i l  i t  w o u l d  " m a k e  a  d i f f c r c n c i . '  r.o t h e i r  

p : \ y i q t i  A t t e n t i o n  o r  t h e i r  i n t e r e s t  o t  t h e i r  f e e d b a c k . "

And d i d  I t  rr.ake i  d i f f c r c r . c e ?  h e r s e l f  a .s k in g  t h e  q u e s t i o n  .he re )

Y e.ih ,  I t  W 3 S  g o o d ,  i t  v;i:. r o  r - i . .d  t h n  s t o r y  r i g h t  t h r o u g h ,  n o ;

s t o p p i n g  a n d  l o o s i n g  t h e  t h r ' j j o .

I C j n t  l . i U  J b o u t  t h e i r  i n t . r - . - s t  -■r.d i e e u l i . i c k  i s  t h e y  w e r e  n.-w, b u t  a t  

w a : in r  r r r e a t  h i : t

Paa-j I

rorFOLLov; up/cj; ou^sttcn 
0 : 0 1 : 09 . 2
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./::£ î ^a J l(r ^  U U ^^  6 o rr\/^ iJ ĵ ^ ty

j>S2î - a d ^ to  -'d h s ijc o ^  ^  Co X iiĵ -^j:ii< -î ‘c^ 

'i/f ih ji'k iU r ^  ^ .a o -  .j- c s c jc h C L

o^cL M v ^ ' u- ^

O ia o  m / iJ ^  ^  J î M d z jî ^  ^ 'c u f - ^

(2 ) u !lW ^  ^ r / l/? 7 0  - J tJ IH .

S 'ModJij?^ '6 j!tjd c^ -A u ^  ' ,ojviL dkJ:jZLly3 ^  

L / t / t ^ / i ' ^ ' ^ ' ' - ' ^ ^ ^ '  - J iL c t' J jt^  ĵ jm ^

î y '̂ id lju 'i }d<^ Cxx̂ û̂ --0’i'<^ts, UiSL,̂ L^^^
^  j  ^

OjO A -  d j J j'Q L C u n ^  d ^  d J fu Q jL ^ ;^ J u y r

/M d  J J it/:)  e k .d ^  J ^ J 2 ^  M a d  M U M -  

J u î i ■

d ^ - t-  0 ^ !2 - ^ A j2

406



Index Code Note
S5 .-STATEMENT 5 TO 
  0:01:32.4

How did the children engage with the story? (Finian)

It waa a very different engagement? {Finian}

Wasn't it? (£{0 0 }

Instead of talkign about the actual engagement that the children had mad> 
with the story, talks about the group itself eoid how their 'newness
to one another and to her, had caused the detachment rather than engagem< 
with the story. This is interesting as the notion of agency is absent ... 
the teacher as the agent for reading with the children!

The children she felt were somewhat in awe of herself and of the room whi 
Anthony, one of the only two pupil in common with the new group and the 
former group, had not engaged and Jason the other 'common' pupil, was 
absent.

f ̂ Q:DIRECT QUESTION

"So I was left with Anthony and his grimmaces" (2:14) ... worth
investigating this notion further ... the teacher as performer needing 
audience responce in order to get value from the session?

There is also a comment about ’the girls being a little afraid because th« 
were unused to the set up' which is something worth thinking some more 
about. elabroates that the girls were a little more settled that th<
had been the previous week . , . "their personalities were beginning to 
emerge (2:31)" which is also suggesting that the children did not know hov 
to respond to the story in terms of being an audience.

0:02:34.4
I talk about how in my/reflection of the class that I thought that the 
children's responses to -the-^tor^and to the session were somewhat 
'cautious' - this was one of the statements I had prepared ... I mention 
some of the individual responces children had made.

We talked about for some time

J

S6:STATEMENT 6 TO How do you think things ar^ made different by my presence?
0:03:49.7

Frankjy that mostly. I am invisible!

^ My presence was not explained to the group this time and when I commented
,/ on Ally’s continual observation of me which I had noted in my field notes

/ 0  daring the visit.
'/.t'

jji ^ ^ put this down to the fact that the group was brand new and that they
 ̂, i'0  did not have any idea of who I was ... I did not get to explain my presence

\J to this group as was under pressure I felt during the reading session
so I did not intrude with my usual introductions as she was making her own 
introduction to the group and getting to know who they were and I felt that 
it was important that she be given time to establish herself doing that,

I also need to look at the ethics of this as I have permission from these 
parents as I did with the previous group ... I need to check this out!

Page 2

407



>5 '’

^  ̂f  
/ / /

^s) ,  '0

-4 '

I  ’̂-
\

a)

408



  _____ Index Code Note____________ ___

DQrDIRECT QUESTION Any news on the Miss Spellmans? (Finian) 
0:05:10.5

No (I

Think it is time to drop the Misses Spellman at this stage ... kind of 
milked that for what it is worth!

FSR:FINIAN STIMULUS I played the reading straight through the story as my first stimulus rece 
0:05:35.2 section ...

As we had talked about this already , I did not labour this one too long 
T̂TIITTT* has said that this was a deliberate decision on her part to read 
straight through the book, start to finish.

FSR:FINIAN STIMULUS The second stimulus recall passage was where the teacher had commented on 
0:06:33.5 their reaction being underwhelming

labled this 'an aside' and said that she sometimes threw out comment 
like that especially with the older pupils who 'got it’ when she used sucl 
language,

The conversation developed then while talked about having put a
tremendous amount of preparation (" as if everything was a student 07:30’
) into the event and she coming up with the subdued reaction she received.

...they are grand little kiddies but then I though 'feck ye after I put mi 
all into that and ye are sitting there saying , that was a good 
story!(07:42)

So again came back to the 'aside to my self’ as an explanation
again sense of audience here worth noting and seeing that sees hersel
as having an effect on the children and so has an expectation of teh 
response that her story reading will have on the children.

I:INTERRUPTIONS I interrupt at this point to say that I saw this as an important
0:07:46.0 observation on the part of rather than the ’aside’ that she had calle*

it.

DQ:DIRECT QUESTION What about the geography of the room? (Finian)
0:07:59.1

I had noted that had moved the children out of the reading area and
wondered about how this had affected what happened? It turns out that there 
was a wholly innocent reason for the change of seating arrangement

Page 3
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Indent Code Mote
FQ:FOLLOW UP/ON QUESTION I asked V B 9  to consider how the change of geography might have lead t 

0:08:36.0 certain kind of interaction ? — the semi circle as opposed to how it w

felt that the reading area seating is more casual where as the sej 
circle is more associated with work.

QBBBV also feels that she prefers the reading area and that she will gei 
read there the next time irrespective of -the size of the group.

CS:CLOSURE OF SESSION In closing the session began to talk about how she had undertaken
0:09:31.6 reflection this time ... she had reflected right off after the session, 

about her preparation and her choice of story, then listened to the tap 
and gone back to ammend what she had written.

This seemed to be a commentary on what she had done ... the preparation 
had put in was of paramount interest to her and she had put a lot of ef 
into trying to make this session 'better' than the previous one.

FQ:FOLLOW UP/ON QUESTION I wanted to explore this 'doing better' some more and so asked C M T  to 
0:10:17.7 elaborate on what she was thinking , as opposed to 'doing' about this.

I wanted it to be better. I know I read a good story. 10:24)

But I like the children to enjoy it. (10:33)

then talks about the enthusiastic response that the children had ma 
to 'Look What Blew In From The Zoo" and she wanted them to react in the 

I ' U ' ' j place.

lij { t|̂  /  ̂ divulged that s children had enjoyed that story more than any of
other groups ... 1 talked a lot here again ... NOT GOOD!

6 '■ she felt that this reading session (Zoo) was the best and conmented ...
you get a reaction from the children then you feel that you have achieve, 
s ome thi ng! (12:12)

I think that this is really important in comment by that the
reading should have a response!

{&SQBED felt that she would have had a different response to the book had sh
had the former group listening to i'^^ suggested that that was
something that she might like to try for her self at some stage in the
coming weeks and see how it went?

Page 4
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Index Code Note
FQ: FOLLOW UP/ON QUESTION I wondered aloud about the content of the story and the fact that it wa;

0:12:39.2 designed with the about to go to sleep infant in mind and so was not res 
goign to rev them up and set them off to great and loud responses! Thi 
was nt something that I had thought about during the week so it came out 
an unformed thought on my part ...even calling the story a 'concluding 
story' at the end of a day!

This did not lead to anything much by way of responce and we talked abou 
soem of the children ...

Page 5
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The Listening Guide (Kiegeimann, 2009) applied to Freda's 
interview data: Listening 3.
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.\ ■"

Title:
Record Type; Aualo

• - Location: .<f>uc— H»wiia*f h r-11'-O'
r-' Between:

Date of E^/ent: 22/02/OS V ^
Creation Time: 23/02/08 12:50:36 AM '—  -•

Index Code Note
?: P.Eri.iCTIN'G The session began with sonc off tape chat when we talkea about the new 

0:CC:0C.0 croup <tnd the new wojkincj reqinie with prirents invovicd in the Forwtjrc] 
Together Prograin2 <i ard the effect this had had on th^ readinq session.

v.y

had typed up her r^fl^'ction for this aosaion, .̂ nd pr*»s«nt<»d it co n\« 
ny arrival.

The interview waa shorcez than p t w i o u s  intervi*=w ... as vas the Actvj.-»1 
story re»iding 3«*ssion

initial conctfcint was on the quality of her questionning of th«; 
children. The story was, she reflected, like a ’dan:p squid* (00:iS). Sha 
had done a lot cf preparation for the story, she w.ns enthusiastic ana she 
thought that this was going to go great.

:‘>h*» felt that she hadnt taken in to account, the change of personnel with, 
the group, "didn’t think that it should cuike a ditt^^rcr.cc, nor should it ”

'■ S  she folt that she h.id 'queationod well* but that it was likt; 'getting
' Y  't , !:locd out of a stone'

\’ W *  ,Vt’ ‘
' ’v * V  v:rth any new group you arc going to gnt that and I did nt know thnrn that

; >-■ well (D0:39j

5:SrATEKH?iT TO C0K31CE? You read the story right through this tir.o.
G:00:-;2.e

That was deliberate. I had done different things with different stories an- 
I had left the.*n ponder on pages, I had allowed th<*r; to co.T=r.ont, ad-lib, 

talks abt-ut the different approaches she had taken in reading 
aloud to the chil>^ren to see if it would "nak^ a difference to thc-lr 
pv^yiqn attention or their interest or their feedback.”

FQ:FOT-LOW VP/CK C'JESTIO?; Ar.d did it r-ike a differtnco? /*Qj»5r herself asking the question here)
0:01:05.i

•f̂ ah, it good. It was better to read t.hn story right through, not
ri'y Stopping and loosing the thread.

,*V I rant talk about their intere-st and feedback as th‘jy were n*'w, but itJ.J
^  r , .j\j I cant talk about their i 

*v vA (t* wasnt areat bur
, 1  .-.C"

' ,-J .4 *'
s y
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Index Code Note
S5:STATEMENT 5 TO How did the children engage with the story? (Finian) 

0:01:32.4
It was a very different engagement? (Finian)

Wasn’t it? (4

Instead of talkign about the actual engagement that the children had mad- 
with the story, IftVK talks about the group itself and how their 'newness 
to one another and to her, had caused -the datg^chment rgtfcher' than engageitK 
^ t h  the story. This is interesting as the notion ofi[J^encyAs absent . . . 
the teacher as the agent for reading with the childrenV—

The children she felt were somewhat in awe of herself and of the room whi 
one of the only two pupil in common with the new group and the 

former group, had not engaged and JoiflBk the other 'common' pupil, was

"So I was left with and his grimmaces" (2:14) ... worth
investigating this notion further ... the teacher as performer needing 
audience responce in order to get value from the session?

There is also a comment about 'the girls being a little afraid because th« 
\ were unused to the set up* which is something worth thinking some more

about. elabroates that the girls were a little more settled that th<
had been the previous week . . . "their personalities were beginning to 
emerge (2:31)" which is also suggesting that the children did not know hov
to respond to the story in terms of being an audience.

DQ:DIRECT QUESTION I talk about how in my reflection of the class that I thought that the 
0:02:34.4 children's responses to the story and to the session were somewhat

’cautious’ - this was one of the statements I had prepared ... I mention 
some of the individual responces children had made.

We talked about Antifemi for some time

S6:STATEMENT 6 TO ^ow do you think things are made different by my presence?
0:03:49.7/^

Frank^ that mostly I am invisible!

My presence was not explained to the group this time and when I commented 
on continual observation of me which I had noted in my field notes
during the visit.

  put this down to the fact that the group was brand new and that they
^  j did not have any idea of who I was ... I did not get to explain my presence

to this group as was under pressure I felt during the reading session
so I did not intrude with my usual introductions as she was making her own 
introduction to the group and getting to know who they were and I felt that 
it was important that she be given time to establish herself doing that.

I also need to look at the ethics of this as I have permission from these 
parents as I did with the previous group ... I need to check this out!

Page 2
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Index Code Not:e

DQ;DIRECT QUESTION Any news on the Miss (Finian)
0:05:10.5

No

Think it is time to drop the Misses <5eQelia#e» at this stage ... kind of 
milked that for what it is worth!

FSR:FINIAN STIMULUS I played the reading straight through the story as my first stimulus reci 
0:05:35.2 section ...

As we had talked about this already , I did not labour this one too long 
has said that this was a deliberate decision on her part to read 

straight through the book^ start to finish.

FSR:FINIAN STIMULUS The second stimulus recall passage was where the teacher had commented on 
0:06:33.5 their reaction being underwhelming

labled this 'an aside’ and said that she sometimes threw out comment 
like that especially with the older pupils who 'got it’ when she used suci 
language.

The conversation developed then while Ipttr* talked about having put a 
tremendous amount of preparation {" as if everything was a student 07:30' 
} into the event and she coming up with the subdued reaction she received.

...they are grand little kiddies but then I though 'feck ye after I put mi 
all into that and ye are sitting there saying , that was a good 
story!(07:42)

So ICan again came back to the 'aside to my self' as an explanation 
again sense of audience here worth noting and seeing that sees herselt A again sense oi auaience nere wortn noting ana seeing cnat wpiv sees j
as having an effect on the children and so has an expectation of teh 
response that her story reading will have on the children.

I:INTERRUPTIONS I interrupt at this point to say that I saw this as an important
0:07:46.0 observation on the part of rather than the 'aside* that she had calle<

it.

DQ:DIRECT QUESTION tVhat about the geography of the room? (Finian)
0:07:59.1

I had noted that moved the children out of the reading area and
wondered about how this had affected what happened? It turns out that there 
was a wholly innocent reason for the change of seating arrangement

Page 3
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 __________ Index Code Note_____________________________________ 1̂ 66̂  i>2StAfC-0<0>̂
FQ: FOLLOW UP/ON QUESTION I asked to consider how the change of geography might have lead to

0.08:36.0 certain kind of interaction ? - the semi circle as opposed to how it wa:

I felt that the reading area seating is more ca
circle is more associated with work.

also feels that she prefers the reading area and that she will get
X  read there the next time irrespective of the size of the group.

CS:CLOSURE OF SESSION In closing the session began to talk «UD0ut how she had undertaken t
0:09:31.6 reflection this time ... she had reflected right off after the session,

about her preparation and her choice of story, then listened to the tape 
and gone back to ammend what she had written./I This seemed to be a commentary on what she had done . .. the preparation i 
had put in was of paramount interest to her and she had put a lot of effc 
into trying to make this session 'better' than the previous one.

FQ:FOLLOW UP/ON QUESTION I wanted to explore this ’doing better’ some more and so asked to
0:10:17.7 elaborate on what she was thinking , as opposed to 'doing' about this.

I Wcuited it to be better. I know I read a good story. 10:24)

.But I like the children to enjoy it. (10:33)

then talks about the enthusiastic response that the children had mad< 
to 'Look What Blew In From The Zoo" and she wanted them to react in the 
same place.

other groups I a lot here again ... NOT GOOD!

oJo ^
 ̂divulged that nCSCtfts children had enjoyed that story more than any of th

She felt that this reading session (Zoo) was the best and commented ... if 
you get a reaction from the children then you feel that you have achieved 
something! (12:12)

I think that this is really important in comment by . . . that the
reading should have a response!

EC® felt that she would have had a different response to the book had she 
O  former group listening to suggested that that was

^  something that she might like to try for her self at some stage in the
\ŷ ' coming weeks and see how it went?

A
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Index Code Kote
FQ:FOLLOW UP/ON QUESTION I wondered aloud about the content of the story and the fact that it was 

0:12:39.2 desir e d  with the ^bout— to-a,1o^p^i.nfant in mind and so was not rea 
goigj^to rev them up and set them off yto great and loud responses! Thi 
was nt somethingthat I had tftoughC SSout during the week so it came out 
an unformed thought on my part ...even calling the story a 'concluding 
story' at the end of a day!

^  \̂fcS/̂  7
This did not lead to anything much by way of responce and we talked aboui 
/soem of the childrenĉ̂

 \J0JXJZ r
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Sample 2: The Listening Guide Applied Across Annika's four 
interviews
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Appendix 8: Sample from Analysis of Annika's 

Interviews
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Sample from Analysis of Annika's Interviews

Gilligan's 'Listening Guide' (2007), was used to analyse the interviews 

carried out with Annika. The Listening Guide offered a way to 'listen' to the 

voice of this veteran teacher in a unique way and to chart how Annika 

represented herself n the generation of the data.

Interview 1.

Listening 1: The plot

Annika appeared somewhat uneasy during the first interview session. 

Though this interview constituted what was part of the pilot phase of the 

data generation, I felt it important that it be analysed with the other data 

generated in relation to Annika as this was where the relationship she was 

the develop with the research was initiated.

In this firs t interview Annika questioned me several times as to what

exactly I was looking for. This seemed to indicate that she was not really

comfortable with the research relationship we had developed

What should I  watch out for? (Annika I 1 9:27)

I  don 't really know really ... sometimes when you listen to yourself on

tape you think it  was dreadful... (Annika I 1 4:38)

Annika seemed anxious that she would meet what ever my expectation of 

the interview. This was evident in that several times she asked questions 

such as
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Are they the kinds o f things I  should be looking for? (Annika I 1 

04:11)

When I  listened back to it, nothing came out (Annika I 1 9:27)

We talked about her unease and she stated tha t she was having some 

difficulty with listening to the tape and reflecting on what she heard. 

Despite my giving what I considered, very positive feedback and assurances 

she continued to voice her unease and uncertainty not so much in terms of 

what was going on , but more in terms of her own comfort within the data 

generation process.

Annika broadly used her written reflections as a 'script' for the interview in 

that she tended to follow very closely on the sequence of the teaching 

sessions that had been observed. I t  was an oral commentary on the lesson.

Annika told her story as a teacher. She found it 'in teresting ' to listen to the 

tape at one level thought she was quick to comment tha t the children were 

'unusually quiet.' (Annika I 1 0:32). During the course of the interview she 

made it clear tha t she had considered her role as reader-of-story from 

several different points of view and that in doing so, she was in fact 

reflecting on her own practice. Though being read aloud to was not part of 

her own childhood memory, she did include it as a central part of her 

pedagogy and saw it primarily as 'a means o f allowing the children to enjoy 

listening to s to ry / (Annika I 1 1:26). She was aware also, in her story she 

told of herself as a support teacher, that the children had a certain 

concentration span for listening and that it was important that the story 'no t 

be killed to death,' (Annika I 1 6:26)

I  like to read it  through and get the gist o f it  fo r them  (Annika I 1 0:46)

I  read differently with different groups (Annika I 1 1:46)

I  look a t the language the day before (Annika I 1 1:26)

426



I  make sure that it  is suited to their interests (Annika I 1 1:41)

I  lil<e their making iinks (Annika I 1 1:47)

I  like to be clear about what I  am doing (Annika I 1 5:43)

When I  was reading the story I  d idn't have objectives (Annika I 1 9:01)

Sine was also a holder of the children's stories, stories of their lives that she 

was careful not to disclose on tape in respect to the children. When I 

commented on how 'J' had told the story about being 'ring-bearer a t my 

mother's husband's wedding,' (Annika I 1 3:06), Annika simply commented 

that that ' i t  had washed over my head,' (Annika I 1 3:09) whereas it was 

clear that she had and 'J' had shared many stories about the wedding and 

that he had brought her in some photographs.

So the picture that emerges from the data generated in this interview, 

showed Annika as the research subject, somewhat uneasy about her role, 

yet demonstrating remarkable knowledge about her role as support teacher 

and though hesitant about answering some questions, was very clear about 

her role as reader of story and the importance of this activity for a range of 

reasons, many of which were related to developing the vocabulary of the 

children and giving them opportunities to develop their language. In talking 

about these things Annika uses very few metaphors ... washed over my 

head ... being the most striking, where , when taking about the lives of the 

children , she choose to indicate that it was something that she allowed to 

pass her by.

Listening 2 : The Spoken Self

In her Listening Guide, Gilligan (2007) suggest that the second phase of 

analysis concentrate on listening to the "I", 'the spoken self that first person 

voice as it speaks in interview conversation'. She suggests that by isolating 

the " I"  phrases throughout the data set and placing them in the form of 

what she calls 'An I poem' so that the listener can truly get to hear the 

voice of the interviewee.
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As in the data sets already analysed the interviews were very much focused 

on the teachers and their reading aloud of stories to the children. This 

meant tha t the pronoun 'I '  was very much in evidence and generated 

lengthy 'I  poems.'

I'm  grand,

I'd say they were quieter,

I think.

Did I?

Did I?

Things I'd written down,

I had read a little bit of it.

You'd wonder which is best.

Did I stop too much?

I suppose it was.

It's  about enjoyment, I suppose,

I thought it was suitable 

What else did I say?

I was glad she recognized the book.

You picked up on it 

I t  washed over me 

I thought

I rarely ask questions 

I thought, maybe 

I got them to retell

How long do you allow yourself to stop 

How would I characterize it?
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I don't know really,

When you hear yourself on tape, I thought 

I t  possibly would be ...

Maybe I wouldn't have stopped.

Maybe I would check ... maybe 

I was not read to , not really 

I d idn't have any objectives 

I usually wasn't listening 

I suppose

I didn't ... I tried ... there wasn't anything 

I wasn't trying to kill it to death 

Not tha t I remembered 

I would really and I enjoyed it 

When I was in class 

I thin it is important 

I like to feel that are with me 

I suppose

I felt they understood 

I suppose

I think they did anyway 

I jus t read it

Tell me what I should be doing 

Should I do more of?

The 'I '  is somewhat qualified rather than definite as though Annika was not 

really sure of how best to position herself in relation to the data generation. 

This was evident in the number of "supposes" that exist in the I-poem and 

the number of questions that are asked.
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There is equally the possibility of Annika's not being sure of herself in the 

data, but also of her being unsure of herself in relation to me ... of not 

holding a clear picture of what our relationship was. This can be seen in how 

the " I "  changes to 'you' form time to time in how she is seeing what she is 

saying in relation to how I am hearing it?

Listening 3: The Contrapuntal Voice.

Gilligan (2007) indicates tha t the third listening is for the 'o ther voices' 

present in the interview or as she calls them, the 'contrapuntal voices.' By 

listening for these other voices the listener can discover which of those 

voices speak to the research question and which are at odds with it. Here 

she suggests looking at passive and active voices, at firs t and third person, 

at distinctive images and metaphors and at the emotional tone of the 

interview.

In this data set the voices tha t are clearly present are those of Annika-the- 

teacher, Annika-the-co-researcher. But also I there in the procedural 

questions she is asking is a disempowered Annika who feels that this is 

something that is happening to her rather than something that she is taking 

part in! This makes for a vey complex layering of identity as each of these 

in turn has 'sub-layers' of voices which form the laminations (Leander 

reference) of identity that combine to form Annika's voice.

But present in the data also is the voice of the researcher who in asking 

questions of the teacher, is steering the interview in a particular direction 

and thus shaping the relationship. I did ask some direct questions which 

clearly showed my 'agenda.'

Did it  rem ind you o f your own childhood experience? (Annika I I :

5:23)
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Appendix 9: Sample of Analysis of Brian's Reflections 
Using Gilligan's Listening Guide (Kiegelmann, 2009)
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Sample of Analysis of Brian's Reflections Using Gilligan's Listening 

Guide (Kiegelmann^ 2009)
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Appendix 10: List of Books Read by the Teachers
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Books Read by the Teachers

Falconer, I., (2006). Olivia and the Missing Toy. New York, Simon & 

Schuster.

Flack, M & K Wiese (1938) . The Story About Ping, New York, The Viking 

Press

Gag, W., (1928). Millions o f Cats. New York, Puffin

Hellard, S., (2000). Baby Elephant. London, The Pickadilly Press.

Hest A. & A. Jaram, (2006). Kiss Good Night Sam. Cambridge MA, 

Candlewick Press

Kincade, L & C. Spong, (1979). The Three Billygoats Gruff, Cambridge UK, 

Brimax

Meek, A & S. Massini (2005). I'm  Special, I'm  Me. London, Little Tiger 

Books.

Paul, K., & V. Thomas. (1987). Winnie The Witch. Oxford, UK., Oxford 

University Press.

Rathmann, P. (1995). Officer Buckle and Gloria, New York G.P. Putnam's 

Sons.

Stanley, M., (2005). Lattice The Bridesmaid, London, Harper Collins.

439



Taback, S., (1999). Joseph Had a Little Coat. New York, The Penguin Group

Tierney, F & U Healy. (2006). Look What Blew In From the Zoo. Dublin, C.J. 

Fallon.
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