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Abstract:  
This study accesses the professional artistry of teaching which I argue is 

being eroded by the representation of teaching in a discourse of technical 

rationality (Fish, 1991, 1995).  Accessing professional artistry is the first 

step towards identifying how it figures in teaching practice and how it can 

be (mis)represented in theory, policy and teachers’ own talk about their 

practice.  The research method involved: 

• analysing the official New Zealand documents pertaining to teacher 

performance management to demonstrate how the dominant or 

hegemonic discourse of technical rationality marginalises the 

contesting discourse of professional artistry (Schon, 1983, 1987, 1995) 

and impacts negatively on the profession 

• collecting interview data through a process of video stimulated recall 

with student teachers to allow them to reflect on their own professional 

artistry 

• exposing the complexity of the student teachers’ decision making in 

action through analysing the video stimulated recall data using the 

membership categorisation tools (Sacks, 1996; Baker, 1982, 1997, 

2000) available in discourse analysis 

• using Fairclough’s (2001) framework for Critical Discourse Analysis to 

explore the discursive and semiotic aspects of an identified social 

problem, namely teachers’ disillusionment with the teaching profession 

and their alienation from their professional artistry, “to produce 

knowledge which can lead to emancipatory change” (Fairclough, 2001, 

p.30).  

I argue that the identified problem is so deeply embedded in the 

discursive and semiotic aspects of the networked practices in which  
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teaching is carried out, that a common sense interpretation of teaching is 

inadequate to expose the complexity of teachers’ work and therefore 

inadequate to allow the professional artistry of teaching to be accessed 

and appreciated.  A growing rhetoric/reality gap between teaching 

theory/educational policy and teaching practice serves to entrench the 

problem in the New Zealand Education System, positioning teachers in a 

disempowering discourse of technical rationality in which they are “not to 

be trusted with more than the technical aspects of the job” (Fish, 1991, 

p.31).  I argue that the contesting discourse of professional artistry 

valorises teachers’ agency in interpreting and framing the problems of 

practice, crafting individual solutions to them and wanting to do a good 

job from a personal and professional commitment to their work and that 

this is the discourse in which teaching is represented at the local level by 

teachers themselves.  This discursive positioning of teachers, contrasted 

with their positioning in the official discourse of educational policy offers 

an enlarged view of all aspects of professional practice as having the 

potential to inform theory as well as be informed by it, and therefore to 

generate new knowledge about teaching possibly leading to 

emancipatory change. 
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Chapter One

The Research Question and Its 
Importance 

1.1 Introduction 

Fairclough (2001) outlines four stages of a framework for Critical 

Discourse Analysis (henceforth CDA), in which the first stage involves 

focus upon a social problem which has a semiotic aspect.  

Beginning with a social problem rather than the more conventional 

‘research question’ accords with the critical intent of this approach: 

namely to produce knowledge which can lead to emancipatory 

change (p.30). 

The social problem identified is teachers’ alienation from and 

dissatisfaction with the profession of teaching, and it is explored with 

particular reference to New Zealand, although the findings have 

relevance in the global context.  The semiotic aspect identified is 

embedded in the discourses of the networked practices in which the 

profession represents itself, for example teaching practice, teacher 

registration, teacher education, teacher research, and teacher 

performance management.  These practices form the “genre chain” 

(Fairclough, 2002) of teaching, in which each link of the chain is a 

discrete representation of one aspect of the social activity of teaching, 

but at the same time links to all the other aspects of teachers’ work 

which contribute to the profession of teaching. For example teacher 

education is a discrete, but linked aspect of the genre chain of teaching. 

Teacher education is enacted in such different genres as lectures, 

research articles, assignment writing, and examinations as well as in the 
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practice of teaching itself.  The significant point is, that each link in the 

genre chain presents an opportunity for the entrenchment of the 

dominant discourse1 of teaching, by covertly presenting teachers with 

ready made mechanisms (genres) for the enactment of teaching.  These 

mechanisms become so embedded in the social fabric of teaching, that 

a common sense view does not challenge their dominance.  No 

alternatives are sought and none seem to be available.  While teachers 

may state that they have never seen official documents such as the 

Performance Management Guidelines for Primary Teachers, this does 

not mean that the official discourse promulgated in such documents fails 

to impact on them.  The way that teachers plan, implement and assess 

the curriculum and report on children’s learning is underpinned by the 

official discourse which permeates the genre chain of teaching.  

Teachers’ uptake and perpetuation of the official discourse is through 

their adherence to school policies and practices in planning, delivery 

and assessment, which are underscored by the need to prepare for the 

triennial Education Review Office visit.  The genre chain, therefore, 

textually mediates (Smith, 1993) the everyday life of teachers.  This 

research project argues that a discourse of professional artistry, while 

operationalised2 by individuals in representations of their practice, is 

contested and marginalised in the dominant or official discourse of 

teaching.  The official discourse of teaching, as exemplified in the 

                                                 

1 The features of discourse are discussed in greater detail below, but it is appropriate to note here 

that one of the features of discourses is that they become “ordered” so that one discourse may 

become dominant, marginalising others which offer contesting viewpoints. 

2 Details of terminology are explained later, but it is pertinent to note here that in the ordering of 

discourses the dominant or hegemonic discourse functions to marginalise those which offer 

opposing view points, so that opposing view points are not readily glimpsed by stake holders. 
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Professional Standards for Teachers and The Performance 

Management Guidelines (Ministry of Education (MoE), 1998) 

rematerialises in a discourse of technical rationality, a discourse which I 

will demonstrate, lacks the terms and resources to fully explicate the 

complexity of teaching.   

The official positioning of teachers and teaching in a discourse of 

technical rationality is “politically consequential” (Miller, 1997, p.33) as it 

obscures the complexity of teaching and the nature of teaching practice, 

leading to the undervaluing of teachers and their work in the political 

arena, and an increasing rhetoric/reality gap between educational policy 

and practice, to the detriment of the profession, and ultimately the 

education system.  In arguing that this is the case the research project 

seeks to explicate the notion of the professional artistry of teachers, 

locate barriers to the rematerialisation of a discourse of professional 

artistry in the official discourse of teaching and offer suggestions for how 

those barriers may be overcome. 

1.2 The Nature of Professional Artistry  

Schon (1987) outlined two sorts of problems faced by professional 

practitioners.  Firstly, the manageable, predictable problems which can 

be solved through a process of “technical rationality” (p.3) by the 

application of theory and technique and secondly the indeterminate, 

unique problems which fall outside existing theory and technique and 

cannot be solved by applying the usual “rules” of practice. 

This study aims to show that teaching practice is routinely made up of 

the latter type of problem.  This study is informed by 

ethnomethodologically oriented studies which demonstrate that  
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some orientations to practical issues are usually privileged over 

others.  The result is that some definitions of social reality are 

more likely to emerge in institutional settings than others, a 

probability that may have significant, practical implications for 

clients and other institutional actors (Miller, 1997, p.29). 

The study posits that the orientation towards technical rationality is 

privileged over an orientation towards professional artistry in the 

institutional setting of education and suggests that technical rationality is 

the dominant or hegemonic discourse on teaching.  This discourse is 

represented in such official texts as the Professional Standards For 

Teachers, and Performance Management Guidelines for Teachers 

(MoE, 1998) and the networked practices of the social life of teaching 

which underpin  the recruitment, retention and reward of teachers in the 

profession.  

The discourse of technical rationality springs from a positivist philosophy 

which positions teachers as implementers of prior learned theories to 

well ordered, clearly recognisable, and largely recurrent problems.  As 

the dominant discourse it functions as a powerful barrier to an 

alternative discourse of professional artistry, and this is seen as 

problematic because “(w)hile politically consequential, our entrance into 

discourses is usually unremarkable” (Miller 1997, p.33).  Thus we see 

that although the political consequences of embracing  the privileged 

discourse (technical rationality) have been catastrophic for the teaching 

profession, (Snook, 2000; Cheatham and Chivers, 2000), practitioners 

have barely remarked their entrance into this discourse. 

Schon (1987) argues that the problems of practice are not well formed, 

recurrent and predictable structures, they are often “messy and 

indeterminate situations” (p.4).  To problematise practice in ways which 
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match their theories and beliefs practitioners must use the presenting 

data to construct the problems to be solved.  In constructing problems 

practitioners choose what they will pay attention to and what they will 

ignore, shifting and changing discursive positions within the meta 

discourse of teaching to create a frame for action which they will apply 

to the problem.  Problem framing involves making judgements about 

conflicting debates and theories from the available discourses and 

addressing issues which are not easily resolved by simply referring to 

presenting data.  From the conflicting debates spring conflicting frames 

for action which lead to the same data being interpreted differently by 

different practitioners, and by the same practitioners at different times 

depending on what other data is also present.  Problem situations are 

therefore converted into frameworks for action through the naming and 

framing of the presenting data, with recourse to the contesting 

discourses which circulate in the social world.  This has to be done by 

individual practitioners before the type of technical problem solving 

represented in the dominant discourse, which relies on the application of 

theory to practice, can occur.   

The naming and framing of presenting data in the local context is 

partially dependent on practitioners’ epistemic knowledge of models of 

teaching, child development and “the larger picture of educational 

knowledge” (Korthagen and Kessels, 1999, p.7), but also dependent on 

“phronesis”.  “The character of phronesis is more perceptual than 

conceptual: It ~ often subconsciously ~ focuses the attention of the actor 

in the situation on certain characteristics of the situation, characteristics 

important to the question of how to act in the situation” (p.7).  This will 

be discussed later in connection with the multi-dimensional meanings 

which presenting factors in the classroom may signal, the different ways 

teachers interpret them, and how this lays  
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emphasis on teachers’ decision making skills. 

Occasionally, according to Schon, practitioners experience unique 

cases which fall outside of existing theory and technique in practice 

and therefore they cannot apply the rules stored in their epistemic or 

professional knowledge base (Schon 1987).  Instead they must 

improvise, invent and test strategies of their own, as the situation, or 

“indeterminate zone(s) of practice” (p.6 my parenthesis) is 

characterised by uniqueness, uncertainty and value conflict, thus 

escaping the “canons of technical rationality” (p.6).  Schon (1987) 

conceptualises the ability of “unusually competent” professionals to 

deal with the indeterminate zones of practice as “artistry” (p.13). 

Artistry is an exercise of intelligence, a kind of knowing, though 

different in crucial respects from our standard model of 

professional knowledge.  It is not inherently mysterious; it is 

rigorous in its own terms; and we can learn a great deal about it - 

within what limits we should treat as an open question- by 

carefully studying the performance of unusually competent 

performers 

While this study is based on Schon’s concept of professional artistry, it 

differs from it in one highly significant way. It posits that the problems 

encountered by teachers in their practice are inherently characterised 

by uncertainty, uniqueness and value conflict, and frequently defy the 

canons of technical rationality.  Professional artistry, I will argue, is the 

appropriate way to describe how teachers frame and solve the problems 

of practice.  Teachers shift and change their discursive positions many 

times during a single lesson, to resolve problems which are routinely 

indeterminate, non finite and infinitely variable by virtue of the clients 

they work with and the contesting goals that they work towards.  The 
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concept of professional artistry offered here positions all teachers, even 

near graduate student teachers, as regularly demonstrating professional 

artistry.  This study aims to ensure that the concept of professional 

artistry can be accurately represented as a sub discourse of teaching.  If 

accurately represented, the sub discourse of professional artistry will 

highlight the individual practitioner’s decision making and problem 

framing skills in action.  In stressing individual agency  in interpreting 

factors present in the classroom, the study reflexively infers that practice 

may inform theory as well as being informed by it.  As such it offers an 

empowering discourse for teachers, by positioning teaching as a 

complex activity, highly dependent on the individual response of 

teachers to local contexts of teaching.  This discourse offers the 

resources to address some of the problems of teacher alienation and 

disenchantment currently embedded in the dominant discourse of 

technical rationality. 

Labaree (2000) adds significantly to the discourse of professional 

artistry when he describes the difficult practices that look easy that are 

the stock in trade of teachers.  He outlines five elements that contribute 

to the problems of chronic uncertainty that they work under.  Firstly 

teachers work in emotionally charged settings with a compulsory 

clientele whose co-operation cannot be guaranteed; secondly teaching 

is irreducibly complex so that research has never managed to come up 

with a direct correspondence between teachers’ actions and students’ 

responses 

(a)s a result there is a ceteris paribus clause hovering over any 

instructional prescription: this works better than that, if everything 
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else is equal (Labaree, 2000, para. 183). 

Thirdly the effects teachers have on students cannot be adequately 

measured, as there are so many intervening factors which come 

between what the teacher teaches and what the child learns.  Fourthly 

society imposes complex and often contradictory purposes on 

education.  The conflicting nature of the values which would underpin 

the need to prepare competent compliant citizens, the need to produce 

a work force suited to economic needs, or the need to prepare problem 

solvers to redesign the future are self evident.  Fifthly teachers work with 

a multi dimensional clientele   

(a)t one level, the client is the student.  At another level, the clients 

are the parents of the student.  At a third level the teacher’s client 

is the community at large, which not only pays for public education 

but also feels the effects of the teacher’s ability to produce 

competent citizens and productive workers.  Keeping all these 

clients happy is not an easy matter ( Labaree, 2000, para. 21). 

All of these elements offer potential discursive positions for advancing 

the discourse of professional artistry, but they also have the potential for 

mutation to the contesting discourse(s)  (Johnson, 2002a), especially as 

professional artistry is the non hegemonic discourse, and has no widely 

accepted terms or vocabulary in which to recognisably encode its salient  

ideological points. 

                                                 

3 In accordance with the APA Style Guide, where electronically accessed documents do not show 

clear page numbers, the number of the paragraph in which the quotation can be located has been 

cited. 
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As outlined above, the professional artistry that this study seeks to 

access is the teacher’s ability to make decisions under conditions of 

uncertainty, not occasionally but frequently, during classroom practice.  

The results of the decisions may not be perfect. Indeed Labaree’s 

exposition of the conditions under which teachers make their decisions, 

points to the fact that the decisions may at times be flawed.  Teachers 

must necessarily privilege the needs of one client group over another.  

The prioritising of such needs will change with the teacher’s 

interpretation of the context, offering multiple opportunities for error.  

This does not detract from with the concept that the teacher exercises 

artistry, creativity and flair in naming the elements to be considered and 

framing the actions to be implemented.  Rather, it adds to the concept 

by positioning teachers as rapid thinking problem solvers.  Teachers 

continually adjust and amend their actions in response to the cues in the 

local environment.  They do not simply apply a learned response to an 

easily recognised stimulus. 

1.3 The Current Educational Context 

There are many layers of complexity to the research question, as 

teaching is a multi dimensional process in which cognitive, social, 

physical, affective, political and cultural factors interact.  These factors 

are mediated through the actions of the teacher, whose personal 

theories, as manifested in their conscious and unconscious actions, 

(Britzman, 1991; Zeichner and Liston, 1996) are constructed through the 

interaction of the same forces within and between their theoretical 

knowledge base and personal experiences.  

A common sense interpretation of teachers’ work shows that their 

actions are influenced by the socio-political context in which they occur, 

the cultural milieu into which they are received, and  the organisational 

culture of the school in which they work.  Each of these aspects is a 
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multi dimensional, multi level construct in itself, often directing social 

actors to work towards conflicting goals with contesting values.  This 

study will argue that through its inter relationship with the networked 

practices of teaching, especially those in which the recruitment, 

retention and reward of teachers are carried out, the complexity of each 

dimension becomes compounded and entrenched making teaching an 

irreducibly complex activity (Labaree, 2000).  This study will argue 

further that the extent of this complexity is largely covert, obscured in the 

semiotic dimensions of the discourses which circulate in the social world 

of teaching, so that such a strong sense of what is normal is created that 

it is impossible to imagine alternatives (Toll, 2001).  The covert 

complexity must therefore be explicated through the close analysis of 

local accounts of naturally occurring teaching practice, using a critical 

perspective to expose the tensions and contradictions inherent in how 

the social world represents itself at different levels in its institutional 

setting.  Rather than seeking a single unitary truth about professional 

artistry in teaching, this study will therefore “seek multiple critical 

(re)readings from a variety of analytic approaches” (Johnson, 2001, 

p.199, parenthesis in original) to access and explicate the complexity of 

teaching and the professional artistry of teachers.   

In New Zealand, the socio-political context reflects the impact of local, 

national and global issues on the education system.  At each of these 

levels the social life of education is reproduced, maintained and 

changed in a range of complex, networked practices and discourses, 

each with highly significant semiotic dimensions that constitute, as well 

as depict, the practices.  Within each level are sub levels.  Local issues, 

for example, have multi levels, ranging from the child or individual 

teacher to school/community issues.  Individual school/community  
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issues, because of the disparate clientele with their contesting goals 

and values, are not homogenous, so that, for example, the issue of 

mainstreaming children with special needs or English as a second 

language, effects different local actors in different ways, and somehow 

the needs/views of all must be considered and to a fair extent, met.  

This necessarily involves entering into existing discourses or creating 

new ones, and, given the complexity of the environment as outlined 

above, these discourses may well offer contrasting view points.  

Responsibility for meeting the needs of the school community lies in 

theory with the principal and board of trustees, but in practice this role 

falls to the classroom teacher, and this in itself sets up a tension within 

the rhetoric and reality of teaching which will be discussed in detail 

later.  The entrance of social actors into different discourses introduces 

a whole new set of covert issues and compounds the complexities, in 

so far as discourses, often unbeknownst to the social actors, position 

them in politically consequential ways (Miller, 1997).  This study argues 

that the entrance of teachers into a discourse of technical rationality, 

has been politically consequential for them in that it has alienated them 

from their ‘professional artistry’ by obscuring the importance of their 

individual agency and allowed recruitment, retention and reward issues 

to become entrenched in a discourse which does not have the terms 

and resources to accurately represent the complexity of their practice, 

with the consequent undervaluing of teaching as a profession and 

teachers as a professional group. 

Establishing the multi dimensional, multi level nature of education and 

the often covert, semiotic way it is communicated through the genre 

chain of teaching, is highly significant for the research project.  Only if 

the complexity of the education process is recognised can the 

complexity of the teacher’s role within it be similarly acknowledged.  
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This is crucial to the concept of professional artistry as outlined in this 

study, which is underpinned by an acceptance that teachers’ capabilities 

are greater than the sum total of the technical competencies outlined in 

the performance indicators of the Performance Management Guidelines 

and the Professional Standards for Teachers, and that “teaching is an 

enormously difficult job that looks easy” (Labaree, 2000, para. 1).  While 

other studies have stressed the superiority of the structure and 

organisation of expert over novice knowledge, (Calderhead and 

Robson, 1991), this study seeks to highlight that teaching per se  is a 

dynamic, complex activity.  While not contesting Calderhead and 

Robson’s findings, I argue that all teachers make many decisions in a 

single lesson.  This involves teachers, whatever their level of 

experience, in rapid (re)prioritising of goals and values, framing complex 

ethical problems in practical ways and multi level decision making to 

balance the multi dimensional demands of the context in which they 

work.   

This study will seek to demonstrate further that the dominant discourse 

of teaching and teacher education, as enshrined in the official 

documents which prescribe professional standards and educational 

Performance Management Guidelines, fails to capture the enormous 

difficulty referred to by Labaree (2000) and fails in terms of “the lofty 

goal of importing artistry” (Cossentino, 2002, p.39) and that this is a 

contributing factor in the alienation of teachers from the profession. 

Central to this study is the assumption that professional artistry is so 

deeply embedded in the networked practices of teaching that it will 

require sensitive analytical tools to access it, tools which can get 

beyond a common sense interpretation of teaching.  If it were widely 

accepted that individual teacher agency was significant and did exist in  
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the form of professional artistry, and its existence was accommodated in 

the official discourse on professional standards and educational 

performance management, it would be less important to identify and 

access it, for practitioners could be assured that the full extent of their 

capabilities was being recognised, even though it was difficult to define 

due to its interactional, holistic and situation specific quality.  However 

this study will argue, through close textual analysis of the performance 

management document, that individual teacher agency is not widely 

recognised, or accommodated in the official discourse, as the technical 

competence model of professionalism (Fish, 1991, 1995) or technical 

rationality (Schon, 1983,1987), tends to dominate.  How the dominant 

discourse has the power to “subvert deeply held pedagogy” (Down, 

Hogan and Chadbourne, 1999) will be discussed throughout this study.  

Factors contributing to this dominance are outlined throughout the 

analysis section, offering reasons for the alienation and 

disempowerment of teachers (Day, 2000; Down, Hogan and 

Chadbourne, 1999).  This study posits that professional artistry is the 

deeply held pedagogy which has been subverted, and that this has the 

potential to undermine the flexibility and commitment of teachers. 

In accessing professional artistry it will be necessary to explore the 

layers of  complexity inherent in the education process, and context, and 

look at the forces, often covert, which function to construct and 

legitimate some forms of knowledge and discredit others (Schon, 1995). 

A discourse of professional artistry offers professional recognition and 

empowerment to teachers at a time when, in New Zealand at least, 

pedagogy, curriculum and evaluation are becoming more tightly 

controlled by central government.  These elements are the three 

message systems of formal educational knowledge (Bernstein, 1975) 

and in centrally controlling them, policy discursively positions teachers  
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as subject to central authority, and as technicians whose training is 

based on teaching them to respond in certain ways to the consistent 

(centrally controlled) demands of teaching.  This notion is explored 

further in terms of Foucault’s (1977) concept of panoptican surveillance 

in a later section of this study. 

Over the last decade, New Zealand’s Tomorrow’s Schools legislation, 

with its market forces orientation, has resulted in: 

• Seven tightly prescribed curriculum areas with achievement levels 

and objectives mandated nationally. 

• The reduction of pedagogy to a set of technical skills which can be 

observed, measured and monitored through performance appraisal 

criteria and taught to student teachers in shorter, cheaper courses. 

• Circumscribed evaluation systems as reflected in the “bench 

marking” of curriculum objectives, making assessment items 

available from the National Monitoring Project assessment bank and 

bringing in the National Certificate of Achievement with its discrete, 

tightly described technical skills. 

(Snook, 2000; Jesson, 2000). 

The meta discourse in which the legislation is grounded, positions  

teaching as hinging on unitary, transsituational  technical capabilities 

and having a linear, mono dimensional profile, that is gain knowledge of 

this teaching model, learn to implement this skill or strategy, then apply 

it to a finite range of situations as required.  The failure in this discourse 

for the dynamic, situated nature of teaching to rematerialise, will be 

explicated further in the analysis of the documents and the participants’ 

talk about their practice.  In a positivist model of professionalism, which  
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suggests a single, unitary reality of teaching, the human potential for 

creativity and innovation in practice is marginalised, and the nature of 

teaching over simplified, with practitioners discursively positioned as  

“not to be trusted with more than the technical aspects of the job”, (Fish, 

1991, p.31), all of which pre exist the local context and have already 

been depicted in theories of teaching and learning.  This is a limiting 

message for the evolution of educational knowledge, suggesting that 

most of what there is to be known is already known, and a 

disempowering message for teachers suggesting that their role is to 

apply rather than generate theory through their practice. 

Discursive frames in which socio-political factors, complexities of context 

and the vagaries of human efficacy provide a range of positions from 

which to explore what teachers do, have the potential to be more 

empowering for teachers, stressing multiple interpretation, deep 

understanding, variable problem framing, improvisation and creativity.  

They recognise the inductive nature of teaching, and the dynamic 

creativity of teachers, who must use their “ “wisdom” “talent” “intuition” or 

“artistry”” (Schon, 1987, p.13) to problem solve. 

1.4 The Complexity Of the Educational Process 

The complexity of the current educational context has been introduced 

above, but the ramifications of the complexity can be further appreciated 

through analysis of how discursive practices, including their semiotic4 

features, impact on the representation and reproduction of the social 

                                                 

4 The term semiosis refers to the non lexical tools such as visual images, gesture, terminology, 

language register, inter relationships, ritual and routine which are features of the different genres 

used in communicating concepts about the social world.  In marketing, semiosis is the operative 

tool in ‘branding’. 
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world, presenting different axes along which practices may become 

entrenched and function to marginalise professional artistry.  These 

axes offer different analytical frames or critical perspectives through 

which to explore the meta discourse of teaching.  

An additional complication in accessing artistry is the concept of 

espoused theories versus theories in use (Argyris, cited in Schon, 

1987) and this has already been signalled above in terms of the 

rhetoric/reality gap between teaching policy and teaching practice.  

Teachers may represent their work in one discourse, or take up 

representations of their work through the genre chain of practice, in 

one discourse, covertly privileging that particular view of their 

professional knowledge over others, without ever realising it 

themselves.  This study argues that through close analysis of practice 

in the full complexity of the educational context teachers can link their 

actions to the individualised purposes which underpin them.  In this 

way the range of paradigms, knowledges or discourses which 

teachers use to interpret and make sense of their world can be 

explicated, offering contradictory view points which contest the 

dominant discourse, and highlight that teaching is indeed a highly 

complex activity.  The contradictions are not normally apparent as the 

way paradigms or knowledges differentially position the social actors 

in discourses is usually tacit.  Close analysis of the textually mediated 

practices of teaching (Smith, 1993) is required to make the discourses 

explicit. This allows teachers to see how their simple, observable 

actions are underpinned by complex ethical decisions. Teachers 

actively interpret different presenting factors and prioritise them for 

action.  In doing so they shift and change their discursive position 

many times to make a single, swift decision. For example, in deciding 

whether or not to redirect a child who is talking when silent work has 

been requested, the teacher will call on knowledge of the child 
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involved, knowledge of the curriculum objectives for the lesson, the 

overall educational goals and purposes of the school and the more 

global knowledge of child development and behaviour.  The decision 

therefore represents a compromise between two ethical frameworks 

(Preston, 1996):  the greatest good for the greatest number or the 

rights of the individual.   

This study argues that the representation of teaching in the dominant 

discourse of technical competence as outlined above, obscures the 

complexity of teachers’ decision making and therefore the complexity of 

their work.  Specifically the study identifies that one factor which 

contributes to the entrenchment of the dominant discourse of technical 

rationality in the official representation of teaching is the tendency for 

teachers’ talk about their practice to mutate into differing and at times 

contesting discourses (Johnson, 2001).  Reflection in and on action can 

help illuminate the contradictions inherent in the mutations, and in the 

data presentation section of this study this is done by applying the 

multiple perspectives offered in Critical Discourse Analysis to 

participants’ reflections on their teaching.  In the positivist view of 

knowledge such contradictions would be considered problematic, but 

taking the view that teachers are influenced by, engage in and are 

positioned by the successive discourses of their networked practice, the 

contradictions offer opportunities for insights into how the social reality 

of teaching is constructed and how discourses become dominant.   

The importance of identifying these contradictions is discussed in more 

detail in the analysis section, but it should be noted here that similar 

contradictions can be reproduced and maintained at the organisational 

and institutional level, through the linked practices operationalised in 

the official documents which purport to be accurate representations of  
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those practices for example the appraisal guidelines for teachers.   

Documents “often enshrine a distinctively documentary version of social 

reality” (Atkinson and Coffey, 1997, p.47), with serious implications for 

the institutions whose social reality they represent.  The contradictions 

may be entrenched in the socio political context of teaching, and may 

only be identified through explicating the contesting discourses inherent 

in teaching practices and policies, as will be demonstrated in the 

analysis section of this study. 

Bernstein (1975 p.85) describes the message systems of curriculum, 

pedagogy and evaluation and how they convey socially constructed 

versions of what counts as knowledge.  Schon’s example tracing the 

culture of universities back to their original English values which made 

them “a sanctuary for the liberal arts or a finishing school for gentleman” 

(Schon, 1995, p.3) through to the science based orientation of the 20th 

century which imposed a discourse of technical rationality on the 

professions, is pertinent here.  It directs the researcher to treat as 

problematic frameworks which are commonly taken as given, for they 

may be based on the values of the dominant ideology as enshrined in 

political policy, but not operationalised in practice.   

A prime example of this can be seen in the impact of “market forces” 

policies on the New Zealand Education System which has led to 

greater competition, especially between the tertiary providers, but not 

necessarily to better educated or prepared graduates.  Degree courses 

have been shortened for teachers, with “institutions competing, not by 

offering a superior product but by offering courses which are shorter 

and cheaper” (Snook, 2000, p.147).  This points to the possibility of 

gaps between the rhetoric and the reality of teaching practice, 

suggesting there will be difficulties in the problematic issues 
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troubling the profession being resolved through the natural order of 

teaching.  To a certain extent the natural order may be said to need the 

problem in the following way.  With the inculcation of a “knowledge 

society” or “knowledge economy' in which knowledge and expertise (as 

opposed to land or primary products) are being positioned as the 

commodity on which New Zealand’s wealth will be based and her 

performance will be judged, there is an underlying edict to produce as 

much knowledge and expertise in as many people as quickly and 

cheaply as possible.  Such issues will be discussed in the analysis.  

Unless teachers are aware of these covert dynamics and the political 

positioning of their work within different discourses, they can become a 

product and perpetuator of the social context rather than a catalyst for 

change within it.  Teaching can thus become what Laursen (1994) is 

referring to here, “teaching is a routinised and institutionalised practice 

guided by the organisational framework of the school” (p.132).  On the 

one hand this view undermines the notion of professional artistry in 

teaching, and certainly it offers multiple opportunities for teaching to be 

positioned as a mono dimensional, technical rational  activity.  However 

this study will argue that individual teachers are alert to, and positively 

utilise, the power of ritual and routine in different and very complex ways 

so that it becomes yet another axis along which teaching complexity can 

be demonstrated and another facet to the multi dimensional construct of 

professional artistry. 

This view of teaching as being enacted in an organised  stable world is 

part of the myth that Labaree (2000) explodes.  Ritual and routine does 

give some structure to the social activity of teaching, for example 

morning roll call, hands up to answer questions, and clap hands to gain 

children’s attention, but the unique, uncertain characteristics of the  
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compulsory clients, especially in the multi cultural, multi lingual context 

of much of today’s teaching, mean there are no guarantees that the 

routines will always inculcate the same sense of value and belonging in 

all the children and therefore be followed automatically.  The use of 

routine, therefore, is just one more way that teachers make their difficult 

practices look simple, and this point is exemplified in Student Four’s 

(henceforth ST4) reflection on her practice, discussed in detail later. 

1.5 The Nature of Discourse 

As Duck (1994, cited in Silvester and Anderson, 1999) explains, groups 

cannot help developing their own culture, based on a need to generate 

shared meanings which allow a collective sense making of events in 

their world.  In this way individuals in organisations agree common 

explanations for events in an effort to understand, predict and control 

their environment. (Reichers and Schneider, 1990; Rousseau, 1990, 

cited in Silvester and Anderson, 1999).  The extent to which individual 

agency struggles with institutionally generated norms to frame 

understandings about teaching is central to the professional 

artistry/technical competency debate and pivotal to this study.  Because 

this is also the substance of the debate between 

ethnomethodological/individual agency frameworks for discourse 

analysis and social positioning/critical discourse frameworks for 

analysis.  Both perspectives, although they offer seemingly contesting 

viewpoints, had to be considered in this study.  How data analysis was 

progressed by applying an overarching social positioning framework for 

analysis discrete from, but in tandem with, the membership 

categorisation tools (Sacks, 1996; Baker, 1997) of an 

ethnomethodological approach is outlined in more detail below.  Critical 
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Discourse Analysis (henceforth CDA) draws on Foucauldian5 and other 

traditions to focus on how social issues and problems faced by 

members of a social setting, for example education, are created in the 

networked practices of the setting, with a particular emphasis on how 

“language and/or semiosis feature in unequal relations of power, in 

processes of exploitation and domination of some people by others” 

(Fairclough, 2001, p.25).  In this study this is done through a 

consideration of the language and semiosis of the interconnected ways 

in which teaching is inculcated that is in the talk about different styles, 

paradigms or models of teaching and operationalised  that is in the way 

that teaching is enacted for example as whole class teaching, small 

group teaching, lectures or independent projects.  Further explanation of 

these terms and a worked example can be found on pp.103-5. 

Teaching practice itself is only one genre within the social setting, albeit 

practitioners would hope, a highly significant one.  Other representations 

of the work of teachers can be found in policies which enshrine 

professional standards, Performance Management Guidelines, 

curriculum statements, teacher registration criteria and learning 

outcomes for teacher education courses to name but a few.  This study 

explores the semiosis and inter connectedness of the practice of 

teaching and the Performance Management Guidelines for Teachers, by 

treating them as discourse (Fairclough, 2001).  Critical Discourse 

Analysis is critical in so far as it seeks  

to establish non-obvious  connections between semiosis and other  

                                                 

5 The term Foucauldian is used to refer to traditions loosely based around the works of Michel 

Foucault which are explained in more detail later. 
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elements of social processes, including connections which 

contribute to unequal relations of power.  It is also ‘critical’ in the 

sense that it is a form of research and analysis which is committed 

to changing people’s lives for the better (Fairclough, 2001, p.26). 

For the purposes of this study, the spoken, written and behavioural 

ways, including their semiosis, in which actors in the social setting of 

education, account for, gather, disseminate and communicate 

understandings about the social practices of the profession of teaching, 

are defined as the discourse on teaching.  Differences between how 

practitioners account for their teaching practice and how the practice of 

teaching is inculcated in the policies which govern teaching are analysed 

critically.  

Contributing to this meta discourse of teaching, are many 

complementary and competing discourses.  Some of these can be 

organised into coherent sub discourses, which by nature of their 

coherence, represent paradigms, such as those outlined in the review of 

the literature on teaching:  “a paradigm is a basic set of beliefs that 

guide action.  Paradigms deal with first principles or ultimates.  They are 

human constructs” (Denzin and Lincoln, 2000, p.185).  These sub 

discourses rely on certain terms to provide a way of seeing  

If you change the terms, you will change the seeing, if you don’t 

know the terms, you don’t see anything, at least not anything you 

can report in the discipline of the field. One might almost say the 

terms "unlock the discourse" (Radney and LiChien, 1996, para. 3).  

This study argues that only when the language or terms of the discourse 

are unlocked can its underpinning ideology be unlocked and the 

dominant discourse glimpsed. The dominant discourse is made up of 
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 the taken for granted spoken, written and behavioural expectations of 

the social group, which become the rules or norms by which it operates, 

or represents itself.  As stated in the introduction, it is my contention that 

the dominant discourse of teaching is based on a technical rationality 

discourse derived from the industrial/economic notion of economically 

produced commodities and that this functions to delegitimate the notion 

of professional artistry, to the detriment of the profession of teaching. 

As Atkinson and Coffey (1997) point out, it is important that these 

processes of organisational representation are considered in any 

analysis, of texts, spoken or written, relating to socially organised activity 

so the researcher may be alert to how and what knowledge has been 

selected to form the reality.  Methodological issues of this sort are 

discussed in more detail in the rationale for the research design. 

1.6 The Importance of the Project  

The importance of the project lies in explicating a process through which 

teachers may become aware of their own professional artistry, thus 

allowing them, and others, to recognise the widely unrecognised 

complexity of their work, so that they may develop the terms and 

resources to promote the rematerialisation of a discourse of professional 

artistry in the networked practices of teaching at all levels in the social 

and institutional setting.  Without this, the political positioning of teachers 

will become increasingly entrenched in the contesting discourse of 

technical rationality.  This study will argue through close analysis of 

teachers’ talk about their practice and the official documents in which 

performance management is represented in teaching that this discourse 

underestimates the complexity of their work.  In doing so it creates an 

expectation of quick fix solutions to problems 
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and positions teachers as accountable for enacting them.  The 

discourse further obscures the complexity of teachers’ work by its 

simplistic representation of what teaching entails, a simplification which I 

later demonstrate is necessary for the imposition of centralised 

monitoring and accountability procedures.  Furthermore this discourse, 

operationalised in the performance management systems, makes 

teachers accountable for the non achievement of educational aims, 

positioned in the discourse as straightforward, but demonstrated in this 

study to be highly complex. 

In recent years schools have faced unprecedented changes.  For 

example virtually all children with physical and intellectual disabilities 

have been mainstreamed into state schools; excluding children from 

schools due to behavioural problems has become more difficult; 

pedagogy, curriculum and assessment have become more tightly 

prescribed and monitored; children from non English speaking 

backgrounds are placed straight into an English speaking system; and 

schools, staffed predominantly by teachers educated when the use of 

overhead projectors rather than chalk and blackboards was seen as 

innovative, (for statistics show that teaching is an ageing profession)  

are expected to be at the cutting edge of technological  innovation.  

These changes are all backgrounded by changing social trends which 

have resulted in a splintering of moral consensus and a pluralism of 

societal values (Lashway, 1997) which further complicate the practice of 

teaching, the aims of education and the expectations of the different 

client groups in education.  Placed in this context, a professional 

standard for beginning teachers which requires that they  “apply 

understandings of positive behaviour management” in their classroom 

becomes derogative in its simplicity.  The standard ignores the complex 

problem framing that teachers must do in interpreting the sorts of  
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presenting factors precipitated by the background issues listed above 

to determine whether the behaviour actually needs management; it 

ignores how teachers must  prioritise and balance the needs of their 

different client groups; and it ignores the significance of teachers’ 

ethical decision making in determining how to act.  In short, by 

divorcing the action from the context, the discourse of professionalism 

(as in professional standard) rematerialises in a discourse of technical 

competency, in which a learned understanding is ‘applied’.  This 

tendency for mutation to a ‘lesser’ discourse when actions are divorced 

from context is noted in the analysis of the participants’ talk about their 

practice, and its significance discussed. 

Considered in the context outlined above, teachers’ work is about 

interpretation and decision making rather than action and performance.  

In a discourse of decision making, two common frames for ethical 

decisions in the political arena are “greatest good for the greatest 

number” and “least harm to the least number”.  While these may seem 

complementary, they are quite different, as they are operationalised in 

contesting discourses.  The former in a discourse of public benefit  and 

the second in a discourse of public protection.   These position the 

social actors quite differently, offering them different challenges, rights, 

responsibilities and opportunities underpinned by conflicting values.  

Entrance into either discourse will be highly consequential for all those 

involved and teachers face this kind of fundamental ethical dilemma not 

occasionally, but frequently every working day. 

There is therefore a pressing need for teachers to be able to 

communicate the full complexity of their work and account for their 

capabilities in ways which  have greater impact on the official discourse 

which oils the wheels of the socio political machinery driving educational  
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goals, purposes resources.  Burke (1997), reflecting the Australian 

situation, sums up this need succinctly 

 we (universities), and schools and training institutions, in common 

with other branches of the public sector, have been almost 

completely domesticated in that we have acquiesced to the 

pressure to do more with less . . . . the race for the competitive 

edge has so overshadowed social justice and the common good. . 

. that we now operate from a sense of hit and run ethics (Burke, 

1997, p.4) 

Teachers must therefore come to see more clearly the power relations 

inherent in the way the networked practices of teaching, reproduce, 

maintain and change  education and how these networked practices 

create the social reality of teaching as well as being created by it.  This 

is the key to the rematerialisation of teaching in a discourse which 

recognises their professional artistry and their individual agency in 

creating it.   

1.7 Outline of the Chapters 

In chapter two I outline how the research design aimed to expose the 

covert power relations in the networked practices of research and 

teaching.  Chapter three details the stages of the research project with 

particular emphasis on the selection of the participants to be interviewed 

and the document to be analysed.  Chapter four reviews different 

paradigms of teaching and the discursive positioning of teachers within 

those paradigms.  Chapters five and six analyse the Performance 

Management document and the participants’ accounts of their teaching 

and chapter seven highlights new knowledge gained from the study and 

how it might be used to effect change. 
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Chapter Two

Theoretical Framework 

2.1 Rationale for Research Design 

As stated above, the research design needs to be robust enough to 

accommodate and reveal the entrenched complexity of teaching and the 

educative process, for only when it is accepted that education is a highly 

complex process can the notion of professional artistry be accepted as 

permeating  teaching.  Because this study proposes that part of a 

teacher’s professional artistry is to tacitly but purposefully interpret 

variables, balance conflicting values and (re)prioritise their practice 

goals in action, it is vital that naturally occurring data be used to 

stimulate the student teacher participants’ (STs’)  talk about their 

practice.  Video stimulated recall is an excellent tool for this purpose, 

allowing the STs to observe the interactionality of their own acts of 

assessing, planning, managing, motivating, communicating, 

empathising, analysing and interpreting, and comment on their 

significance in the context of their teaching.  

Through the STs’ interpretations of their own practice, this study aims to 

gain insights into the interconnected practices of teaching and how 

knowledge base, capabilities and responses interact and are 

operationalised in a process of professional artistry.  This requires an 

analytical approach which goes beyond a common sense interpretation 

of teaching.  One way of explicating this is to study their problem 

framing in action, that is what cues and clues in the local context that 

teachers pay attention to when deciding what to do, and when how and 

why to do it in the classroom. I have already outlined above my reasons 
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for considering teachers’ decision making as a pivotal aspect of their 

professional artistry, and this contention is reinforced by Rubin (1985) 

who focuses on teachers’  originality in solving teaching problems and 

Schon (1987) 

through complementary acts of naming and framing, the 

practitioner selects things for attention and organises them, guided 

by an appreciation of the situation that gives it coherence and sets 

a direction for action.  So problem setting is an ontological process 

. . . a form of world making (Schon, 1987, p.4). 

This study is informed by studies of teacher thinking and reflective 

practice, as discussed in the review of the literature.  It builds on works 

which have sought to explicate the cognition of expert teachers and 

explore the influences that have shaped the knowledge base they 

access in practice (for example Ethell and McMeniman, 2000; Meade 

and McMeniman, 1992; Morine-Dershimer and Reeve, 1994) and is 

particularly indebted to the former two studies whose use of video 

stimulated recall informed the research design.  However this study, 

being nested in an overarching Critical Discourse Analysis framework 

(Fairclough, 2001) as outlined above, has pre identified a social 

problem, the alienation of teachers from their professional artistry and 

seeks barriers to the problem being resolved naturally in the current 

social setting.  Some of these barriers may be viewed as created and 

perpetuated in the local context, for example in the way that teachers 

talk about (or don’t talk about) their practice, and some may be viewed 

as created and perpetuated in the institutional setting for example in the 

official documents which permeate the genre chain of teaching.  This 

points to the need to interrogate the data using two different, but 

complementary, analytical frameworks to explicate as holistically as  
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possible how the identified social problem may be created, sustained 

and changed.  Incorporating a ‘post personal’ (Johnson, 1997, 2002b) 

methodology for analysis, brings into focus the centrality of social 

relationships in the construction of knowledge.  Using this post personal 

framework for analysis, the STs’ accounts are explored to see how their 

underpinning knowledge/expertise/orientation of professional artistry in 

teaching is locally situated.  This analytical approach explores the data 

in terms of how teachers as social subjects, have “the power to 

construct alternative practices just as they are being constructed by 

surrounding practices” (Johnson, 1997, p.824), that is a “bottom up” 

approach to data analysis.  Central to this approach are such 

ethnomethodological tools as Membership Categorisation Devices 

(Sacks, 1996; Baker, 1997) explained in more detail later. The data is 

also re-examined using a framework derived from a Foucauldian 

approach to analysis, which investigates how social reality, while it may 

still be viewed as non unitary, can be viewed as constructed from the 

“top down”, that is “from culturally standardised discourses to the reality-

constructing activities of everyday life” (Miller, 1997, p.26).   

This study needs to bridge the tensions between these two analytic 

frameworks, “to make different perspectives mutually informative, not to 

obscure or deny their distinctive features” (Miller, 1997, p.41).  In this 

way the study can focus on perspectives which combine macroscopic 

(how discourses become dominant) and microscopic (how teachers 

account for their artistry) issues, to explicate the complexity of the 

difficult practices which teachers make to look simple. 

A fixed, unchanging definition of professional artistry in teaching is 

rendered problematic in either frame, as professional artistry is viewed 

as a social construct highly dependent on a full understanding of the  
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local context.  This study, then, seeks practitioners’ own accounts of 

their practice as a basis from which to identify and understand what 

teachers do in practice, but it also focuses on the way teachers’ 

practices are differentially represented in the multiple discourses which 

circulate in the social world of teaching, and how teachers themselves 

represent their work in different discourses, which are both constituted 

by and constitutive of  the social setting of education.  In this way the 

study seeks to explicate the uniqueness, uncertainty and value conflicts 

which are inherent in teaching and to show how these are largely 

ignored or underestimated in the official discourses of teaching, 

specifically those in which the practices for the recruitment, retention 

and reward of teachers are inculcated and operationalised.  

This study specifically aims to allow student teachers to account for their 

developing competence in their own terms, in the expectation that 

through their talk about their teaching they will be able to shed some 

light on the “indeterminate zones of practice” (Schon, 1987, p.13), which 

they routinely address through a process of professional artistry.  Their 

accounts may well highlight discrepancies and tensions between the 

practice of teaching and the reality of teaching enshrined in the 

legislation and policies of the dominant educational ideology (Atkinson 

and Coffey, 1997).  It will be important to explore the impact of such 

tensions on, for example, the professional standards and professional 

education of teachers, with a view to empowering teachers to articulate 

confidently what it is they do, and how their actions are grounded, in a 

language which communicates the significance of their practice for the 

wider goals of education, to the policy makers who shape the 

development of the profession. 

In answering the research questions, this study must treat as  
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problematic, things long taken as given (Schon, 1995) and try to gain 

as holistic a view as possible of what teachers do in the classroom to 

help children to learn, so that analysis can show whether their work is 

adequately represented in the multi-dimensional discourse of teaching.  

Some entry points for enquiry are: do teachers impart knowledge, 

transform academic content, respond to specific cues in the 

environment, control behaviour, socialise children, facilitate learner 

independence, meet specific learner needs, imitate observed teacher 

models, respond as individuals or as socialised members of an 

institution?  When they are teaching, do they act knowingly or sub 

consciously?  Do they call on a finite number of routine, low-level, 

technical skills, rote learned during their teaching apprenticeship, or on 

a well organised professional knowledge base, accessed through 

higher order thinking skills, and characterised by a finely attuned sense 

of knowing, which develops in response to a myriad of factors overtly 

and covertly present in semiotic form in the classroom environment?  

These issues are discussed in the literature review which explores 

different paradigms of pedagogy circulating in the genre chain of 

teaching.  Can teachers lay claim to a creative, innovative, dynamic 

form of professional artistry in their teaching, and if so, how is it 

produced and displayed; what activities shape and foster its 

development; how does it relate to the official discourse of education 

and how the social world of teachers is produced, reproduced and 

changed?  Analysing  personal accounts of teaching practice involves 

acknowledging that the accounts  depend on talk about practice 

(Freeman, 1994) and that language data, especially when treated as a 

pathway to cognition, can be problematic.  This is discussed more fully 

below, but it is pertinent to note here that discourse analysis offers the 

tools to get beyond a common sense approach to analysis of talk, the 

 31



 

dangers of which Freeman (1994) has pointed out.  

This study compares personal, practical accounts of professional artistry 

with the paradigms and theoretical accounts  which circulate in the 

social world of teaching.  It analyses spoken and written texts and how 

the semiosis of the networked practices of teaching contribute to power 

relations in the educational institution, specifically in the recruitment, 

retention and reward of teachers.  As such it is grounded in an 

overarching CDA methodological framework.  However 

it does not start from texts and interactions.  It starts rather from 

social issues and problems, problems which face  people in their 

social lives, issues which are taken up within sociology, political 

science and/or cultural studies.  CDA looks at these issues and 

problems in terms of their semiotic dimensions (Fairclough, 2001, 

p.26) 

Fairclough’s (2001) framework for Critical Discourse Analysis is the 

overarching methodological orientation for this study, and is therefore 

outlined in detail here.  Critical Discourse Analysis is concerned with 

the way language and semiosis, with their deeply embedded cultural 

concepts, connect with other elements of social life, to convey 

messages about the processes and activities within the social life to, 

beyond and between the social actors.  CDA is especially concerned 

with how language and semiosis contribute to unequal relations of 

power, in terms of how some discourses become dominant and 

hegemonic and others are marginalised or contested within the social 

world, as social actors ‘struggle’ to effect change (Fairclough, 2001).   

The term semiosis refers to the non lexical tools such as visual images, 

gesture, terminology, language register, inter relationships, ritual and  
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routine which are features of the different genres which social actors 

use in communicating concepts about their social world.  In marketing 

terms, semiosis is the operative tool in ‘branding’ products, so that 

logos and stylised motifs come to inculcate essential properties which 

advertisers wish to emphasise; in visual language terms road signs 

operate at a semiotic level, with many signals connecting to social or 

cultural characteristics which are universally recognised, the wheel 

chair sign for disabled access is a simple example.  

Education is carried out at a range of levels through the textually 

mediated practices (Smith, 1993) which make up the genre chain 

(Fairclough, 2002) of teaching.  The practices are carried out in a range 

of genres, each genre having its own characteristic semiosis.  Education 

policy is disseminated through gazetted notices and official memoranda 

which carry the Ministry of Education Logo, are written in ‘officialese’, 

contain sub headings and bullet points which break down the 

information they convey into background information and  

recommendations for action.  They carry the signature of the Secretary 

for Education, and link to other documents, some of which may have 

foreshadowed the current one and leave the reader in no doubt that they 

are “must do” documents which position the teacher/readers as subject 

to their authority.   

At the individual level teaching practice is carried out in classrooms with, 

for example, white boards, display areas, resources, exercise books, 

registers of attendance and bells which position children/actors as 

subject to the authority of the teacher or school.  These semiotic 

features communicate their status and meaning to social actors, just as, 

if not more powerfully than the lexical meaning conveyed by the words 

they use.  Consider, for example, what an outside observer can learn  

 33



 

about a teacher’s way of working just from seeing how children’s desks 

are arranged, for example in groups allowing for children’s interaction or 

in rows facing the white board. 

CDA is critical in so far as it aims to expose taken for granted elements 

of the social life with a view to improving them (Fairclough, 2001), hence 

stage one of the process is identifying a problem or issue which is a 

concern within the social world to be explored.  The main thrust of CDA 

as it is used here, is to identify through analysis of the language and 

semiosis in which the social world represents itself, why the problem is 

not being solved through the usual actions of actors in the social world 

itself.  This may well involve the discovery of ways in which the social 

world could be said to need the problem in order to maintain the status 

quo.  For example, graduate level teacher education courses in New 

Zealand were reduced from three to four years in the 1990s, and there 

is a growing body of research suggesting that this is inadequate, (for 

example Snook, 2000; Jesson, 2000). However the social world now 

needs this problem.  Once the first institution offered this option, others 

had to follow suit, as institutions must compete for the student dollar and 

debt laden students will not willingly spend four years gaining a 

qualification which they can gain elsewhere in three.  This ‘problem’ is 

now entrenched in the fabric of New Zealand Education.   

CDA is also critical in so far as it is “a form of research and analysis 

which is committed to changing people’s lives for the better” 

(Fairclough, 2001, p.26). Therefore it is not surprising that, having 

identified the obstacles to the problem being resolved in the natural 

order of the social life, the final stage of CDA is to use the freshly 

gained understanding of the problem to suggest ways around the 

barriers.  While this may seem a simple aim, it is an aim which is  
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complicated by the ways in which semiosis covertly reinforces unequal 

relations of power.  Semiosis within discourses functions to reinforce 

the status quo as the ‘right’ discourse, so that it becomes difficult to 

accept that there may be alternatives, “(t)his is one of the dangers of 

discourse: it creates such a strong sense of what is normal that it often 

becomes impossible to think that things could be any different” (Toll, 

2002, para. 2).  Suggesting ways around the barriers will require “a 

radical restructuring of the social order” (Fairclough, 2001, p.33) firstly 

because the connections between and the strength of  the semiosis in 

the discourses are non obvious and therefore difficult to address and 

secondly because semiosis features in “processes of exploitation and 

domination of some people by others” (Fairclough, 2001, p.25) and 

therefore makes it difficult for those being exploited and dominated to 

recognise and struggle against the barriers.  This is how Fairclough 

(1992) describes the political concept of hegemony, in which the 

“legitimising common sense” (Fairclough, 2001, p.29) of semiosis 

sustains the dominant relations.  

Before CDA could effectively be applied to the discourses circulating in 

the social world of  teaching, it was necessary to explicate the multi-

dimensional complexity of the interconnected practices of teachers’ 

work.  To do this the ethnomethodological tools of Membership 

Categorisation (Sacks, 1996) were used separately from, but in tandem 

with, a Foucauldian framework for analysis of the interview transcripts.  

Sacks in his series of lectures 1964-5, published posthumously by 

Jefferson, introduced his notion of a ‘language apparatus” (p.41) which 

he called the Membership Inference Rich Representative (MIR) Device.  

“One can readily notice how absolutely central this is, for a vast amount 

of stuff is handled by Members in terms of the categories that it locates 

and the way it locates them, and the activities that those categories are 
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used to handle” (p.41).  Informed by cautions against the acceptance of 

the language of interviews at face value, that is as representative of the 

cognition or inner state of mind of interviewees (Freeman, 1994; Baker 

and Johnson, 1998) this study explored STs’ categorisation work in their 

accounts of their teaching.  This allowed the sense making or problem 

framing of the STs to be explicated in terms of “the vast amounts of 

stuff” (Sacks, 1996, p.41) handled by teachers making practical 

decisions, thus demonstrating the complexity of their work 

(I)f we’re going to describe Members’ activities, and the way they 

produce activities and see activities and organise their knowledge 

about them, then we’re going to have to find out how they go about 

choosing among the available sets of categories for grasping the 

same event (Sacks, 1996, p.41). 

The STs’ accounts were therefore explored in terms of the Membership 

Categorisation Devices (hence MCD) used and the category bound 

activities (henceforth CBA) inferred.  How this was done is explained in 

more detail in the analysis section, but it is pertinent here to establish 

how two different frameworks for analysis, ethnomethodological and 

Foucauldian, were used in complementary ways within an overarching 

CDA framework which sought to identify a social problem with a view to 

initiating change. 

A tandem approach was indicated as the “explication of power relations 

requires dialectical praxis- movement back and forth among social and 

linguistic theories and across methodological approaches to the analysis 

of texts and events” (Bloome and Talwalkar, 1997, para. 19).  The 

participants’ responses to the video of their practice tapped cognition 

(Meade and McMeniman, 1992) and the analysis of their talk about their 

practice using MCA revealed how they organised “the vast amounts of 

 36



 

stuff” (Sacks, 1996, p.41) that underpinned that cognition.  Then, 

applying a Foucauldian framework for analysis, the talk was situated in 

the wider, transsituational context of teaching, where different 

paradigms of teaching, which position teachers and teaching differently, 

circulate in the discourse. Issues of positionality are of prime importance 

(Fuller, 2000) and these issues are explored later in the literature review 

of different paradigms of teaching and in the analysis of the official 

documents which represent the official discourse on professional 

standards and performance management systems in schools.  Using 

these tandem approaches consecutively, the complexity of teaching was 

explicated in the local context and the failure of this complexity to 

rematerialise in the wider social setting  investigated using Fairclough’s 

(2001) analytical framework for CDA with a view to initiating change. 

 Potter (1997) describes how discourse analysis involves developing a 

mentality rather than following a set of rules.  The inductive nature of DA 

and its relationship to current events dictates an evolving dynamic and 

means that it is more appropriate to note a range of themes to be alert 

to, rather than specifying a rigid framework within which the analysis will 

be carried out.  Studying these themes throughout the language of the 

participants is vital because language acts as a structure and filter for 

thinking, and as a vehicle for cultural conceptualisation (Lease, 

McConnell, Renee and Nord, 1999).   

The vocabulary for talking about the world actually makes objects 

and experiences available to us in one form, as opposed to 

another.  What this view suggests is that rhetorical strategies and 

linguistic conventions are not just decorative devices or conduits 

containing information.  They play a formative role in guiding how  
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people interpret situations, read texts and construct versions of 

experiences  (Barrett et al, 1995, p.357, cited in  Lease, 

McConnell, Renee and Nord, 1999). 

While some empiricist researchers may criticise what they perceive as a 

lack of rigour in using methodologies grounded in more than one 

theoretical perspective, the specific tools, and analytical focal points and 

the reasons for using them are made clear in the relevant sections of the 

study.  Furthermore the rigour of the study, in terms of its stated aims of 

explicating professional artistry and exploring its role in teacher 

alienation from the profession, is enhanced by studying representations 

of the social world of teaching in two quite distinctive genres, that is in 

talk and texts.  These two genres contain different discursive features 

which must be analysed in different ways, from different analytic 

perspectives.  The inclusion of textual analysis is important because 

“these written records inform future action” (Atkinson and Coffey, 1997, 

p.46)  and “textual communicative practices are a vital way in which 

organisations constitute ‘reality’ and the forms of knowledge appropriate 

to it” (p.47).  Fairclough (2002) has suggested that such considerations 

present powerful reasons for preferring to analyse practice in different 

genres and Bloome and Talwalker (1997) have suggested the need for 

different analytical methodologies “(o)ne simply cannot make a list of 

linguistic features and code a transcript to illuminate power relations” 

(para. 19).  Forman and McCormick (1995) concur  

there is a good reason why the combination of discourse analysis 

and socio cultural theory could be a powerful means for 

understanding teaching and learning:  Socio cultural theory 

proposes that instruction entails cognitive, social, cultural, 

affective and communicative aspects, and discourse analysis  
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allows one to examine those aspects as they occur in real time 

and in naturalistic settings (Forman and McCormick, 1995, para. 

2). 

The overarching CDA methodology used in this study (Fairclough, 2001) 

unites the approaches in a single purpose of initiating change.  To fully 

understand why change may be desirable in educational research, the 

background to methodological issues need to be considered from a 

historical perspective.  

2.2 Historical Perspective and Current Issues in Educational 
Research 

McGee and Pennington (2000) have outlined methodological trends in 

educational research, showing how the shortcomings of early studies, 

have highlighted the inappropriateness of the science based 

disciplines, which tended to divorce teachers and teaching from their 

natural setting.  This has  ultimately contributed to the growth of the 

qualitative research movement, and the closer integration of research 

and classroom practice.   

At the opposite end of the methodological continuum from the science 

based techniques are those methodologies in which the 

practitioner/teacher plays an active or collaborative part in the project, or 

is even the researcher.  A major  goal is to tap teacher cognition, and/or 

in the case of practitioner/research, to improve self practice.   

Researchers have used a number of methods, for example stimulated 

recall, concept mapping, and repertory grids in their attempts to tap 

teacher cognition, (Artiles, Mostert and Tankersley, 1994)  and while 

some may criticise the construct of “teacher cognition” as too ample and 

nebulous (Kagan, 1990), there is nevertheless an increasing awareness 
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of its importance and the need for greater collaboration with teachers to 

access and explore it.  (Lytle and Cochran-Smith, 1990; Connelly and 

Clandinin, 1990; Zeichner and Liston, 1996).   

At the core of expanding interest in teachers and researchers working 

together to construct knowledge, (Connelly and Clandinin, 1990), are 

some emerging methodological issues which cannot be ignored in 

research design, such as:  

• the role of teachers in research  

• professional knowledge in research 

• the role of language data in research 

• language data and issues of power and control  

These emerging methodological issues inform and are informed by the 

discourse on research into educational theory and practice, which is one 

link in the genre chain of teaching.  Educational research has the 

potential to position teachers differentially within different discourses and 

one of the tasks of this study is to locate different paradigms of teaching 

and explore the underlying issues of positionality (Fuller, 2000).  This is 

done in the review of the literature where the uptake of these paradigms 

in the genre chain of teaching is also discussed. 

2.3 Teachers in Research 

For educators, “theory” as elucidated through research, is often a “four 

letter word” (Morine-Dershimer, 1986, p.59). The reasons for their 

alienation from research, can probably be traced back to research 

methods which colonise teachers’ experiences and “characterise the 

teacher as one variable within the classroom” (Freeman, 1994, p.79), 
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thereby limiting their expectations of how research can enhance their 

practice.  Researchers seldom engaged in systematic observation of 

teachers (Good and Brophy, 2000) and practice was interesting as the 

outcome of theory, rather than part of the process by which theory might 

be generated. 

The 1970s, however, saw a “surge of research on teacher thinking” 

(McGee and Pennington , 2000, p.4) which has broadened over the last 

two decades into an appreciation of the “complex network of interrelated 

factors which represents the indeterminate or creative and spontaneous 

aspect of teaching” (Delamont, 1995, cited in McGee and Pennington, 

2000, p.10), or what Schon (1983, 1987) might term professional 

artistry.   

The increased emphasis on the study of practice as a means to making 

sense of, and generating theories about, teaching, does, of course, 

valorise the role of the teacher in the research process, to the extent 

that Trumbull’s (1986, p.141) proposal, “that much useful knowledge for 

informing practice develops as the result of the knower’s actions in the 

world. . . but does not exist independent of the knower and its use in 

specific situations” is highly persuasive.  Such statements are backed by 

Eraut (1997) who suggests that different types of knowledge are 

integrated into professional performance by the practitioner, and as such 

are difficult to unravel, which points to the need for researchers to work 

with naturally occurring data, such as video taped teaching sessions, to 

capture the full context of teaching.  The value of the role of the 

individual teacher in interpreting facets of classroom behaviour and 

implementing strategies to deal with complex situations, is confirmed in 

this study which found that STs’ reflections on viewing their practice 

provided them with an opportunity to deconstruct their teaching and 
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become more aware of all that they attend to in lessons. 

Although Trumbull conducted her research project rather differently with 

experienced teachers giving responses to computer simulated 

classroom situations in which they made choices about future action, 

their frequent “well it would depend” response, indicates their need for 

more holistic context data to make effective choices.  One respondent’s 

remark illustrates this well:  “I was doing them and I think I said a lot of 

the actions could be right, depending on the other factors” (Trumbull, 

1986, p.140).  The use of a video taped teaching session would have 

given her some of those “other factors”, but only if it were the 

respondent’s own teaching session, would all of the factors which 

impacted on decision making be available to her. 

Although this study is focused on a collaborative, interdisciplinary  

methodological framework, it does not take an “action research” 

approach.  This decision was not based on Anderson and Herr’s (1999 

p.20) caution that care must be taken that we don’t end up with “non 

rigorous programmes that short change us all”, but on the need to use a 

more complex methodology in keeping with the critical intent of the 

study.  

Richardson (1994) makes a distinction between formal research and 

practical enquiry.  Formal research aims to inform the collective 

knowledge base on teaching, whereas practical enquiry is undertaken 

by practitioners to improve their practice. (Richardson, 1994).  

Richardson takes the view that practical inquiry has the potential to 

respond to teachers’ immediate knowledge needs, is more likely to lead 

to immediate classroom change.  However she acknowledges that a 

danger of practical inquiry is that when teachers make decisions based 

on a personal view of “what works”, they “may perpetuate practices 
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based on questionable assumptions and beliefs” (Richardson, 1994, 

p.6).  Korthagen and Kessels (1999, p.12) would concur.  They found 

that inexperienced respondents to their video classroom vignettes, 

would try to explain phenomena, before a sufficiently rich “schema” had 

been formed.  Using data from single, local occurrences, they tended to 

generate subjective theories, which lacked the characteristics of 

holistically grounded theory.  Given that one of the findings of this study 

is that the complexity of teaching needs intervention, reflection and 

analysis to be fully appreciated, I would echo such concerns.  The 

danger of inappropriate theories materialising, and their impact on the 

positioning of social actors in different discourses can be demonstrated 

in the following example.  Corporal punishment was acceptable in many 

school systems in the developed world until quite recent times.  The 

local knowledge was that it certainly worked in solving the immediate 

problem, but the more global knowledge, based on formal research, now 

discredits the local theory and links the behaviour, the punishment and 

the long term consequences of it, in a more valuable collective 

knowledge base.  The use of corporal punishment by schools and its 

acceptance in the education system combine to demonstrate the 

discursive positioning of children not just in the education system, but in 

society as a whole, as unknowing subjects of the authority of adults, 

whatever form that authority might take.  This is now a marginalised 

discourse and this discursive positioning of children is not tolerated 

today. 

Anderson and Herr (1999) argue that a real benefit of “insider research” 

is the  

unique opportunities to document the hidden transcripts within 

social institutions, illuminating new forms of mircro politics and an  
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institutional dimension only partially accessible to researchers  

(Anderson and Herr, 1999, p.19). 

However this assumption needs to be carefully considered against 

Freeman’s (1994) work into the nature of language data and teacher self 

presentation, Schon’s (1983, 1987) work on espoused theories versus 

theories in use and studies in CDA (for example Fairclough, 1992).  

These works would indicate that much of teaching reality is so deeply 

embedded in the semiosis of teachers’ practices and contexts as to be 

subconscious, necessitating some kind of intervention to access it.  This 

calls for research methodologies which can firstly accurately capture the 

event, then actively and openly analyse it, to peel back the layers of 

meaning inherent in the event, and the practitioner’s way of interpreting 

it, as represented in their talk.  It is unlikely that such a deeply analytical 

level of thought could be reached without collaboration, or explicated 

without a sound analytical tool, such as Discourse Analysis. 

DA is an umbrella term which refers to a varied range of approaches to 

the study of texts6 and discursive practices.  (van Dijk, 1985a, 19985b, 

1985c, 1985d, cited in Tracy, 1995).  As stated earlier the nature of 

socially organised activities such as teaching, makes the discourses 

which surround them valuable sources of insights into how the activities  

                                                 

6 In this study ‘texts’ is used as a term for any representation of the discourse being discussed, 

whether this be an observable practice e.g.  a lesson; a discussion e.g. interviews with STs; a 

document e.g. the Performance Management Guidelines or any other way in which the social life is 

carried out. 
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are legitimated and accounted for.  Rather than taking a quantitative 

approach, which would collapse discourse instances into lists of 

interactional features, discourse analysts study texts in detail, to focus 

on how cognitive, social, affective, cultural and communicative factors 

are influencing the discourse, and potentially the policy and practice it 

represents.   As a methodology, DA is grounded in sociological and 

anthropological disciplines, but when used as a tool for understanding 

teaching and learning, it draws on socio cultural theories which focus on 

the context in which learning takes place (Forman and McCormick, 

1995).  CDA is one branch of Discourse Analysis (Fairclough, 1992) 

which emphasises the analysis of power relations in the study of 

language, and how texts can contribute to the hegemonic potential, or 

marginalisation of discourses.  As outlined above there is currently a 

tension within the theory/policy/practice relationship of teaching, which is 

manifesting and sustaining itself in the discursive practices of the 

profession.  The use of CDA as the overarching analytical framework for 

exploring this tension was therefore clearly indicated for this study. 

2.4 Professional Knowledge and Research 

The increased inextricability of theory and practice, emphasises the 

centrality of the teacher’s “intuition” (Rubin, 1985) and “artistry” (Schon, 

1983, 1987) and may seem at first to devalue the notion of professional 

knowledge, but I argue that this is not so.  What it does do, however, is 

add value to the implementation of that knowledge in practical 

situations, and how that knowledge is organised and prepared for use, 

for under this paradigm, the operative quality of professional knowledge 

must lie in how it is selected and expressed.  This consideration 

emphasises process over product, and artistry over technical 

competence as discussed in the literature review.    

 45



 

Korthagen and Kessel’s (1998) description of how knowledge is 

organised in patterns or Gestalts, emphasises that knowledge is 

developed holistically, so that individual elements of that knowledge can 

only make sense as part of the whole pattern. 

Central in Gestalt Psychology is the notion that the most 

elementary way individuals acquire a grasp of their environment is 

through the formation of Gestalts, which often unconsciously or 

semi-consciously, help us to see objectives or situations as an 

entity and to respond to them as such (Korthagen and Kessels, 

1998, p.9). 

The significance of the holistic context to the interpretation and 

understanding of teacher actions is a theme which runs through the 

analysis of the STs’ talk about their work, especially the relationship 

between purpose and action.  The overall implication for research 

methodologies which would tap teacher cognition is that it can best be 

done through attention to the teaching process in studies of naturally 

occurring teaching situations.   

One problem is that in order for the researcher to tap teacher cognition 

teachers have to talk about their decision-making-in-action.  The 

relationship between teachers’ talk and their cognition is not 

straightforward, so an analytical tool is needed to interrogate interview 

data which purports to represent this problematic relationship.  In this 

study Membership Categorisation Analysis (MCA) (Danby, 1996; Baker, 

1997; Danby and Baker 1998a, 1998b) was selected as the most 

effective methodological tool for allowing the in situ accounts in STs’ talk 

to explicate the complexity of teaching; a Foucauldian framework for 

analysis was used to link the local accounts to representations of 

teaching which circulate in the wider social setting; and CDA was used 
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to unite the two approaches in a single overarching purpose that is to 

expose how the power relations inherent in the dominant discourse, 

covertly impact on the profession of teaching. 

Trumbull (1986), Rubin (1985) Morine-Dershimer (1986) all conclude 

that teaching theory cannot be divorced from teaching practice, and 

McCarty (1995) that knowledge cannot be separated from the bearer, 

because so much of what knowledge is, is made up of the experiences 

which have brought the knowledge into being and the opportunities 

which have permitted it to be implemented.  In this discourse the 

individual teacher practitioner is positioned as pivotal in the construction 

of knowledge in action.  The construct of professional knowledge does 

not disappear from this view point, it merely gains a significant 

dimension, being positioned as dialectically linked to the individual, 

whose agency in deciding how, when, where and why to apply which 

knowledge, means that any attempts to access and understand it will 

need to focus on teaching process rather than product.  This  further 

emphasises the need for research data which captures the whole 

teaching event, in context, rather than in exclusive retrospective verbal 

accounts, and a tool which allows teachers’ talk about their practice to 

be systematically analysed without imposing a pre determined 

framework, or assuming that a one to one relationship exists between 

cognition and talk.   

2.5 Language Data in Research 

As any study of what teachers know, or think, depends on an analysis of 

what they say, (Freeman, 1994, p.77), it is not surprising that studies in 

teacher cognition rely heavily on data gathered through talking to 

teachers.  This “talking to” may take the form of concept mapping 

(Morine-Dershimer, 1986); biographical study (Klechtermans, 1993);  
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stimulated recall sessions (Meade and McMeniman, 1992); metaphor or 

image building (Morine -Dershimer, 1994) as well as structured or 

unstructured interviews. 

Freeman (1994) outlines how teachers’ talk has been assumed to 

represent  their thinking, that is that words represent thought, so that 

teachers’ words are “isomorphic to their thoughts, beliefs, knowledge 

and feelings” (Freeman, 1994, p.77) and that what teachers think will be 

evident in the language they use in oral interviews and written 

documents.  He argues that this intuitive or common sense assumption 

is no longer valid in the light of what is now known about the nature, 

form and social dimensions of language, and suggests  the integration 

of representational and presentational analysis of language data, in 

which the interrelationships between content and contexts are 

examined, according to three dimensions: the choice of words, to whom 

they are said, and the communities or source from which the words are 

drawn.  This further indicated DA  as a methodological framework for 

analysis, as DA acknowledges that 

(w)hen we talk about the world we live in, we engage in the activity 

of giving it a particular character.  Inevitably we assign features 

and phenomena to it, and make it out to work in a particular way.  

When we talk with someone else about the world, we take into 

account who the other is, what that other person could be 

presumed to know, “where” that person is in relation to ourselves 

in the world we talk about (Baker, 1982 cited in Silverman, 1993 

p.90). 

While the phenomenon  of superficial self presentation ( Parsons, 

Graham and Honess, 1983) and the situated nature of talk described 

above by Baker, has long been acknowledged by researchers, a 
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presentational approach to the analysis of language data, such as that 

afforded by DA has not been widely used in conjunction with video 

stimulated recall studies, perhaps because of Potter’s (1997) assertion, 

that it is an inappropriate means of accessing underlying cognition.  

However this study argues, that DA provides a very suitable analytical 

tool to use with teacher talk generated by video stimulated recall, - not to 

tap cognition - the video stimulated recall interview does that, but to give 

glimpses of the diverse ways in which cognition, as articulated by the 

participant, has been constructed, offering as it does opportunities for 

multiple perspectives to be gained of the local context. 

If one works from a premise that context, setting, timing and the 

individual impact on the construction and implementation of knowledge, 

so that theory and practice are inextricably linked and embedded in 

practice, an approach to analysis, which allows the participant to freely 

and openly account for their actions is important.  Equally important to 

this study, as it seeks to gain not only insights into local constructions 

but insights into the ways that local insights complement and contest 

those which circulate in the wider social world and how they change 

over time, with a view to exploring inherent power relations, is an 

analytical methodology that allows multiple interpretations of the 

accounts.  Using a single framework for analysis for example Shulman’s 

(1987) categories of teacher knowledge has yielded valuable insights 

into the cognition of expert teachers (for example Ethell and 

McMeniman, 2000); using a range of methodological frameworks for 

analysis allowed the researcher to ‘cast the net more widely’ and allow 

for new learning about the impact of theory-practice relationships on the 

political positioning of teachers. 

In developing an analytical methodology specifically for this study it was  
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important to define the nature of the data to be analysed, and how it was to be 

treated.  This was problematic for the interview was not a stand alone 

process, but an integral part of the video stimulated recall process, 

inextricably linked to each ST’s teaching events and designed to tap their 

cognition of those events.  This signalled contra indications for DA which 

“does not use talk and texts as a pathway to underlying cognition.  DA 

resolutely steers clear of cognitive reduction, instead testing purportedly 

cognitive phenomena as parts of social practices” (Heath, 1997, p.158).  

However this dilemma is  resolved when one considers that the STs’ 

cognition, which was stimulated by viewing the video, is expressed as part of 

the social practice of ‘reflection on action’ (Schon, 1983, 1987) which allowed 

STs to talk about their thinking as they named variables present in the local 

context, problematised them as aspects of professional practice and then 

dealt with them.  The STs’ talk, was treated as part of the social practices of 

teaching, and analysed not for its underlying cognitive connections, but for 

what it could reveal about the cultural and social concepts which enabled 

teaching to be operationalised in a discourse of professional artistry.  

Through analysis of the discursive devices used in the interviews, and the 

semiotic devices covertly operating  in and through the Performance 

Management Guidelines, it was possible to see the forces which function to 

operationalise or marginalise a discourse of professional artistry, and the 

significance of this for education.  As the interviews were closely linked to the 

stimulus of naturally occurring teaching practice, the STs’ talk captured 

actions and interactions in greater holistic detail and was therefore much more 

closely related to practice than abstracted accounts of teaching. 
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2.6 The Language of Research 
In any discussion of collaborative research methodology, issues of power and 

control must be highlighted.  This is particularly so in hermeneutic studies of 

teaching practice, which depend to a large degree on the interpretation by 

‘experts’ of the data generated in the research process.   

Zeichner (1994 p.4) points out, teachers and researchers belong to different 

“speech communities” making the co-construction of knowledge an unrealistic 

aim.  Although this issue may seem peripheral to collaborative methodology, 

affecting as it does the product, rather then the process of research, I would 

argue that it is central to the success of collaborative methodology, and that 

research projects should be developed with a view to, and a consideration of, 

the codes and registers of the “speech community” they aim to inform. This is 

specifically true of this study which suggests that one of the barriers to 

professional artistry becoming inculcated in the hegemonic discourse of 

teaching is  the lack of a vocabulary rich enough to accurately capture its 

complexity, yet accessible enough to be useful to practitioners.  However, the 

purpose of this study at this time is to present these ideas to academia, and 

the genre in which it is written necessarily reflects this aim and is written for 

an academic speech community.  The inaccessibility of this genre to some 

teachers is noted, and discussed in the conclusion.  The following chapter 

outlines the research design and how it was implemented. 
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Chapter Three

Stages of Research Project 

3.1 Overview 

The research design comprised three main stages: 

1. Critical Discourse Analysis of the official documents relating to 

teacher performance management in New Zealand Primary Schools. 

2. Video taping five student teachers’ lessons and using the tapes to 

stimulate their recall of their teaching.  Audio taping and transcribing 

their accounts of their lessons. 

3. Discourse Analysis of the student teachers’ accounts to establish a 

locally constructed version of practice to compare with the official 

version depicted in the official discourse. 

3.2 Selection of Participants 

From a class of 22 third year students on their final teaching practice, 

five volunteers were selected for the study.  While there was no attempt 

to select particularly competent students, for ethical reasons attempts 

were made to ensure that the five students had demonstrated flexibility 

and adaptability on previous practices and would therefore be minimally 

affected by the intrusion of the video taping on their lesson.  Additionally 

it was made clear to participants that the video taped sessions were 

unrelated to any assessment of course outcomes, and the researcher 

was at pains to ensure she did not confer with any of the STs’ assessors 

about the session. 

The schools in which the study was conducted, ranged from large 
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urban to small rural and were determined by the placement of the STs 

on their final teaching practice.    

 Participant  Age of Class  Number in Class Curriculum  

ST1  age 10-11 years  28  Science 

ST2  age 5.-6 years   19   Technology 

ST3  age 11-13 years  29  Science

ST4  age 5-6 years   21  Science 

ST5  age 6-7 years   26  Language 

It may seem surprising that a study of professional artistry in teaching 

has chosen to focus on student teachers (STs)  rather than experienced 

teachers. However the major reason for selecting student teachers is 

generated by the  definition/assumption/presupposition of artistry on 

which this study is based, that artistry is not an exceptional quality of 

some teachers, but an essential quality in all competent teachers due to 

the entrenched complexity of the educative process.  I argue that the 

entrenched complexity of teaching can best be explicated through the 

accounts of STs who are themselves still coming to grips with that 

complexity, rather than through the accounts of experienced teachers 

who take it for granted.   

Student teachers were selected because their skills are still developing, 

and they are closer to the interface with teacher education, which is an 

area of interest in this study.  Although their knowledge relating to 

classroom practice may be “rather scant, disorganised and not readily 

related to action” (Calderhead and Robson, 1991, p.2) it is hoped that 

their theories will be less deeply embedded in the social practices of 
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teaching than Zeichner and Liston (1996) and Kwo (1994) insist is the 

case for experienced teachers.  That teaching is the implementation of a 

professional knowledge base mediated through personal theories, is 

one of the paradigms of teaching discussed in the literature review  

(Morine-Dershimer and Reeve, 1994).  Based on the assumption that 

experienced teachers’ teaching may be viewed as carrying out well-

established routines which minimise conscious decision-making and 

reduce the information processing load on the teacher (Shavelson and 

Stern, 1981, cited in Kwo, 1994) it is hoped STs’ personal theories, as 

well as their underpinning knowledge base will be more readily 

accessible. 

A distinct attitude shift has been noted in teachers during their first year 

of teaching (Korthagen and Kessels, 1999) during which they adjust to 

the current practices in schools, and school becomes the dominant 

force.  This study wanted participants to be as untainted as possible by 

such attitudes, so as to demonstrate more strikingly how dominant 

discourses impact overtime on the social practices of teaching, and that 

this may be apparent even at an early stage of teacher development. 

3.3 Video Stimulated Recall: Taping 

Research by Meade, McMeniman, Wilson, Kanes and Davey (1991, 

cited in Meade and McMeniman, 1992) indicates the effectiveness of 

video stimulated recall in examining the knowledge base underlying the 

classroom actions of effective teachers in secondary mathematics and 

science.  Meade and McMeniman (1992) further concluded that it was a 

useful methodology for “gaining profound insight into the implicit theories 

and beliefs of teachers, and the relationship between beliefs and actions 

“  (Meade and McMeniman, 1992, p.1). 

Video stimulated recall was selected for this project because while it 
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certainly cannot capture every single detail of what is happening in a 

lesson, it does allow the teaching event to be captured as completely as 

possible, and arguably more completely that any other method.  This 

means that the subjects may be confronted with a representation of their 

practice which is situated in context and as accurate as possible.  This 

minimises the tendency for superficial self-presentation (Parsons et al., 

1983, cited in Meade and McMeniman, 1992) by participants when they 

talk about their teaching in the interviews.  Additionally, using video 

allows the physical artefacts of face to face interaction, such as bodily 

comportment, facial expression and gesture (Heath, 1997), which are 

significant features of classroom interaction, to be studied, and 

minimises the tendency for researcher and participants to focus only on 

remembered actions.  As noted below, participants frequently 

commented on aspects of gesture and expression of which they had no 

conscious memory, but which they were able to see on the video, and 

therefore account for in their talk.  

The split screen technique was used, which uses two cameras to 

capture the whole classroom in the main image, and the teacher in close 

up on a smaller image.  This further maximises the detail captured 

during filming, presenting a rich artefact with which to stimulate recall.  

Wear and Harris (1994) reinforce the value of stimulated recall in their 

study of teaching reflective practice.  Their results indicate that in 

unaided recall “student teachers recall less than half of their deviations 

(from a planned lesson), and are especially prone to fail to remember 

student-initiated deviations” (p.45, parenthesis added).  

Considerations of how video representations of events have a tendency 

to flatten interactions and how the presence of a video team and 

researcher impacted on the classroom, were not overlooked.  However 
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given the results of a small pilot study carried out in 1999 this was not 

seen as a problem.  While very much aware of the video, the teacher in 

the pilot study treated it as a minor intrusion and was able to continue 

with his planned lesson.  The benefits of capturing the naturally 

occurring teaching event as holistically as possible were seen to far 

outweigh the disadvantages of the intrusion of a video team into the 

classroom.  Steps were taken to minimise the disruption, for example 

timing filming to allow set up of equipment while children were out of the 

room, positioning the team as discreetly as possible, and placing the 

equipment so that the team did not need to move around during the 

lesson. 

3.4 Video-stimulated Recall: Interviewing 

The key point about interviewing in this research design, is that it is an 

integral part of the video stimulated recall methodology, and as such is 

different from other forms of research interviews, as discussed below. 

As this project aimed to work as close as possible to the natural world of  

teachers, and to appeal to their speech communities (Zeichner, 1994) 

indirect methods of eliciting teacher’s knowledge in action, such as 

Concept Mapping (Novak and Gowin, 1984) and Repertory Grid 

Analysis (Kelly, 1955) were rejected in favour of a straightforward 

process of talking about practice in an interview situation, with 

researcher prompts kept to a minimum and the video being the focus for 

discussion.   Indirect methods, while useful in eliciting declarative and 

structural knowledge, and accessing personal constructs, impose a 

contrived framework on participants’ thinking and accounting which this 

study was anxious to avoid.  Additionally, as discussed above, this study 

treated STs’ talk, not as windows on their cognition, but as their 

reflections, part of the socially situated practices of teaching.  
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Although STs were clearly directed to talk about their professional 

artistry, an unstructured interview technique, similar to that used in 

Meade and McMeniman’s study, in which the subjects had control of the 

video remote, stopping the tape as they wished to comment, was 

chosen to minimise the possibility of the researcher steering the student 

teachers in specific directions.  This was important if the STs were to 

talk about their own actions and how they had decided on them, rather 

than being coerced by the researcher into talking about certain things in 

certain ways, a process which Meade and McMeniman (1992) term, 

“leading the witness”.  The researcher used prompts such as these to 

stimulate recall:  

• what was happening here? 

• how does this relate to professional artistry? 

• what were you trying to do there? 

• what makes you think that? 

• what were you responding to here? 

Individual interviews were held immediately after the teaching event.  

STs were first of all asked to talk about what they understood by 

“professional artistry” and were then asked to stop the tape and 

comment where they saw aspects of professional artistry happening.  At 

times it became apparent that STs were engrossed in viewing their 

teaching and were therefore reluctant to stop the tape to comment, so 

occasionally they were probed about what they saw, to explain their 

action, or directed to stop and talk about a particular part of the tape.  

While this could be viewed as “leading the witness” this problem was 

minimised in the following way.  Care was taken to ensure that a  
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generic prompt or open invitation was given, for example “what’s 

happening here?” or “can you explain what you are doing there?” so 

that the STs were free to give their own reflections on the event and 

therefore account for their behaviour in their own way.  In the main then, 

this was a process in which the STs had as much control as practicable 

over what incidents they commented on, and what and how much they 

said about them. 

All interviews were audio recorded. The tapes of the interviews were 

transcribed using a simplified version of the Jeffersonian Transcription 

System (Jefferson, 1984a) to get the words on the page as close as 

possible to the student teachers’ everyday speech, while still ensuring 

the accessibility of the text for readers.  The conventions of the adapted 

version used in this study are outlined in appendix one. 

While I was aware that “the preparation of a transcript from an audio-

tape or a video-tape is a theoretically saturated activity” (Silverman, 

2000, p.130), notations were kept to a minimum so as to improve text 

accessibility for analysis and for STs, who were asked to review and 

comment on the accuracy of the transcripts as representations of the 

audio tapes.  As well as the words spoken, features such as pauses, 

emphasis, overlaps and hesitation were transcribed as they situated the 

talk in context, and showed how interviewer and interviewee worked 

together socio linguistically to construct the interview. 

Interviews may be treated in a range of ways, for example as narratives, 

reports or accounts. The interview-as-narrative approach treats the 

interview data as a story and applies methods of narrative analysis to 

identify themes, cultural meanings and personal identity, (Mishler, 

1986). In the interview - as - report approach data is viewed as “reports 

of the realities of professional practice” (Baker and Johnson, 1998, 
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p.229).  In the interview - as -account approach, 

(t)he interview may be seen as a site of professional practice not 

just reflection on practice, in that such interviews contain courses 

of questioning and methods of accounting that are reflexively part 

of the generation of educational knowledge (p.229). 

The latter view valorises how the discourse to be analysed is affected by 

the interaction of the interviewer and the interviewee and the wider 

discourses to which they belong, which inevitably influence the  

interaction.  In the interview - as - account approach, attention is paid to 

the way interviewer/ee construct their talk with recourse to the range of 

discourses they mutually access, so that framing and interpretation of 

actions can be generated through and during the interview process 

(Baker and Johnson, 1998).  In contrast the interview-as-report 

approach supposes the existence of an empirical unitary professional 

reality which can be consistently replicated in practice (Baker and 

Johnson, 1998).  

None of these views adequately capture the interactional, holistic 

nature of the video stimulated recall interviews with the STs.  Although 

the aim of the video  was to tap cognition, and this presupposes the 

existence of a single reality relating thought and action, superficially 

signalling the interview-as-report approach, this would be an 

incomplete, inadequate analytical frame, as it would not allow the 

socially situated, entrenched complexity of the processes underpinning 

teaching and professional artistry to be explicated.  For all the reasons 

discussed above the notion of one to one correspondence between 

thought and action becomes highly problematic the moment the ST 

talks about that cognition, and until they talk about cognition, it cannot 
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of course be tapped.  The act of talking about practice, or reflecting on 

practice, is a social activity which inherently involves making selections 

from all the discourses available, some of which are outlined in the 

review of the literature.  It was therefore decided to treat the interviews 

as a source of discourse on teaching practice  and to explore linkages 

in the genre chain between the genre of practice and other genres, 

notably the documentary genre, in which the networked practices, 

specifically those relating to the recruitment, retention and reward of 

teachers are operationalised.  In doing so the contribution of the 

Performance Management Guidelines to the social positioning of 

teachers in the discourse, and the potential of such texts to “enshrine a 

distinctively documentary version of social reality” (Atkinson and 

Coffey, 1997) were explored. 

In the video stimulated recall interviews the STs were prompted by 

aspects of their own teaching as seen on the video.  Apart from the 

initial instructions to share their understanding of professional artistry, 

then to stop the tape where they saw professional artistry happening, 

they had freedom to respond to anything they wished in any way they 

wished. The student teachers treated the videos as depicting many 

individually significant events, worthy of comment in their own right, 

which offered  insights into their conscious and unconscious decision 

making, stopping the tapes to comment on the what, why and how of 

things they saw happening.  This supports the concept of professional 

artistry on which this study is based, that teachers’ problem framing and 

decision-making-in-action are highly significant. 

Because the interviews represent accounts of discontinuous decision 

making, and how teachers frame and solve the problems of practice is 

very important for this study as signalled above, it was decided that this 

was the best way to break down the data for analysis, rather than 
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sequentially and chronologically analysing each whole transcript. The 

five transcripts are appended in their entirety in appendix two. The 

danger of working systematically through each entire transcript or 

corpus of data, is “that observations are likely to be ad hoc and 

commonsensical” (Silverman, 2000, p.131), and this is specifically to be 

avoided, both from the point of view of academic rigour, and because, 

as already stated, the ad hoc, commonsensical view of teaching is 

operationalised in a discourse of technical rationality, which cannot 

adequately represent the complexity of teaching.  Each interview was 

therefore analysed in terms of instances where STs stopped the tape to 

comment on discrete, but interconnected examples of practice, usually 

to explicate their purpose or their decision-making-in-action.  This 

yielded data which gave varying accounts of individual teacher decision 

making in response to a range of presenting factors.  This also allowed 

different methodological frameworks to be used in tandem for analysis, 

while still maintaining the size and scope of the study at a manageable 

level.  In this way different theoretical orientations were used to bridge 

tensions between the locally constructed accounts and those that 

circulate in the wider social life of teaching.  

The first talk to be analysed is that which deals with the STs’ individual, 

pre conceptualised accounts of professional artistry, prior to watching 

the video of their practice.  In this section of the talk, the way that 

researcher and STs work together to establish the category of 

professional artistry, and the categories and characteristics around 

which STs construct their local accounts of professional artistry are 

located.  From this analysis emerged aspects pertinent to the 

overarching CDA framework, namely barriers to the issues being solved 

in the social life of teaching, ways in which the social setting might be 

said to need the problem, and possible ways around the barriers. 
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These CDA frames of analytic activity brought together the subsequent 

Membership Categorisation Analysis (MCA) and Foucauldian analysis of 

other sections of talk data with the unified purpose of identifying 

possibilities for initiating change.  Taking this approach, the STs’ local 

accounts of their practice, based on video stimulated accounts of their 

teaching, demonstrated the routine complexity of their work, and the 

complex decision making processes in which they were involved, not 

occasionally but frequently during a single lesson.  This data, when 

situated in the overarching CDA framework which linked  the problem to 

the wider social setting, signalled the inadequacy of a discourse of 

technical rationality to accurately encapsulate the cultural concepts, 

actions and activities which populate the practice of teaching.  CDA was 

therefore used to indicate barriers to this mismatch of policy and 

practice being solved in the social setting; highlight ways in which the 

setting could be said to ‘need’ the identified problem; and identify 

possible ways around the barriers. 

Schon (1987) uses the criteria of uniqueness, uncertainty and value 

conflict to identify particularly complex problems of practice which “defy 

the canons of technical rationality” (p.6) and therefore require 

professional artistry for their solution.  Evidence of uniqueness, 

uncertainty and value conflict was therefore sought in the STs’ accounts 

of their decision making-in -action. This was done using the 

ethnomethodological tools available in MCA to identify the categories 

used by members (of the social group teachers) to “organise their 

knowledge” (Sacks, 1996, p.41) about teaching and teaching activities 

and how they as members generated measuring categories of “normal 

events” and “odd events” (p.62) without reference to any 

“mathematicalizable” (p.59) basis for measurement.  ST4 for example, 
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when asked to explain her understanding of professional artistry states, 

“it’s just the art of being a teacher” (ST4 11). 7 In other words in her 

version of teaching, artistry is so much the norm that she cannot 

conceive of any other way of being a teacher.  This is important for as 

Sacks (p.58) explains “(s)o normal is a standardised category, where 

whatever it refers to for any given person doesn’t have to be specified to 

control its use” and yet “a range of decisions are made in terms of ‘odd 

events’ versus ‘normal events’” (p.62).  To clarify why this is important I 

will use the example of ST3 who treats one boy’s (Thai’s) seemingly 

repeated behaviour as two quite different events requiring different 

action on her part on the different occasions.  On the first occasion she 

categorises his inattentive behaviour as ‘odd’, but, out of consideration 

for his background and learning needs she classifies the behaviour as 

only odd enough to give him a verbal warning.  The talk proceeds as 

follows, in which ST = Student Teacher and R = Researcher.  Student 

teacher three, lines 288-304 (henceforth shortened as explained in the 

transcript notation, in appendix one, to ST3 288-304). 

288 

289 

290 

291 

292 

293 

294 

295 

ST Um  when I said “now maybe Thai that is what you could do 

now” he was  not doing what he was supposed to be doing.  

He was um 

R Oh  right. 

ST he was playing with the equipment or he didn’t have his book 

open and there were times where  

R Mhum. 

ST  that tended to happen  and I thought instead of because of 

                                                 

7 The numbers linked to the excerpts from ST’s accounts refer to the lines of talk so they may be 

located n the full transcripts which are reproduced in appendix two. 
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296 

297 

298 

299 

300 

301 

302 

303 

304 

ST      the background of that child  I thought instead of  like picking 

           him out  pulling him out of the class so every one could hear  

           exactly like saying “don’t do this with so and so” I just thought  

           right I can see that’s happening and I just (:) slipped his name    

           halfway through my conversation and no-one else picked up  

           on it they didn’t stare at him(?) 

R OK. 

ST and I think that’s because of his background for me it’s quite a 

courtesy thing (:) and a safe thing (:) for him. 

On the second occasion the behaviour is categorised as odd enough 

to require that he be moved from his group, despite his background 

and learning needs which figured highly in ST3’s earlier decision.  

ST3 384-390. 

384 

385 

386 

387 

388 

389 

390 

ST Uh Thai was not doing his work and he was disturbing (:) the 

person next to him um   and I thought the easiest solution is to 

move the source so (:) just basically just said “right Thai you 

need to move”  in a strict but not (::) what’s the word  not in a 

horrible way I don’t think  

R Mhum. 

ST but  just so he knew  right he’d done something wrong. 

 

Events such as this are the sites of teachers’ problem framing and 

decision-making-in-action and carefully excavated, using MCA, 

may provide the key to the covert complexity of their work and what 

is needed for this complexity to be sufficiently recognised to allow 

teaching to be more widely inculcated in a discourse of professional 

artistry.  In chapter six I use MCA to excavate this example of ST3’s  
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decision-making-in-action but here it is sufficient for my point to indicate 

individual agency in interpreting and responding differently to similar 

presenting factors. 

A Foucauldian framework for analysis was then used to link the findings 

from the local accounts into the wider social setting, with particular 

reference to the discourses which circulate in the genre chain of 

teaching.  Then using a CDA framework for analysis, obstacles to the 

identified problem being solved in the social life of teaching and ways in 

which the problem was becoming entrenched and intractable were 

discussed. 

3.5 Selection of the Official Discourse Text 

One question guiding this study asks how STs’ accounts of professional 

artistry relate to the dominant discourse(s) which represent(s)  teaching 

at the institutional level.  In answering this question it is necessary to 

refer to the official discourse of teaching as represented in the 

dialectically connected practices of teaching and inculcated in the 

semiosis of the discourses which are  enshrined in the documents that 

purport to represent the ‘reality’ of teaching in the institutional setting. 

This is why the analytical methodology is framed within an overarching 

CDA perspective.  The practices of teaching are considered to be 

dialectically linked because, while being separate and distinct, they 

interconnect, have overlapping boundaries and are interdependent on 

each other.  The Professional Standards, for example, form the basis for 

the Performance Management Guidelines for Teachers which feed into 

the processes by which teachers are appointed, appraised, rewarded, 

promoted and disciplined.  Because of its centrality to the practice of 

teaching, the document “Teacher Performance Management:  Primary  
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School Teachers, Primary School Deputy/Assistant Principals.  A 

resource for boards of trustees” (Ministry of Education (MoE), 1998) 8was 

chosen for comparative analysis.  This document is significant for all 

primary schools, as it sets out the standards of practice against which 

teachers’ performance must be evaluated.  If one agrees that  

(f)ormal educational knowledge can be considered to be realised 

through three message systems: curriculum, pedagogy and 

evaluation.  Curriculum defines what counts as valid knowledge, 

pedagogy defines what counts as a valid transmission of 

knowledge and evaluation defines what counts as a valid 

realisation of this knowledge on the part of the taught (Bernstein, 

1975, p.85) 

then clearly there are three routes via which knowledge has impact on 

social practices, and three ways in which knowledge is impacted on via 

the social practices.  The Professional Standards for Teachers operate 

on all three.  Firstly they connect content to be taught to the mandated 

New Zealand Curriculum Statements and Essential Skills, secondly they 

inculcate the teaching of that content in ways which connect with 

accepted understandings about children’s participation in education, for 

example “demonstrate effective techniques for motivating students” 

(MoE, 1998, p.20) and thirdly they inculcate assessment, not in terms of 

making judgements or using perceptions, but as a unified theory or 

normative knowledge base central to teaching  “have a sound 

knowledge of curriculum, learning and assessment theory” (p.19).  Each 

of these message systems is so deeply embedded in the school system, 

                                                 

8 A copy of this entire document is included as appendix three to enable readers to follow the 

analysis more closely. 

 66



that both the systems themselves  and the messages which 

they convey, are largely taken as givens, thus virtually guaranteeing, 

in the absence of effective contesting messages, that hegemonic  

processes will protect and reproduce the status quo to maintain the 

political positioning of actors in accordance with the dominant 

discourse in schools.  The Professional Standards for Teachers are 

doubly hegemonic as they contain the messages not just about how 

and what children should be taught, but also about how and what 

teachers should be taught in their pre and in service education 

courses, and how their work should be monitored and rewarded. 

Hegemonic process partially explains how recent changes in New 

Zealand Education, have gone largely unchallenged, even though 

they have led to increased central control over schooling rather than 

to the empowerment of individual school communities which they 

promised.  While boards of trustees were given the power to make 

self-determining decisions, the major “message systems” were 

reclaimed by central government, setting out and centralising the 

parameters within which the decisions could be made.  Performance 

Management is an artefact of  the knowledge based economy, which 

treats knowledge as a product or commodity and teachers as 

producers of that commodity and is underpinned by “the changing 

relationship between the economy and non-economic areas of life, 

and in the tendency for the former to colonise the latter” (Fairclough, 

2001, p.30). A discourse of performance management in schools 

was operationalised through the publication of the Performance 

Management Guidelines, the letting of contracts to advisers to 

ensure the consistent introduction of policy and the establishment of 

the Education Review Office, for whom one focus in school audits 

and reviews is the school’s performance management system.   
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This study contends that the messages of Teacher Professional 

Standards and Performance Management are  transmitted in a 

discourse of technical rationality which is at odds with qualities which 

are operationalised in the local, holistic, situated accounts of teaching 

practice.  Although professional artistry is operationalised in teaching 

practice, it is reduced to a discourse of technical rationality in the 

semiosis of the inter connected processes through which teaching 

practice is assessed, represented, taught and managed at the 

institutional level.  The Performance Management Guidelines treat as 

discrete and unconnected each of the domains of practice which are 

represented in The Professional Standards for Teachers, and inculcate 

the teacher’s fulfilment of these standards as linear and stage like, with 

no conflicts of interest.  On the other hand, the local accounts of practice 

show how each domain of professional practice is coterminous with the 

others, and that the dictates of one can often mitigate the other.  For 

example, in the domains of classroom management and the motivation 

of students a fine balance between the two is required, sometimes 

presenting conflicting frames for action.  Teachers make such decisions 

many times during a single lesson, and even before their lessons, in 

terms of the planning and preparation that they do.  This mismatch 

constitutes an undervaluing of teachers’ work, carrying as it does the 

inference that teaching competence is underpinned by the technical 

capability of applying a range of skills which are undisputedly 

appropriate to problems of practice which are finite and not open to 

interpretation, rather than emphasising the human efficacy, (or 

professional artistry) in organising and interpreting the presenting factors 

in order to determine how to frame and treat the problems of practice as 

they occur.  The ways in which this message is constraining the 

teaching profession and impacting negatively on teacher morale is 

discussed in the chapters five and six of this study, where extracts from 

the Performance Management Guidelines are considered against 
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local accounts of practice to demonstrate how the language and 

semiosis of the official discourse “interconnect with other elements of 

social life and . . . figure in unequal relations of power” (Fairclough, 

2001, p.25).  The research design is based on the assumption that the 

official discourse of teaching circulates the technical rational paradigm of 

teaching.  In the next chapter I explore other paradigms of teaching with 

a view to explicating the discursive positioning of teachers in the wider 

social setting.
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Chapter Four

Review of the Literature 

4.1 Paradigms as Discursive Positions 

The data for this study is gathered in the local context from talk about 

actual examples of practice.  In interpreting that data, it is important that 

this study be informed by other representations of teaching which 

circulate in the wider social setting.  One way to explore how teaching is 

represented beyond the local context, is to identify the different 

paradigms that circulate in the literature.  These paradigms inculcate 

teachers and teaching in different discourses.  Paradigms are human, 

and therefore social constructions of beliefs which guide actions, 

(Denzin and Lincoln, 2000) so it is doubly important that this study be 

informed by the literature surrounding the paradigms of teaching.  Firstly 

in order to background the differing paradigmatic orientations in the STs’ 

accounts of their artistry which might signal potential barriers to the 

rematerialisation of particular discourses in the social life of teaching 

and secondly to identify the discursive positioning of social actors within 

the paradigms that circulate and the political consequences of this 

positioning for the profession of teaching. 

In this study the term ‘paradigm’ is used to refer to a set of guiding 

principles which depict teaching in a particular way, and the term 

‘discourse’ to refer to the mechanisms by which the paradigms are 

communicated.  A paradigm is a basic set of beliefs on which actions 

are founded.  “Paradigms deal with first principles or ultimates” (Denzin 

and Lincoln, 2000, p.185).  Paradigms are communicated through and 

constituted in the discursive practices of teaching which permeate the 
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genre chain (Fairclough, 2002) and textually mediated discourses 

(Smith, 1993) of teaching.  Using “ideological codes” as analogous with 

genetic codes Smith explains  

(t)here are “ideological codes”  that order and organise texts 

across discursive sites, concerting discourse focused on divergent 

topics and sites, often having divergent audiences and variously 

hooked into policy or political practice (Smith, 1993, p.51).  

Paradigms of teaching are hooked into “policy or political practice” 

through discourse, that is through the uptake of theory and research via 

such links of the genre chain as professional journals, teacher 

professional development, pre-service teacher education, conference 

presentations and the official documents in which teaching is 

represented.  The contesting nature of some of these paradigms, has 

been referred to as the “paradigm wars” (Gage, 1989; Anderson and 

Herr, 1999).  While many teachers believe that the battles fought at 

higher levels in the educational system do not directly effect them, the 

effects certainly rattle through the genre chain of teaching.  The battles 

determine which theories hold sway and therefore drive policy making, 

standards setting and legislation and all of these impact on the teacher 

at the chalk face, whose work may be constrained or enabled by the 

ways different paradigms position them in the meta discourse of 

teaching.   

Anderson and Herr highlight, and this study aims to explicate, the 

entrenched processes by which preferred paradigms become integrated 

into the educational ecosystem through the semiotic features  of the 

discourses in which they are represented.  This creates a kind of in-built 

paradigmatic survival instinct which functions to espouse one theory, or 

several linked theories and discredit others:   
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these epistemologies are embedded in the very institutional 

structures of universities . . . . These structures, in turn, create a 

kind of institutionalised violence that is used to protect the 

epistemological stances that underlie an institution’s perceived 

legitimacy (Anderson and Herr, 1999, p.12). 

indicating that a “radical restructuring of the social order” (Fairclough, 

2001) will be necessary to affect change.   

As outlined throughout this study, it is timely for teachers to become 

more aware of how the contesting paradigms that circulate in the 

discourses position them within the meta discourse of teaching.  I will 

argue that this is especially important as technical rationality is the 

paradigm which circulates in the dominant discourse, whereas a 

growing body of research is coming to recognise the importance of 

individual teacher agency.  Britzman (1991) and Zeichner and Liston 

(1996) concur that teachers’ practical theories are so embedded in the 

social practices of teaching that they challenge the traditional view of the 

relationship between, or rather the separation of, theory and practice,  

(t)his practical and personal theorising offers an insider’s 

perspective on teaching and learning in schools that cannot be 

gained from theories invented by outsiders.  The importance of 

teachers’ practical and personal theorising cannot be ignored any 

longer as a key source of educational knowledge  (Zeichner and 

Liston, 1996, p.38) 

Some of the major paradigms of teaching which underpin past and 

present thinking are discussed below.  The dominance or 

marginalisation of certain paradigms within the discourses and the  
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contesting discursive positions they suggest for teachers are outlined 

here and referred to throughout the analysis of the STs’ accounts of 

their practice and the analysis of the performance management 

document.  

4.2 The Teacher as a Technician 

The teacher-technician paradigm  tends to locate the problems of 

practice in the students and teachers and sees teaching as consisting of 

a range of decontextualised techniques which teachers can use to fix 

students’ deviant behaviour.  It tends not to explore and take account of 

the wider educational system, that is the holistic context in which both 

the students’ behaviour and the teacher’s response to it are taking place 

(Zeichner and Liston, 1996).   

Whereas  “it is expected that student teachers will build a coherent, 

enlightened, integrated body of knowledge that will inform, and in turn 

be informed by, classroom practice” (Calderhead and Robson, 1991, 

p.1) the teacher as technician paradigm tends to suggest that there are 

a finite number of practical situations which arise in teaching, all of 

which may be “fixed” by the application of predetermined strategies 

which the teacher has been trained to apply.  As this paradigm is taken 

up in the discourse, the teacher is positioned as a ‘fixer of problems’ and 

is reflexively held accountable for fixing them no matter what (social, 

economic, philosophical, political)  issues underpin the presenting 

problems in the classroom.  

Yinger and Hendriks-Lee (1993) highlight how the emphasis on problem 

solving according to specialised scientific knowledge became prevalent, 

citing a range of cultural and scientific assumptions, including the nature 

of industrialised work and the dominance of psychology in the social 

sciences, a theme elaborated on by Schon (1995).  He states that these 
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assumptions changed the nature of universities in the early twentieth 

century, to the extent that only scientific, technical knowledge was 

legitimated.  As a result the business schools and professions entered 

into a discourse of technical rationality and  “agreed to look at 

professional practice as though it consisted of the application of science 

or systematic knowledge to the instrumental problems of practice” 

(Schon, 1995, p.3). 

This study argues that many of the Tomorrow’s Schools reforms, and 

the on going stream of legislation and policies in which they are 

enacted, are communicated in a discourse based on a paradigm of 

technical rationality  which values only those aspects of a teacher’s work 

which relate to measurable skills, can be observed, mastered and 

monitored, and which reduce as far as possible human fallibility (Fish, 

1991).  It will demonstrate how current accountability measures 

accentuate the technical aspects of the job, and commodify education 

as part of new wave capitalism (Fairclough, 1992, 2001) assuming that 

education is a product and that professionals 

are not to be trusted with more than the technical aspects of the 

job, that professional judgement and traditional skills, knowledge 

and experience are not reliable in ensuring the efficient running 

and quality end product which is demanded by today’s consumerist 

aware customer  (Fish, 1991, p.31).  

These issues are explicated more fully in the analysis, but it is important 

to note here that this mistrust of human fallibility in the technicist 

paradigm is becoming intractably entrenched in the discourses which 

represent teaching.  It is apparent in the tightly prescribed achievement 

objectives and essential skills of the curriculum statements, in 

assessment processes which the MoE is poised in July 2002 to  
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prescribe even more tightly, in performance management systems and 

in the raft of processes that underpin recruitment, retention and reward 

in the profession.  Against this restrictive political background, this study 

foregrounds individual teacher agency in the local accounts of 

practitioners.  These accounts demonstrate the centrality of problem 

framing and ethical decision making in all teaching revealing the 

uncertainty and complexity of practice.  The accounts signal a 

rhetoric/reality gap between policy and practice, in so far as the 

technical rationality paradigm underpins the official and dominant 

discourse of teaching, yet the paradigmatic orientation of the STs’ 

accounts of their practice is clearly professional artistry.  The STs see 

themselves as instrumental in making good teaching decisions and their 

talk represents teaching in the contesting discourse of professional 

artistry. 

4.3 The Teacher as a Reflective Practitioner 

This paradigm has its roots in the work of John Dewey who believed that 

teachers were professionals who could play active roles in curriculum 

development and educational reform, through open minded reflection on 

their work (Zeichner and Liston, 1996).   

In Schon’s reflective practice (1983, 1987) there is an underpinning 

directive to learn from practice, but so far from suggesting that all 

actions lead to learning, the point is that only when action is informed by 

reflection and subsequently informs reflection (Schon, 1983) can 

effective professional learning take place.  This occurs when insights are 

gained into the two sets of theories which usually inform problem 

solving:  theory in use and espoused theory (Argyris and Schon,1974).  

Espoused theory which encapsulates the “proper and somewhat 

sanitised story of how the problem should be solved” (Richmond, Sanyal 

et al, 1998, p.9) and theory in use  (Argyris and Schon,  1974) which 
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is not usually articulated, but nevertheless more powerfully drives the 

action taken to solve the problem.  Schon contends that, through a 

process of reflection in action and reflection on action, successful 

professionals are continually learning about their practice and through 

their reflections informing and expanding their knowledge base.  Schon 

accepts human agency as part of the holistic frame of the problem, and 

the means to its solution.  Instead of reducing the professional’s input to 

a set of routinised technical capabilities, he refers instead to the wider 

concepts of wisdom, talent, intuition or artistry.  Johnson (2002b) sees 

another, post-personal, dimension to reflection seeing it as a means to 

challenge the status quo, and recognise how the often technical-rational 

orientation of official policy restrains and constrains individual 

achievement and development.  In this study, the tendency for the 

official discourse of teaching, as exemplified in The Professional 

Standards, to reduce the discourse of reflective practice into one of 

technical rationality is highlighted.  In the Performance Management 

Guidelines reflection is routinised as a pathway to self improvement, a 

sort of self-surveillance mechanism by which members of the profession 

can supervise their own performance (Foucault, 1977).  This orientation 

is epitomised in one indicator for meeting the standard, which is  

“continually reflects on own teaching approaches and techniques and 

takes action to improve” (MoE p.29).  The significance of the differential 

positioning of the activity ‘reflection’ in the sub discourses on reflective 

practice is discussed below, but here it is important to note Johnson’s 

(2002) finding that “the design and use of different methods of 

accounting would most certainly produce an alternative account of 

professional practice” (Johnson, 2002a, p.21).  
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Schon sees professional practice as incorporating applied science and 

research, but these are tightly bounded so that theory and practice are 

tightly linked, and science based knowledge has no life without the 

artistry of practice in which theory is enacted.  One of the problems with 

this paradigm is that “(a)midst the explosion of interest in the idea of 

teachers as reflective practitioners, there has been a great deal of 

confusion about what is meant in particular instances by the use of the 

term reflective teaching” (Zeichner and Liston, 1996, p.7).  It is in 

recognition of this confusion and the growing differentiation in the 

paradigms of reflective practice which circulate in the discourse 

(Zeichner and Liston, 1996) that this study makes the paradigmatic 

distinctions outlined below. At the same time, it is acknowledged that the 

paradigms may all fit the overarching or generic category of reflective 

practice.  

4.4 The Teacher as an Implementer of a Professional Knowledge 
Base Mediated Through Personal Theories  

Since the 1980s renewed attention to Dewey’s earlier work has 

increased the focus given to the experiential knowledge that is 

embedded in teachers as persons, in their classroom practices, and in 

their lives.  Shulman (1986) might term this teachers’ strategic 

knowledge, Handal and Lauvas (1987) their practical theories and 

Bullough, Knowles and Crow (1992) their teaching metaphors.  

Whatever the terminology, the concept is that all teachers incorporate 

into their teaching elements of self, such as personal values, attitudes 

and beliefs and their own experiences, which impact on their teaching 

practice, and are continually formulated and reviewed through action 

and reflection.   

So, while it may seem reasonable for teacher educators to 

conceptualise a professional knowledge base which should form the 
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basis for students’ learning about teaching, such a knowledge base will 

always be problematic, formulated from competing paradigms and 

circulated  in contesting discourses, for, as McCarty (1995) states, 

“(k)nowledge must have a bearer; it must be realised; it must be 

supported metaphysically” (p.35) and it “becomes not a matter of 

concrete configuration but a business of abstract, information-theoretic 

exchanges” (p.44).  In the official discourse of teaching, knowledge is 

portrayed quite differently, as a uniform entity which can be possessed 

to normatively standardised levels, as inculcated in the professional 

standard for beginning teachers  “have a sound knowledge of 

curriculum, learning and assessment theory” (MoE, 1998, p.19). 

The concept of teacher self image is an important aspect of teachers’ 

personal theories which is emphasised in the STs’ accounts.  Not only 

do they talk about their teacher selves, but how they, as individuals, pre 

exist and have impact on their teacher selves and teaching.  This links 

to Britzman’s (1992a) understanding of the importance of teachers 

developing a sense of self identity, for the teacher’s self image will 

determine how s/he acts as a teacher as well as being determined by 

how s/he acts.  ST3’s following account, reproduced according to the 

transcription conventions described above and detailed in appendix one, 

shows how she differentiates and strives to reconcile her self and 

teacher self  by, for example, sharing jokes with the children and trying 

to correct misbehaviour but “not in a horrible way“.  ST3 384-388. 

384 

385 

386 

387 

388 

ST Uh Thai was not doing his work and he was disturbing (:) the 

person next to him um   and I thought the easiest solution is to 

move the source so (:) just basically just said “right Thai you 

need to move”  in a strict but not (::) what’s the word  not in a 

horrible way I don’t think.

Calderhead and  Robson (1991) found that 
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(t)he concept of image appeared useful in describing how 

knowledge about teaching was held.  Images of teaching appeared 

to be ways of representing knowledge that could readily be 

translated into action, sometimes synthesising quite large amounts 

of knowledge about teachers, children, teaching methods and so 

on (p.7). 

yet still in 1999, Anderson and Herr complain that teachers’ voices and 

the access they could offer to the individual ways in which they interpret 

and frame practice, are missing from research.  This study would concur 

with this view, and focuses on the way the networked social practices of 

teaching act as barriers to teachers having a significant voice in the 

discourse. 

Britzman, cited in Johnson (1997) pursues this notion of identity further, 

differentiating between the teacher’s role and identity, in which the latter 

is much more problematic as it cannot just be assigned or taken up, 

because identity is negotiated through an on going process of social and 

cultural interaction in which one’s attitudes and values develop and 

change.  This paradigm problematises the premise on which the 

apprenticeship model of teacher education is based. 

The paradigm “teaching as an apprenticeship” depicts the experienced 

teacher as a given, a standard entity who shares a common core of 

knowledge and experiences with other experienced teachers.  A 

superficial view of what and how student teachers learn on teaching 

practice allows this paradigm to circulate in the discourse, and many 

student teachers perpetuate this simplistic view by valorising their time 

on practice much more highly than their time on campus, without being  
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fully aware of what it is they learn at each location and their own role in 

connecting and integrating their two learning experiences.  The 

paradigm which depicts teachers as mediating their knowledge base 

through personal experiences circulates in a contesting discourse in 

which experiences are not seen as unified, and expertise is not a fixed 

response in a particular situation, but is constructed and mediated 

through the thoughts, beliefs and actions of the individual to guide 

problem framing and decision-making-in-action.  In this paradigm 

expertise is more of “an ability to make sense of the Discourses in which 

one is successively engaged” (Johnson, 1997, p.825) and teachers are 

discursively positioned as ethical decision makers.  While Calderhead 

and Robson (1991, p.2) are able to generalise that the novice teachers’ 

knowledge relating to classroom practice “is rather scant, disorganised 

and not readily related to action” and that by contrast experienced 

teachers’ knowledge is “more systematically organised and related to 

specific classroom contexts” (Calderhead and Robson, 1991, p.2) this is 

no indication that the knowledge is more or less the same, or has been 

similarly constructed, for if individual beliefs, attitudes and values are 

central to that knowledge it must vary between individuals.   

The concept of teacher self image could be linked to Morine-Dershimer 

and Reeve’s (1994) study, that explored teachers’ use of metaphor, and 

how this gave insights into teachers’ conceptualisation of their 

knowledge and actions, “an examination of the natural use of 

metaphoric language to describe teaching can provide a viable 

alternative route to accomplishing the goal of bringing tacit beliefs to the 

surface where they can be systematically questioned” (Morine-

Dershimer and Reeve, 1994, p.162).  To pursue this line of thought is to 

celebrate the individuality and creativity of teachers, and recognise the  
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existence of a professional artistry which empowers rather than limits 

the capabilities of teachers. 

Dunkin et al (1998) further reinforce this view of the differentiation of 

teachers’ knowledge.  In their study of four teachers implementing a 

civics and citizenship unit, they concluded that seven major themes of 

knowledge occurred in these teachers’ thinking.  Four of these were 

clearly linked to teachers’ knowledge and beliefs, that is knowledge of 

content and resources; knowledge of pupils; pedagogical knowledge; 

and knowledge of community context.  From these they yielded five 

propositions, the first of which is pertinent here, “(t)wo powerful 

determinants of teacher knowledge are, first, the study teachers do of 

unfamiliar material that they will shortly teach, and second, the 

reinforcement of that learning provided by the act of teaching itself” 

(Dunkin et al, 1998, p.150). 

In this paradigm the act of teaching is inculcated in the discourse as 

reinforcing  and shaping a teacher’s knowledge.  From this discursive 

position it could be argued that a teacher’s knowledge becomes more 

differentiated, both from its original state, and from the knowledge of 

others, each time s/he teaches, for the multi dimensional nature of 

classroom interactions means that potentially the experience could  be 

different and therefore yield different learning each time.  The same 

study also noted (p.148) the tendency of teachers to modify lesson 

content in response to students’ backgrounds, needs or participation 

levels, sometimes at the risk of compromising lesson content.  This 

suggests a further axis along which knowledge will be adapted and 

changed through the act of teaching.  It foregrounds the importance of 

teachers’ problem framing and decision-making-in-action and signals 

the potential for slippage between the  rhetoric and reality of teaching.  
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The rhetoric is usually stabilised and enshrined in written policy, 

whereas reality is socially created by the social actors in the social 

context and is therefore continually under construction. 

This paradigm of the teacher as an implementer of a professional 

knowledge base mediated through personal theories, clearly opposes 

that of the teacher as technician, for it positions teachers as making 

infinite choices from a knowledge base which is being continually 

modified, rather than consistently applying static knowledge.  On the 

other hand, it adds weight to the notion of artistry as a form of highly 

diversified, non standard, dynamic creativity, through which teachers 

translate theories into action; valorises Schon’s concept of reflective 

practice through which espoused theories and theories in use are 

recognised; and highlights the need for discourses to make available the 

terms and resources to capture the complexity of practice in the holistic 

context. 

4.5 The Teacher as a Contextual Change Agent or Product of 
Context 

Perhaps the most empowering paradigm for the teaching profession is 

that which gives teachers a major role in shaping the social and political 

conditions which frame and influence education.  Critics of Schon’s 

concept of reflective practice comment that he denies teachers this role, 

by focusing their attention only inwardly on their own practice (Zeichner 

and Liston, 1996).  If teachers also focus on the social conditions of 

teaching and seek to question the taken for granted assumptions  

through a process of critical reflection, they can heighten the efficacy of 

their practice, and reposition themselves within their profession as 

catalysts for social change.  In New Zealand, however, it would seem 

that Zeichner and Liston’s  (1996) fears that, “without such a conception 

(of teachers’ work) the teaching profession will be demeaned and 
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eroded by calls for others to dictate what teachers should do ” (p.20, 

parenthesis added) have been realised in the educational reforms of the 

last decade.  These are good examples of what Apple (1993) terms the 

interesting historical dynamics of the extension 

gradually- but still graphically - of the direct or indirect State 

authority over the field of symbolic control.  Education has become 

a crucial set of institutions through which the State attempts to 

produce, reproduce, distribute, and change the symbolic 

resources, the very consciousness of society (Apple, 1993, p.66) 

Unless teachers are aware of the covert dynamics of this hidden 

curriculum, they can become merely the product of, rather than an agent 

within, their social context, contributing to their own demise in the role of 

professional and personal knowledge in education.  In this paradigm 

teaching is inculcated in a discourse in which the teacher is positioned 

as unthinkingly recreating and responding to the organisational rituals 

and the institutional rhetoric of education, preserving the status quo 

through hegemonic processes.  This is perhaps what Laursen (1994) is 

referring to when he puts forward this view of teaching, “teaching is not 

a kind of professional artistry guided by feedback on the student 

learning.  Rather, teaching is a routinised and institutionalised practice 

guided by the organisational framework of the school” (p.132).  How 

routine is represented and inculcated in STs’ accounts of their practice 

is discussed in the analysis but it is important to signal here that the 

notion of routine was found to be significantly complex and to vary from 

context to context. 

4.6 The Teacher as a Performer 

“The performance paradigm is multi-vocal and counter hegemonic” 

(Pineau, 1994, p.19) as it portrays teachers as changing  roles and 

therefore exchanging  power relations with the class (Johnson and 
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O’neill, 1991).  In the performative paradigm, culturally significant 

aspects of the theatrical genre such as role, narrative, plot, irony and 

tension rematerialise in a discourse of teaching, which positions 

teaching, like theatrical performance, as a social-cultural construction 

with only a temporal reality (Muir, 1996).  In discussing teaching in the 

performative paradigm it is important not to focus merely on gesture, 

voice production and the purely technical skills of acting, which Pineau 

(1994) terms the reductive elements of the performance metaphor.  

These elements rely purely on the teacher as actor analogy (Dawe, 

1984) and “on a reductive, actor-centred model that impoverishes both 

educational and performative experience” (Pineau, 1994, p.6 ).  In this 

way we are reminded of the significance of the wider theatrical context, 

which actively evokes emotion, tension, struggle and the willing 

suspension of disbelief.  Actors are just one element in this context, just 

as teachers are only one element in the school context which offers 

diverse opportunities and challenges for them to respond to.  This point 

is signalled here as it proved significant in the analysis of ST3’s talk 

about her practice, and also because it depicts the centrality of context, 

and how a single focus on the individual competencies of the actor(s) 

can block understanding and appreciation of cultural and contextual 

factors, such as the roles assigned to the actors and the actors’ 

individual agency in interpreting them.  This is discussed further in 

chapter six when the difference between casting children in the role of 

learners rather than in the role of people to be taught is explicated.  I 

argue that this is the sort of blocking which occurs in The Professional 

Standards and Performance Management Guidelines, operationalised 

as they are in a discourse of technical rationality with the actor/teacher’s 

skills positioned as finite and stable and applied routinely during their  
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“performance”. 

4.7 The Teacher as a Transformer of Academic Content 

This paradigm stresses subject matter and the transformation of subject 

matter into content that students can understand.  It circulates mostly in 

the discourse associated with secondary schooling, but the more that 

knowledge becomes centralised, standardised and  commodified, as 

demonstrated in the central prescription of achievement objectives at 

every level and in every subject in the compulsory education sector in 

New Zealand, and the more teachers are held accountable for the 

production of the knowledge commodity, the greater the potential for this 

paradigm to permeate the discourse of primary teaching as well. 

For many years the advocates of what Zeichner and Liston (1996, p.53) 

term “the Academic Tradition” argued that the only expertise that 

teachers needed to acquire was breadth and depth of subject matter 

combined with a brief school - based apprenticeship in practical skills.  

However this view has long been discredited (Shulman, 1987; 

Grossman, 1990; McDiarmid, 1992) as inadequate, as this type of 

teacher preparation fails to give teachers an understanding of key 

concepts and pedagogical knowledge needed to transform the subject 

content so that it may be learned by students (Grossman, 1990).   

Shulman (1987) points out, that while there are many characterisations 

of effective teachers, these often dwell on the teachers’ ability to 

manage students in classrooms rather than on their ability to manage 

ideas within classroom discourse. He expresses a view of teaching in 

which 

(t)he teacher can transform understanding, performance skills, or 

desired attitudes or values into pedagogical representations and 
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actions.  These are ways of talking, showing, enacting, or 

otherwise representing ideas so that the unknowing can come to 

know, those without understanding can comprehend and discern, 

and the unskilled can become adept (Shulman, 1987, p.7).   

He enumerates (p.8) the four major sources of teachers’ knowledge as 

scholarship in content discipline, the materials and settings of the 

educational process, research on schooling and the social and cultural 

phenomena that affect what teachers can do, and the wisdom of 

practice itself, but cautions against allowing the knowledge base 

approach to produce “an overly technical image of teaching” (p.20).   

Like Schon, Shulman (1987) seems to be recognising the significance of 

learning through practice or experience.  He clearly recognises the 

interactionality of teachers’ knowledge in action in his categorisation of 

the knowledge base of teachers as follows:  

• content knowledge 

• general pedagogical knowledge (such as teaching and 
management strategies) 

• pedagogical content knowledge  

• knowledge of learners and their characteristics 

• knowledge of educational contexts for example how schools 
are managed, governed and financed and how they reflect 
communities and cultures 

• knowledge of educational ends, purposes and values and 
their philosophical and historical grounds 

He lays special emphasis on teachers’ unique blend of knowing what to 

teach, how to teach and how to respond to those they are teaching, that 

is content pedagogical knowledge, as being very  important in teaching, 
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“(i)t represents the blending of content and pedagogy into an 

understanding of how particular topics problems or issues are 

organised, represented and adapted to the diverse  interests and 

abilities of learners and presented for instruction”  (Shulman, 1987, p.8). 

The interactionality and blending of skills, content knowledge, 

educational knowledge and experiential knowledge are centrally 

positioned in this discourse.  This study suggests that the individual 

agency of the teacher is pivotal in this blending process.  I reasoned that 

talk about treatment of content and learners, stimulated by the 

immediacy of the video of the context in which the content was taught, 

offered rich sites of data in terms of STs’ problem framing and decision-

making-in-action, and thus their individual agency. 

One body of work which seems to conflict with this paradigm of teaching 

is Andersson and Lawenius’s (1983) study as reported in Marton’s 

(1994) work on the structure of teachers’ awareness.  Although able to 

identify six main domains of teacher awareness, how to deal with 

specific content to be learned was not one of them   

(t)he general picture that the investigation yields is that learning 

goals in terms of the pupil’s mastering of some specific content did 

not appear as a major driving force of the teachers’ acts, at least 

not as reflected by the research approach adopted (Marton, 1994, 

p.35). 

While this domain did not figure highly in the awareness of the thirty 

seven teachers in Andersson and Lawenius’s (1983) study (cited in 

Marton, 1994) nor in the directedness of the 12 primary teachers in 

Alexandersson’s (1994) study, Marton argues that it should.  He cites 

Stevenson’s (1992) summary of a series of studies in which American 

children were compared with children in Japan, Taiwan and China with 
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regard to learning outcomes in mathematics, which revealed a “shocking 

difference between the children from the greatest economic power in the 

world on the one hand, and the children from a developing country on 

the other hand“ (Marton, 1994, p.36).  Stevenson (cited in Marton, 1994) 

attributes the American children’s poor performance to the lack of 

emphasis on learning and over emphasis on children’s needs in 

American teachers.  Marton (1994) goes on to conclude 

(t)he most general learning and thinking capability is thus the 

capability of experiencing fully, in as focused and open a way as 

possible, every phenomenon and every situation in question.  Now 

this capability can hardly be developed without giving the content 

of learning the most central role (Marton, 1994, p.38). 

The issues central to the paradigm of teacher as transformer of 

academic content, while not the ones which overtly dominate the 

discourse on teaching, nevertheless covertly permeate the genre chain 

of practice through the central prescription of the content to be taught, 

the national monitoring of children against that prescriptive content, the 

publication of the data from that project (National Education Monitoring 

Project, henceforth NEMP) and the subsequent use of the data to inform 

policy.  These links in the genre chain of practice ensure that this 

paradigm, although largely shown to be an inadequate reflection of the 

work teachers do (Shulman, 1987), circulates in the official discourse of 

teaching, for as Smith (1993) has explained discourse is textually 

mediated and the practices of nationally prescribing and nationally 

testing mediates the discourse of curriculum content and hence the 

discourse of teaching practice.  The particular significance of this for this 

study, is that it reflects the complexity of the value conflicts which I 

argue are inherent in routine teaching situations.  While teachers are 
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asked to meet individual students’ needs, cater for their learning styles, 

motivate them to learn and positively manage their behaviours, activities 

which in real contexts require constant compromise and prioritising, they 

are not expected to compromise the nationally prescribed achievement 

objectives.  This further highlights the value conflicts which fail to 

rematerialise in the official discourse of teaching.   

4.8 Summary 

While all of the above paradigms are clearly differentiated and position 

teachers and teaching differently in contesting discourses, the common 

thread of reflective practice is subtly inherent in them all.  In each 

paradigm reflection has a different purpose and is therefore positioned 

differently within different discourses of teaching, suggesting that “the 

notion of “reflection” needs to be unpacked and examined with a 

historical as well as a philosophical eye” (Bleakley, 1999, p.4).  Bleakley 

contends that this is necessary to prevent “reflective practice” becoming 

a catch-all title for a process which is still ill defined and therefore in 

danger of  being appropriated by the narrow, technical-rational 

approaches which Schon deplored.  I argue that reflection is a textually 

mediated discourse (Smith, 1993) and in the ‘text’ of teacher 

performance management it is inculcated in a discourse of technical 

rationality, as a mechanism for practitioner self surveillance (Foucault, 

1977).  

It is very easy for teachers and teacher educators to take the narrow 

view of reflection, seeking to develop teachers’ skills by merely looking 

disconnectedly at practical performance and technical skills, such as 

teacher presence and behaviour management techniques, without 

linking that performance to its social context, its professional knowledge 

base, the personal theories of the teacher and the teacher’s knowledge  
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and interpretation of the content to be learned.  Such a narrow form of 

reflection limits the opportunity for deep and meaningful teacher 

development, by positioning teacher thinking as making choices from a 

sort of teaching tool box in which strategies lie ready for action, rather 

than resolving value conflicts, evaluating and prioritising presenting 

factors and then making ethical decisions about how to act. 

Ecclestone’s (1996, p.152) concern, that reflective practice may be 

taken over by a “mantric theory”, which promotes reaffirmation of belief 

rather than a heuristic approach that questions and explores, could 

easily be realised if such a narrow and technical view of reflective 

practice is taken.  By reflecting narrowly on the technical aspects of 

practice, the teacher could fail to interpret all the nuances of the 

educational context and therefore not connect to, or help to create a 

wider knowledge base which could inform actions.   This would limit 

potential for growth by increasing the likelihood that actions and events 

will be inculcated in a discourse of technical rationality which creates the 

problems of practice in simplistic mono dimensional ways, requiring 

simple mono dimensional solutions.  Paradoxically, this form of 

reflection is essentially unreflective (Ecclestone, 1996, p.152).  A similar 

concern is echoed by Zeichner (1994, p.11) who fears that the 

emphasis on self reflection impoverishes the wisdom derived from the 

experience of others.  From the point of view of this study, it is important 

to note that a discourse which circulates globally in the social world of 

teaching and teacher education, can rematerialise in so many different 

forms within a reasonably homogenous social group.  One way to 

minimise misinterpretation and misuse of reflective practice would be to 

study reflective practice as a (series of contesting) discourse(s) and 

identify the consequences for the profession of the different positioning 

of activities and actors within the discourse.  Another would be to design 
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different opportunities and ways for teachers to reflect on their practice, 

such as using video stimulated recall, to further explore Johnson’s 

(2002b) finding that such diversity of reflection would produce diversity 

of accounts. 

Through this review of the literature, some of the complementary and 

competing paradigms which circulate in the discourse have been 

explored.  It has been demonstrated how each paradigm provides a 

different discursive positioning and therefore a different frame for 

interpretation, of the social activities of the  stake holders.  This study 

will argue that the limits and opportunities which each discourse offers, 

and the nature of discourse in the social practice of teaching per se 

should be considered carefully by teachers and teacher educators, both 

as a means of explicating and articulating the complexity of their work, 

and as a means of recognising the hegemonic potential of the dominant 

discourse, which this study suggests is that of technical rationality.  

None of the competing discourses should be discounted, but the 

potential for the discourse which underpins the development and 

direction of educational policy to severely limit or significantly empower 

the educational process through its positioning of social actors and its 

ordering of priorities and purposes should never be ignored. 

This chapter has summarised the paradigms which circulate in the 

discourse of teaching and has cautioned against the inculcation of 

teaching in a single discourse of technical rationality.  In the following 

chapter I demonstrate, through analysis of the Performance 

Management Document, how the dominant discourse of technical 

rationality has colonised the discourse of performance management in 

schools and marginalised the contesting discourse of professional 

artistry. 
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Chapter Five 

Critical Discourse Analysis of the 
Official Discourse Text 

Teacher Performance Management: Primary School 

Teachers, Primary School Deputy/Assistant Principals.  A 

resource for boards of trustees, principals and teachers. 
(MoE, 1998) 

5.1 Overview 

In this chapter I introduce the official document on which the 

performance management of primary teachers in New Zealand’s state 

schools is based.  Through close analysis of the text I demonstrate how 

teaching is represented in a discourse of technical rationality which 

strips individual teachers of their creative and professional agency and 

divorces actions from their purposes thus allowing the complexity of 

teachers’ decision-making-in-action to be obscured.  I proceed to 

explicate the entrenched embeddedness of the dominant discourse of 

technical rationality in the New Zealand Education System and features 

which have contributed to its hegemonic progress.   

I argue that while it may be the dominant discourse, technical rationality 

does not represent the complex reality of teaching practice and that this 

positioning of teaching in a lesser discourse dispossesses teachers of 

their professional artistry, contributing to the identified social problem 

being studied, that is teachers’ alienation from the salient aspects of the 

profession of teaching. 
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5.2 Framework for Analysis 

As discussed in the research design, Foucauldian, ethnomethodological 

and Critical Discourse Analysis (CDA) frameworks for analysis offer 

contesting and contrasting viewpoints.  In this study I use all three 

analytical approaches, and therefore the differences between them and 

how I use them, require further explanation.  The ethnomethodological 

tools of Membership Categorisation Analysis (MCA)  (Sacks 1996; 

Baker, 1997) are firstly used to identify how STs describe, categorise 

and make sense of the features of their world.  It is necessary to use 

such analytical tools as a ‘common sense’ interpretation of teaching has 

failed to recognise its complexity (Labaree, 2000).  Foucauldian analysis 

is then used to locate those categories in the discourses which circulate 

in the wider social world of teaching with a view to seeing how they are 

constructed, sustained and positioned.  This is an important step as it is 

these locally generated categories which lock the discourse into the 

genre chain (Fairclough, 2001) or populate the texts, for example 

classroom practice, performance appraisal, which mediate the 

discourses (Smith, 1993).  So we see that “(t)hese are the categories 

that lock the discourse into place, and possibly the practices that flow 

from them” (Baker, 2000, p.112).  CDA is used to explore how/why 

aspects of the genre chain (Fairclough, 2001) of teaching function to 

lodge the identified problem of teacher alienation from their professional 

artistry into the social world of education.  In doing so CDA exposes the 

power relations inherent in the discourse, with a view to affecting social 

change. 

Foucault’s concern is to render the familiar strange, to unmask the 

familiarity in taken for granted practices and so reveal the “micro 

technologies” through which discourse exercises power and constitutes 

knowledge in the social world under scrutiny.  In this view discourse 
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consists of  

the configurations  of assumptions, categories, logics, claims and 

modes of articulation.  The configurations provide persons with 

coherent frameworks and discursive practices for constructing 

different social realities within which particular kinds of people 

reside, relationships prevail and opportunities are likely to emerge 

(Miller, 1997, p.32).   

Central to these frameworks is the way in which discourses construct 

objects which become pivotal in defining the knowledge in question, and 

instrumental in fixing or locking into place the rules, conditions and 

power relations taken for granted in that knowledge.  The knowledge 

itself is transsituational and inherent  in discursive formations, and while 

it can be identified and analysed in texts, it is not textually produced.  

While this study is predominantly focused on textually oriented 

discourse analysis (transcripts of interviews and The Performance 

Management Guidelines) it cannot afford to ignore “the conditions of 

possibility” which pre exist the texts in the wider social setting, nor 

overlook the “huge influence” (Fairclough, 1992, p.37) of Foucault’s 

theories. 

Foucault has been so influential in the popularisation of the concept of 

discourse and discourse analysis that the distinctive features of his 

work are put to work in this study in a “bridging approach” (Miller, 1997, 

p.41) between local and transsituational features of the discourse.  I 

argue that the impact of documents such as The Professional 

Standards and Performance Management Guidelines on the discourse 

of teaching is so covert, yet so pervasive, that it can only be fully 

explicated through the application of both approaches, used in tandem.  

This is because the two approaches view discourse as constructing 
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social realities in ways which are different.  The Performance 

Management Guidelines are examples of “public text-mediated 

discourse” (Smith, 1998, p.14).  “Public text- mediated discourse 

consists of those relations that have evolved historically, under 

conditions of contemporary mass communication” (Smith, 1998, p.14).  

They become “the frameworks structuring administrative practices” 

(Smith, 1998, p.14).  The Performance Management Guidelines  are 

part of the ‘new’ discourse of performance management in teaching 

represented in the Tomorrow’s Schools Legislation and a CDA 

approach to analysis can reveal the part they play in textually 

mediating (Smith, 1993) the reality of teaching, and how they indirectly 

impact on teachers through the uptake of the discourse of technical 

rationality through the links in the genre chain (Fairclough, 2001) which 

effect the recruitment, retention and reward of teachers, that is in pre 

service teacher education courses and policy; in the annual attestation 

and appraisal process in which principals recommend that their staff 

receive salary increments; and in the collective contract negotiations 

which determine teacher pay. 

The diagrams of the people and practices in the genre chain (opposite) 

show the possible routes of “uptake” for The Performance Management 

Guidelines in teaching, including teachers’ own planning, 

implementation, assessment and evaluation of students’ work and their 

own.  This is important because, although teachers rarely refer directly 

to The Professional Standards or The Performance Management 

Guidelines, these texts nevertheless, to a large extent and in a variety of 

ways, mediate teaching practices, teachers’ and principals’ talk about 

those practices and therefore the discourse of teaching.  One of the 

findings discussed in the conclusions to this study is that the central 

directive for the appraisal of teachers against The Professional  
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Standards is one which impacts significantly on teachers’ accounts of 

their work, yet fails to enhance their work.  Teachers themselves aim for 

higher standards than those officially promulgated.  How principals, 

boards of trustees and the administrative machine account for teachers’ 

performance is dictated by these guidelines, and these people in the 

genre chain pass on the dictates to the teachers being appraised.  This 

imposes  a ready made framework for teachers’ accounts of their 

practice, which constrains the communication of its complexity.  

Johnson (2002b) has highlighted how different methods for reflecting on 

and accounting for practice, yielded very different accounts from the 

teachers themselves, and certainly the video stimulated reflection of the 

STs in this study reinforced that view, so the impact of the Performance 

Management Guidelines  on teacher appraisal must not be underrated.  

Not only do they constrain the teachers’ accounts, but they shape the 

accounts of principals and boards of trustees who must report on the 

appraisal outcomes in order to “prove” teacher performance to the wider 

stakeholders.  So we see that even if teachers themselves account for 

their work in a discourse of professional artistry, their work will be 

reported throughout the genre chain in the official discourse of technical 

rationality.  Fish (1995) makes similar points very strongly when she 

recounts how the British Education System has imposed a consensus of 

technical rationality and business mentality on teachers and education 

to the detriment of educational ideology. 

Smith (1998) uses the analogy of DNA and genetic codes to describe 

how the textually mediated discourses of the genre chain transmit 

“ideological codes” which  

order and organise texts across discursive sites, concerting 

discourse focused on divergent topics and sites, often having  
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divergent audiences, and variously hooked into policy or political 

practice.  . . . . an ideological code is a schema that replicates its 

organisation in multiple and various sites. . . . . (It) is not a 

determinate concept or idea, although it can be expressed as 

such.  Nor is it a formula or a definite form of words.  Rather, it is a 

constant generator of procedures for selecting syntax, categories 

and vocabulary in the writing of texts and the production of talk and 

for interpreting sentences, written or spoken, ordered by it.  An 

ideological code can generate the same order in widely different 

settings of talk or writing—legislative, social scientific, popular 

writing, administrative, television advertising and whatever” (Smith, 

1993, p.52, my parenthesis).  

Throughout the STs’ talk, there is evidence of the “ideological code” of 

The Performance Management Guidelines and Professional Standards 

passing on its influence to their teaching practice and talk about that 

practice, for example in their talk about the prescribed activities that they 

must attend to in teaching.  This indicates that, contrary to the view of 

many principals that I have spoken to, the influence of this document 

extends far beyond their dusty office shelves.  

Smith’s DNA analogy is useful in more clearly  explicating the difference 

between Foucault’s approach to discourse and the CDA approach to 

discourse, for it parallels the ‘nature versus nurture debate’ in 

intelligence, with Foucault focused on ‘nature’ or pre existing influences 

and CDA focused on ‘nurture’ or how the ‘givens’ can be reproduced, 

represented or changed through the texts, genre and semiosis of 

practice.  Foucault’s analysis of discourse, on the other hand, “does not 

include discursive and linguistic analysis of real texts” (Fairclough, 1992, 

p.56).  Rather, in Foucault’s view “people enter social practice and  
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interaction with social identities which are pre-formed, which affect their 

practice, but are not affected by it” (Fairclough, 1992, p.45).  In 

Foucauldian terms the Performance Management Guidelines are part of 

a pre-existing, overarching social organisation or discursive formation 

which functions as a panoptican mechanism over the profession 

(Foucault, 1977).  It is “the ‘all seeing eye’ of a surveillance which is also 

a judgement, which does not even have to be looking to make one feel 

watched” (Hoskin, 1990, p.31).   

Foucauldian theory can inform textually oriented CDA in three ways: 

through the formation of objects -“discourses are not about objects; they 

do not identify objects, they constitute them and in the practice of doing 

so conceal their own invention” (Foucault, 1974, p.49); through the 

formation of enunciative modalities.  “Enunciative modalities are types of 

discursive activity such as describing, forming hypotheses, formulating 

regulations, teaching, and so forth, each of which has its own associated 

subject positions” (Fairclough, 1992, p.43); and through the formation of 

concepts  “the battery of categories, elements and types which a 

discipline uses as an apparatus for treating its field of interest” 

(Fairclough, 1992, p.45).  The major point of variance between 

Foucauldian and CDA approaches is that while the latter focus on 

linguistic and semiotic features in the construction of social realities, 

Foucault focuses on “socio-historically variable ‘discursive formations ‘ 

(sometimes referred to as ‘discourses’), systems of rules which make it 

possible for certain statements but not others to occur at particular 

times, places and institutional locations” (Fairclough, 1992, p.40, 

parenthesis in original).   

Taking the formation of objects as an example, the significance of this 

is, that the objects which are central to the enunciative modalities and  
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concept formations have been characterised and classified in the 

discursive formations in ways which create normal and deviant ways of 

being.  In this respect “Foucault’s work makes an important contribution 

to a social theory of discourse in such areas as the relationship of 

discourse and power” (Fairclough, 1992, p.38).  An example of this from 

teaching, is in the objectification of lesson planning.  In the discourse of 

teaching, the objects “lesson plans” have gained credibility and authority 

from their objectification as entities, from the attributes which constitute 

them, such as having clear curriculum based achievement objectives, 

and from their inter relatedness to/intertextuality with all other aspects of 

the practice of teaching.  While lesson plans gain authority from their 

objectification, they also become subject to authority, in the form of the 

centrally prescribed curriculum statements and achievement objectives 

which are expected to be included.  Thus a standard of lesson plans, 

that is good and bad lesson plans, has been invented, and this very 

invention organises the operand knowledge about lesson plans along 

ordered lines so as to “facilitate constant forms of surveillance and the 

operation of evaluation and judgement” (Hoskin, 1990, p.31).  The 

processes through which the objects lesson plans have been 

constituted “conceal their own invention” (Foucault, 1974, p.49) in at 

least one highly significant way.  They covertly strip the act of lesson 

planning of its individuality and human agency, by rematerialising it as 

an object which is subject to an implied standard.  Lesson plans are 

therefore rematerialised as objects which are regulated by certain rules 

or standards in an enunciatory modality of technical rationality, in which 

the teacher is positioned as subject to those rules.  The introduction of 

“the constraint of a conformity which must be achieved” (Foucault, 1979, 

cited in Ball, 1990 p.160) marginalises the creativity and human agency 

of the teacher inherent in the act of planning.  Later, we will see  
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this creativity exemplified in ST1’s account of her professional artistry.  

There are numerous examples of objectification in the performance 

management document, however in CDA terms this is seen as a 

linguistic achievement of the text within the discourse, rather than a 

structurally constituted characteristic.   “Nominalisation refers to the 

process of turning doing into things…heavy nominalisation makes a text 

sound prestigious, abstract and formal, authoritative and impersonal” 

(Gerot, 1995, p.76).  For example ‘student engagement in learning’ is a 

performance dimension and  ‘students are active participants in the 

learning process’ is the corresponding performance indicator for 

beginning teachers (MoE, 1998, p.31).  Note that while the 

nominalisation of the action of engaging students has stripped the 

individual agency of the teacher in engaging them, supplanting it with 

the outcome of student engagement, the non nominalisation of the 

action of being active participants has paradoxically reinforced the 

agency of the students in choosing whether or not to be active 

participants in the performance indicator.  This paradoxical positioning of 

the social actors which strips teachers of their agency while holding 

them accountable for the behaviour of their (empowered) students is 

problematic to the social life of teaching.  A CDA approach to the 

problem explores the political positioning of teachers and students in 

this particular discourse, identifies barriers to change inherent in the 

social practice of teaching, and looks for ways around those barriers.  A 

Foucauldian approach, on the other hand, would view this as one of the 

micro-technologies in the discursive formations of observation, 

examination and panoptican surveillance, by which power is exercised 

and knowledge constituted in abstract, transsituational social settings 

(Foucault, 1977). 
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Foucault’s heavily structuralist emphasis on discursive formations, while 

it allows such power relations to be exposed, tends to exclude “active 

social agency in any meaningful sense” (Fairclough, 1992, p.45).  The 

position taken in this study, on the other hand, “sees social subjects as 

shaped by discursive practices, yet also capable of reshaping and 

restructuring those practices” (Fairclough, 1992, p.45), particularly 

through accounting for their practice in different ways (Johnson, 2002b) 

and especially through video stimulated reflection on practice.  The 

significance of this in terms of teachers and their professional artistry is 

discussed more fully in the conclusions to this study, but it is appropriate 

to signal here that the very act of watching their practice helped 

teachers to recognise their artistry and the very act of talking about it 

exposed a lack of terms for describing it, thus offering agency to 

teachers and researchers in the future to develop the terms to fill this 

need, informed by detailed observation of practice.   

While a Foucauldian framework allowed the analysis of the pre existing 

discursive formations or rootstock onto which a new form of micro 

technology for panoptican surveillance (Performance Management) has 

been grafted, textually oriented CDA of The Professional Standards for 

Teachers and the Performance Management Guidelines, using 

Fairclough’s (1992,1995, 2001) CDA framework for analysis, allowed 

the active growth of the “new wood’ of performance management to be 

examined in its own right.  Therefore how CDA works needs to be fully 

explicated here. 

CDA, is the analysis of the dialectical relationships between semiosis, 

which is ever present in the practices or genres in which social life is 

enacted, and other elements of social practices, such as the 

connections between them and their linkages to other social practices. 
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Semiosis figures as part of the social activity within a practice, for 

example part of being a teacher involves lesson planning and this may 

be done to a school wide requirement or in individualistic ways.  Where 

it is done to a school wide requirement, as it so often is, those 

requirements will be signalled in semiotic ways such as through regular 

planning meetings scheduled on the term calendar and specific 

headings on the planning templates.  Semiosis figures in the way social 

actors represent their practices, for example teachers may, and ST1 

does, talk about lesson plans as creative design briefs central to good 

teaching or they may depict them as boring, unnecessary, lists of 

instructions.  Semiosis figures in ways of being thus constituting cultural 

categories or identities, for example lesson plans may be segregated 

into discrete subject areas or may be integrated across a range of 

curriculum areas; they may be individual lesson plans or sequential unit 

plans; they usually involve objectives, teaching activities and 

assessment strategies.  In short, when talked about in practice, as 

various options or ways of being, lesson plans are the individualistic 

creations of teachers, rather than the standardised, normalised and 

constrained objects constituted in the discursive formations of 

Foucauldian analysis, or created in the discourse of performance 

management by such decontextualised performance criteria as, 

“prepares lesson plans in advance of classes and in accordance with 

the school’s standards” (MoE, 1998, p.27).   

It is pertinent to signal here that throughout the analysis of the STs’ 

video stimulated accounts of their practice, numerous instances were 

noted of how their talk about the individual actions and techniques that 

they could see themselves applying could be analysed on two levels.  

Firstly, in terms of describing the discrete skills in use, for example 

gesture, facial expression, use of wait time, which was often done in a 
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discourse of technical rationality and secondly in terms of the holistic 

context in which their actions were connected to purpose.  Purpose was 

determined through rapid, in-depth analysis of presenting factors in the 

classroom, using MCA to identify the categories and activities used to 

describe and distinguish events.  Fully contextualising the STs’ actions 

and connecting them to their intent or purpose in carrying them out, 

invariably yielded a more complex interpretation of practice in which the 

value conflicts STs’ faced, the ethical decisions they made and the 

professional artistry inherent in how they made them could be 

recognised.  I will argue that in divorcing teachers’ actions from their 

context and purpose The Professional Standards and Performance 

Management Guidelines over simplify the problems of practice, 

underestimate the value of teachers’ work and alienate teachers from 

their professional artistry.  The over simplification is reinforced 

throughout the genre chain by the way the guidelines form the blue print 

for how teacher performance is reported to wider educational 

stakeholders by principals and boards of trustees.  In the conclusions to 

this study it is noted how teacher purpose, while it may be viewed in a 

Foucauldian sense as constrained by the pre-existing structures in 

which teachers work, is nevertheless shaped by the human agency of 

the individual teacher in interpreting the presenting variables as frames 

for action.  The video stimulated recall interviews in which STs reflected 

on aspects of their practice in relation to their purposes proved to be an 

effective way to explicate this and access professional artistry. 

Fairclough sees as questionable Foucault’s assumption  

that one can extrapolate from structure to practice, that one can 

arrive at conclusions about practice without directly analysing real 

instances of it, including texts.  This would seem to imply, for  
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instance, that practice is considerably more uniform than we have 

reason to believe; that the extent to which and ways in which 

practice is determined by structures are less variable than they 

would appear to be; and that the determination of which rules or 

sets of rules are drawn upon in practice is more straightforward 

than it actually is (Fairclough, 1992, p.57) 

and this study certainly concurs with this view.  Nevertheless I will 

argue that it is exactly this sort of straightforward uniformity of practice 

which is created in the discourse of performance management 

underpinning the document being analysed.  In a CDA sense the social 

practice of performance management relies on the inculcation of 

practice in a discourse of uniformity and straightforwardness, that is in 

a discourse of technical rationality, for its survival, as this is the means 

by which educational practices may be commodified, unified and 

assessed.  This facilitates the continued marginalisation of the 

contesting discourse of professional artistry.  This missing sense of the 

unique qualities and properties of practice, (Fairclough, 1992, p.58) is 

a recurrent theme throughout the STs’ talk about their practice.  I argue 

that the local accounts show that there is a rhetoric/reality gap between 

teaching practice and teaching policy.  As discussed in the conclusions 

to this study, this points to a need for more research which allows 

teachers to view and reflect on their practice so that descriptive terms 

for accurately capturing the complexity of practice may evolve in a 

discourse which meaningfully recognises the professional artistry of 

teachers, which I argue the video stimulated recall allowed participants 

to access. 

Using the example of lesson planning within both a Foucauldian and 

CDA analytical framework highlights the different and contesting 
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features of the two orientations.  The rigour of the research methodology 

is enhanced rather than diminished by these multiple readings of the 

same data, and by the insights from the video stimulated recall 

interviews, as they show the conditions of possibility which exist from 

which the reader may make selections in attributing meaning to the 

situation under discussion.  The later analysis of STs’ situated personal 

accounts using CDA tools, which yields many interesting insights, adds 

weight to Fairclough’s (1992) criticism of Foucault’s extrapolation of 

theory without reference to real examples of practice.  In this study, 

while arguing in favour of a particular interpretation in one instance, the 

possibility of other interpretations being favoured on other occasions, 

under different conditions is not denied, but actively acknowledged and 

explored by the use of contrasting frameworks.  These offer contrasting 

view points and opportunities for an enlarged view of practice.  In this 

way the significance of discursive formations and practices to the 

political positioning of social actors is signalled and highlights the need 

for social actors to become more “discursively aware” that their entrance 

into certain discourses has a far from neutral effect on practice.  In 

particular the discursive framework for reporting the performance of 

teachers to wider educational stakeholders positions and maintains 

teaching in a discourse of technical rationality. 

The example of lesson planning demonstrates how “discourses, genres 

and styles are interconnected though a dialectic of ‘rematerialisation’ - 

they are connected by the processes of operationalisation, inculcation 

and representation” (Fairclough, 2001, p.29).  The discourse of lesson 

planning is operationalised, usually in a written genre, often using a 

school wide template, in staff and departmental meetings and in 

individual teacher’s work; it is inculcated in different types (lesson, unit, 

integrated), styles (formal, informal, group, individual) and categories 
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(curriculum objectives, teaching activities, assessment methods) which 

are characteristic of its “lesson planning” identity; and it is represented in 

the talk of teachers, school wide policies and national directives such as 

The Professional Standards which govern teachers’ work.   

Not all discourses and sub discourses fully rematerialise in the social 

world of teaching, “discourses can and often do fail to become 

operationalised or inculcated and, to that extent, may in certain 

circumstances be deemed to be ‘empty’ or purely ‘rhetorical’ in one 

sense of that word” (Fairclough, 2001, p.30). The analysis of The 

Performance Management Guidelines using a CDA framework, showed 

that none of the dimensions of teaching rematerialised in a discourse of 

professional artistry in this (written) genre.  However STs’ personal 

accounts of their practice were operationalised in a discourse of 

professional artistry, albeit with a tendency to mutate (Johnson, 2002a) 

into other discourses under certain conditions which will be discussed 

later.  This signals that there could be other barriers to the 

representation of teaching in a discourse of professional artistry, in 

addition to the barrier of the technical rationalist reporting dictate already 

identified, inherent in the written genre of performance management.  

The nature of such barriers, and possible ways around them are 

discussed below.  

The ways in which semiosis permeates discourses covertly positioning 

actors and practices in the social world are so deeply embedded in 

taken for granted practices that they can only be explicated through a 

critical analytical methodology such as CDA. “Semiosis in the 

representations of social practices, constitutes discourses.  Discourses 

are diverse representations of social life which are inherently 

positioned” (Fairclough, 2001, p.29). The positioning or ordering of the  
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discourses in which teaching is represented and inculcated in the 

Performance Management Guidelines, is the focus of this analysis.  

Later analysis focuses on the different positioning of the social actors in 

other links of the genre chain as revealed through the STs’ accounts. 

The documentary analysis of The Performance Management 

Guidelines, while nested within a CDA framework, focused on the 

particular discursive practices characteristic of the written  genre.  In 

explicating the semiotic functioning of the document attention was paid 

to documentary form and language, issues of readership and 

authorship, the relationship or intertextuality between texts and the 

knowledge that documents cannot be treated as firm evidence of what 

they supposedly report, (Atkinson and Coffey, 1997) for “(t)hey often 

enshrine a distinctively documentary version of social reality” (p.47).  

Where stated, a Foucauldian framework for analysis was also used to 

link the text, and teachers positioning within it, to the socio historical or 

pre existing discursive formulations which impact on the discourse. 

5.3 The Place of the Document in New Zealand Schools 

The Performance Management Guidelines link together several 

practices and discourses significant to the social life of teaching.  The 

notion of “performance management” came into New Zealand schools in 

the early, 1990s as part of the market forces/devolved decision making 

with increased centralisation and  tighter accountability legislation of the 

Tomorrow’s Schools  reforms.  The same legislation founded the 

Education Review Office (ERO) as an independent government agency 

to review the self management systems of schools in the new era of 

devolved decision making.  One of the aspects of school effectiveness 

which ERO reviewed was (and is) personnel management, giving 

specific attention to staff appraisal systems.  So we  
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see how a discourse of performance management, stemming from the 

industrial imperative of consistent quality of product at least cost to 

consumers (Fish, 1991, 1995) and underpinned by a need to make 

organisations “better able to respond quickly to the fast-shifting demands 

of the market” (Fairclough, 2001, p.30) has become operationalised, 

inculcated and entrenched in the fabric of New Zealand’s education 

system.  This admirably demonstrates Miller’s point ” (w)hile politically 

consequential, our entrance into discourses is usually experienced as 

unremarkable because we associate different discourses with different 

settings" (Miller, 1997, p.33).  Certainly the entrance of teachers into a 

discourse of performance management, a by product of the 

commodification of education into a marketable product, (Fairclough, 

2001) has been politically consequential for them as discussed 

throughout this study.  Foucault would say that the discursive formations 

of performance management operate as a machine “in which everyone is 

caught, those who exercise power as well as those who are subjected to 

it” (Foucault, 1977 cited in Ball, 1990 p.156) and that this is one way in 

which political obedience and a docile, useful workforce can be 

engineered.   

The supporting structures for performance management, for example 

centrally prescribed professional standards, give credence to Foucault’s 

viewpoint, however as Fairclough (1992) has argued, this viewpoint 

does not allow for the complexities of practice and the ways in which 

practitioners exercise individual agency in their practice.  Therefore, how 

teachers have come to accept and associate a discourse of 

performance management with their setting can best be explicated 

through an approach which uses the disparate analytical frameworks in 

concert. In this way any credibility gaps which might be exposed  if only  
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one analytical framework were used can be bridged, and the overall 

rigour of the analysis enhanced.  In this bridging analysis the semiotic 

features of the Performance Management Guidelines  are 

backgrounded against the socio historical formations which necessitated 

them.  

The document under discussion was distributed to all primary schools 

by the Ministry of Education at the conclusion of a national contract in 

which education advisers and seconded principals toured New Zealand 

to introduce the concept and process of Performance Management to 

primary schools.  The commitment of personnel to the Performance 

Management process hastened its entrenchment within the meta 

discourse of teaching, by offering multiple opportunities and a range of 

genres for its uptake in teaching.  Teachers and principals didn’t even 

have to read the document to be made aware of its function and 

content.  There can therefore be no doubt that the theoretical authority 

of this document is structurally determined, and that it is in Foucauldian 

terms, an element of the micro-technology of governmental restraint 

(Foucault, 1977).  The document is part of the totalitarianism which Fish 

(1995) has noted creeping into educational policy in England.  On the 

other hand, “(h)ow structures figure in practice cannot be assumed but 

has to be determined” (Fairclough, 1992, p.58), so this study also 

explores the practical authority of the performance management 

discourse, through a close analysis of the semiotic and socio linguistic 

features of the performance management document.    

5.4 Introduction to the Document 

The document contains: 

• a foreword from the Secretary for Education 

• an overview and rationale for performance appraisal  
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• a hierarchical categorisation of teachers based on years of 

experience  

• the Professional Standards for teachers  

• the Professional Standards for assistant and deputy principals 

• sample performance indicators 

• case studies from schools 

• a glossary of terms 

Each of these elements could be viewed in Foucauldian terms as 

discursive formulations of the social setting in which they have been 

structurally constituted.  The glossary of terms, for example, 

demonstrates the micro technologies of power and knowledge in the 

way that they objectify, normalise and commodify aspects of practice:   

• “Appraiser: The person (either the principal or the person delegated) 

responsible for appraising or assessing the performance of staff”   

• “Performance Appraisal:  Annual assessment of an individual’s 

performance against The Professional Standards and the tasks and 

objectives set or agreed at the beginning of the cycle in the written 

statement of performance expectations”(MoE, 1998, p.40).   

Thus a new category of school personnel (appraiser) is constituted 

along with a new activity (appraisal).  The activity is defined by essential 

characteristics (being part of a cycle, having tasks and objectives) and 

has a structurally determined time scale (annual), to allow for the timely 

recruitment, retention and reward of staff.  A theoretical moral order is 

also established as this is not a chore, or a task but a responsibility a 

term which positions the appraiser as the subject of some pre existing 
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moral standard, inherent in the discursive formulations governing 

teaching, which s/he is duty bound to carry out.  Using a CDA analytical 

frame however, it is the covert semiosis of the linked practices of 

objective setting, writing performance expectations and the appraisal 

cycle which ensure that the authority of the document permeates the 

genre chain and is communicated to the teacher who does not need to 

read the document to be part of its processes and subject to its 

authority. 

5.5 Issues of Authorship and Readership 

The document as a whole is not attributed to any particular author, and 

this anonymity juxtapositioned with the signed foreword from the 

Secretary for Education, and considered in the context of all the other 

official but anonymous documents written in the same format which 

circulate from the MoE, for example the National Curriculum 

Statements, and the New Zealand Curriculum Framework adds to its 

structurally constituted status and credibility.  The omission of a name to 

whom this document can be attributed increases its authority as 

omnipotent and omnipresent rather than minimising it as the “opinion” of 

a single person, “(I)ndeed it is part of the factiticity of many official and 

organisational documents that they are not the work of an individual 

author.  Their very anonymity is part of the official production of 

documentary reality” (Atkinson and Coffey, 1997, p.58), and Foucault 

would add, one aspect of their panoptican surveillance mechanism.  The 

categorisation of teaching into the ‘must dos” and “can dos”; the 

prescriptive and the creative, by some of the STs in their accounts, as 

discussed later, is highly significant here.  On the one hand it could be 

seen as evidence of how the authority of a technical rational discourse 

of performance management has been structurally constituted and 

therefore cannot escape impacting on the discourse.  On the other hand 

it could be seen as an example of how the powerful semiosis of the 
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linked practices of the genre chain covertly facilitate and entrench the 

uptake of technical rationality in the discourses which circulate in the 

wider social setting.  For the purposes of this study the distinction is not 

immediately crucial although it may become so for future studies, 

especially in the light of the finding that even if teachers account for their 

performance in a contesting discourse as part of their appraisal, the 

outcome of their appraisal would be reported in the hegemonic 

discourse of technical rationality to the wider educational stakeholders.  

The important point is that if new generations of teachers, like the STs in 

the study, are representing teaching in a technical rational discourse of 

performance management, and if teachers’ appraisal outcomes are 

being routinely reported in the same discourse, the struggle against this 

discursive positioning, will be repeatedly undermined at highly significant 

points in the genre chain.  This highlights the crucial but covert role 

played by teacher pre and in service education courses in the political 

positioning of teachers. 

The document is written as “a resource for boards of trustees, principals 

and teachers”(MoE, 1998), reflecting the hierarchical ordering of 

governance and management in New Zealand schools, in which 

teachers are accountable to boards through their principal.  This 

accountability and the legislative authority of the MoE is reinforced 

throughout the document in the use of terms such as ‘required’ ‘must 

ensure’ as in: “(f)rom the beginning of 1999, boards and principals will 

be required to ensure their PMS (performance management system) 

includes The Professional Standards”  and “boards of trustees must 

ensure the appraisal process includes (followed by a bullet pointed list)” 

(MoE, 1998, p.3, parenthesis added).  While the document offers 
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 “guidelines”  it is prescriptive, not advisory, in so far as it states that  

The Professional Standards must be incorporated into performance 

management systems form 1999.  

Two things are problematic in this discourse.  Firstly, the inculcation of 

‘boards of trustees’, one element of the Tomorrow’s Schools reforms, as 

a recognisable cultural, social or managerial entity in the New Zealand 

education system is probably a documentary reality only.  Schools have 

always had teachers and principals, and there is a recognised, 

reasonably fixed and unitary way of belonging to this social group based 

on nationally, if not globally, accredited qualifications and experience, 

but the same cannot be said of boards of trustees.  School trustees are 

elected by and from the parent and community body of individual 

schools.  The principal has a place on the board as of right, and the staff 

elect a teacher representative.  Neither of the school members may 

chair the board.  Apart from these two, trustees are lay people from all 

walks of life, they have widely disparate interests and views relating to 

education, and have hugely varying types and levels of skills and 

experiences.  The only certain commonality in boards of trustees is that 

all the people on them are trustees.  Yet in the official discourse of 

teaching, as represented in the documentary genre of policies and 

guidelines, boards are positioned as homogenous, equally skilled and 

consistently motivated entities, a unified and recognisable social 

category at the top of the school hierarchy and, because Education 

Boards were disestablished under the same reforms that saw boards of 

trustees established in 1989, boards of trustees, in all their 

differentiation, are the linkage between central government policies and 

their implementation in individual schools.   

The second problematic issue is the inculcation of teaching in a 
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reductive dialectic of ‘performance’ as discussed in the review of the 

literature, and differentiated from the full cultural context of the 

performative paradigm.  There are many sub discourses of 

performance, for example that of motor racing with its high performance 

racing cars powered by their high performance engines.   Underpinning 

each of these discourses is the notion of performance as related to 

outputs and actions, - actions which can be observed, assessed and 

judged against some standard or norm which exists outside of the local 

context.  This has implications for the profession of teaching, because of 

the value it  places on the observable aspects of teaching, the ones that 

can be “performed” (therefore observed, assessed and measured 

against transsituational standards) and so “managed”.  As discussed 

above, the effects teachers have on students cannot be adequately 

measured, as there are so many intervening factors which come 

between what the teacher teaches and what the child learns (Labaree, 

2000) and what the teacher intends and what is in fact achieved. So it 

would seem that the actions of teachers, which can be observed, have 

been positioned in the performance management discourse as 

assessable substitutes for the effects they have on students and the 

intentions which teachers have in carrying out particular actions, neither 

of which can be observed.  There is an implied one to one 

correspondence of the observable actions and their intended effect on 

learning which is problematic the moment one connects this to the 

complexity of the classroom as discussed above.  So the discourse of 

performance management is predisposed to mutate into a discourse of 

technical rationality  by inherently implying that specific teacher actions 

lead to specific educational outcomes, a notion already discredited by 

Labaree (2000) and in the analysis above.  As the analysis of the local 

accounts of teaching will demonstrate, the observable aspects of 

teaching, that is the actions that teachers take, are the mere tip of the 
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iceberg of teachers’ knowledge, skills, experience, reasoning, decision 

making and judgement all of which contribute to the problem framing 

which guides their actions.  These cognitive, social, ethical and cultural 

processes are not depicted in the discourse of performance 

management, so that the most significant part of the teaching, the part 

which demonstrates its complexity and teachers’ artistry, sits undetected 

and immeasurable beneath the surface of their observable practices.  It 

is this complexity which teacher educators must take care not to lose 

sight of when planning and implementing their programmes. 

In one sense the system needs the second problem, because of the 

first.  Because boards of trustees are differently abled, differently 

experienced and differently motivated, guidelines must be kept simple 

and explicit.  The policies, guidelines and directives which are trustees’ 

official blueprints for decision making and action in schools, must be 

operationalised in a discourse which transcends the difficulties of trustee 

diversity and reduces the complexities of teaching practice to terms 

which can be understood by lay people.  This has necessitated an 

emphasis on observable actions and a borrowing of terms from 

discourses which circulate in the wider social world of business or 

industrial management (Fish, 1991).  The teachers’ own professional 

organisations, motivated by the need to protect members from 

potentially disastrous misinterpretations of their practices, have 

inadvertently legitimated the uptake of this discourse in the New 

Zealand School System, with the development of clear, easily 

understood Professional Standards for the Collective Employment 

Contracts, and, from 1999 their mandatory inclusion in schools’ 

performance management systems.  The  Secretary for Education 

states 
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(w)ith the incorporation of The Professional Standards into 

primary school performance management systems, all teachers 

can look forward to working in an environment where school 

expectations are clearly stated and where professional 

development objectives are effectively identified (MoE, 1998, p.2) 

however the reader might well ask whose interests are being served 

here?  Can it really be that in 1998, after nine years of Tomorrow’s 

Schools reforms, that teachers do not already have a working 

environment in which expectations are clear and professional 

development objectives effectively identified?  Even the five student 

teachers interviewed for this study have clear expectations of 

themselves as professionals and they have spent little time in the 

system.  I would suggest that the clarity to be achieved is for the benefit 

of the prime audience for this document.  The prime audience is 

denoted by the hierarchical ordering in the title, that is boards of 

trustees.  Generations of teachers have always been clear of their 

schools’ expectations by virtue of the processes through which they are 

inducted, accepted and retained in the profession.  However all boards 

of trustees, and these are newly elected every three years, have to 

become familiar with these expectations.  They can be more easily 

learned, and teachers can be more easily managed and protected from 

mismanagement within them, if the expectations are ‘clearly identified’ 

(p.2) and performance indicators allow for “gathering evidence that a 

level of performance has been achieved” (p.11) so that policy may be 

implemented in supposedly transparent ways.   

5.6 Documentary Form and Language 

The language and form of the Performance Management document 

contribute to its official authority, and the consequent political  
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positioning of the stake holders.  The effect of the nominalisation (Gerot, 

1995) of teachers’ actions into objects in terms of adding authority and 

prestige to the document and reducing the agency of teachers has 

already been discussed above.  In the document a particular register or 

genre of language is used which immediately places the text as an  

authoritative one of relevance to the highly socialised members of that 

sub group (Atkinson and Coffey, 1997) which is concerned with teaching 

and learning in schools.  Although I argue that The Performance 

Management Guidelines are written in a genre which aims to render 

them, and therefore the complexity of teaching, accessible to non 

professionals, they nevertheless must use specific educational terms, so 

as to create the categories and characteristics which are deemed 

essential to the organisation of the profession.  At times the attempts 

which the document makes to distinguish between the skills and 

activities expected of each category are contrived and unsuccessful.  

For example the categories “Beginning Teacher”; “Fully Registered 

Teacher”; and  “Experienced Teacher” and the differential indicators for 

performance at each of these levels (pp.21-35) at times yield prime 

examples of a purely documentary hierarchy becoming enshrined in 

practice.  The difference between a fully registered teacher frequently  

catering to different learning styles (p.29) and an experienced teacher 

always doing so, is a distinction which exists nowhere except in this 

document.  It would be impossible to isolate, monitor and assess such a 

finely drawn distinction over such a protracted time frame, and it is 

therefore a nonsense to assume that an appraisal process can 

distinguish between one teacher always doing it and another only 

frequently.  However the social world of teaching as it currently exists, 

needs this kind of problematic distinction in order to justify performance 

appraisal and account for the progression of  
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experienced teachers up the salary scales. 

 The impact of the disembodied authority of the Performance 

Management Guidelines in legitimating the categories and activities 

created in the document has already been noted above, now a closer 

look at language and form show how semiotic features make the 

entrance of teachers into this discourse politically consequential, but 

seemingly unremarkable (Miller, 1997).  The document positions boards 

of trustees as responsible for performance management in schools, 

“(s)ince 1997 all boards of trustees have been required to ensure their 

school has a PMS (Performance Management System) for their 

principal and teachers.  From the beginning of 1999, boards and 

principals will be required to ensure their PMS includes The Professional 

Standards” (MoE, 1998, p.3, my parenthesis).  The use of the passive 

voice for the unnamed authority “will be required” acts in the same way 

as the device of anonymity, which by its disembodied authority takes on 

an all seeing, all knowing, quality reminiscent of Foucault’s panoptican 

surveillance mechanism, which is difficult, if not impossible, for the 

subjects of the document to challenge.  This same quality, combined 

with the pronoun alignment: “all boards of trustees have been required 

to ensure their school”, that is not the principal’s school, or the teachers’ 

school, or even the children’s school, but the school belonging to the 

board of trustees, powerfully positions trustees, possibly at the expense 

of the professional staff.  The following excerpt “Performance 

Management enables boards of trustees to have confidence that all staff 

are meeting the educational needs of their students and the goals of the 

school“ (MoE, 1998, p.4), positions boards of trustees as the authority 

figures in a dialectic of quality management, and teachers, not as 

committed professionals dedicated to doing a good job for its own sake, 

but as employees who are possibly incapable of, or  

 118



 

unwilling to meet their professional responsibilities, and therefore “not to 

be trusted with more than the technical aspects of the job” (Fish, 1991, 

p.31).  This is a disempowering message not just for individual teachers, 

but also for the profession of teaching, for it positions teachers as 

moderately skilled para professionals, lacking in personal, professional 

and social commitment.  It also recruits boards of trustees as part of the 

panoptican surveillance mechanism (Foucault, 1977) over the 

profession, and uses The Professional Standards for Teachers as the 

base line for surveillance of satisfactory performance.  In practice, I will 

argue, professionals aim for a much higher standard of performance and 

the performance criteria of the performance management document are 

therefore dangerously redundant as they represent, not a standard to be 

aimed at, but a safety net for retaining uncommitted professionals in the 

job. 

5.7 The Rhetoric/Reality Gap 

I will argue in the following chapter which analyses STs’ talk about their 

practice, that teaching is a complex activity; that this complexity can only 

be appreciated when considered in a holistic context which allows 

teachers to explicate the purpose for their actions; that there is no one to 

one correspondence between presenting factors in the classroom, the 

issues they represent and the way the teacher addresses them; and that 

problem framing and decision making are prerequisites to teacher 

action.  In contrast, a survey of The Professional Standards shows that 

teaching is depicted as a technical rational occupation, in which skills 

and competencies are developed over time, implemented and passed 

on in linear stage like ways.  For example: 
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Beginning Teachers 

Beginning teachers meet the Teacher Registration Board criteria 

for provisional registration as a teacher.  Beginning Teachers work 

under the guidance of others.  They undertake ‘advice and 

guidance’ programmes to assist in the development of the 

competencies required for full registration (MoE, 1998, p.19). 

So we see how beginning teachers are positioned as incapable of the 

independent action and thought required for competence.  They must 

work ‘under’ others and develop further ‘competencies’.  Teaching is 

therefore inculcated as a range of standardised, finite competencies 

required for registration, whereas we will see in the following chapters 

from the STs’ accounts, that teaching is about problem framing and 

decision making in situations which require the (re)prioritising of aims 

and objectives to meet identified purposes.   

Fully Registered Teachers

Fully Registered Teachers have taught for at least two years and 

have met the Teacher Registration Board criteria for full 

registration.  Fully Registered Teachers are competent in the 

performance of their day to day teaching responsibilities (MoE, 

1998, p.19). 

In this discourse a category of teacher, termed “fully registered” is 

created and positioned as different, that is better or more competent 

than a beginning teacher.  Teaching is inculcated as a series of ‘day to 

day’ (ordinary, mundane) responsibilities rather than in a discourse of 

ethical decision making which would allow the uncertainties and value 

conflicts inherent in those day to day responsibilities to be appreciated. 

Experienced Teachers
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Experienced Teachers are highly skilled practitioners and 

classroom managers.  Their teaching methods are well developed 

and they employ an advanced range of strategies for motivating 

students and engaging them in learning.  In environments where it 

is possible, they support and provide assistance to colleagues 

(MoE, 1998, p.19). 

Although in this discourse experienced teachers are represented as 

“highly skilled” and therefore superior to their beginning teacher and fully 

registered teacher colleagues, it is their ‘methods’ and ‘strategies’, that 

is the observable aspects of their practice, which are ‘well developed’ 

and ‘advanced’ and they are positioned as managers and practitioners 

rather than thinkers and decision makers.  In this way an explicit 

standard of teaching is created through the nominalisation of teachers’ 

actions into measurable outcomes such as management strategies, and 

teaching methods.  There are still no resources available in this 

discourse to describe the problem framing and ethical decision making 

which I will demonstrate, features in the STs’ local accounts of teaching.  

Teaching strategies and methods are inculcated in the documents as 

unitary, finite, learnable tricks of the trade which experienced teachers 

become better at using over time.  This discourse positions teaching as 

the straightforward application of knowledge to recurrent situations, and 

establishes a moral order in which better teachers have more advanced 

or better developed knowledge of teaching methods and strategies for 

motivating children, which they may use to guide and assist other 

teachers.  In this technical rational discourse there are no resources 

available to explicate the relationship of teachers’ actions and purposes  

which I will later demonstrate to be 
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necessary to the recognition of the complexity of teaching and its 

operationalisation in a discourse of professional artistry. 

Each of the three categories positions teachers as social actors in a 

routine world, meeting criteria for provisional or full registration by 

applying certain agreed, incremental knowledge(s), rather than as social 

sense makers or individual decision makers.  Verbs of being, having and 

doing are used to represent teachers’ activities, rather than verbs of 

cognition or ethical reasoning.  Beginning teachers must “have a sound 

knowledge of curriculum, learning and assessment theory” and 

experienced teachers must “demonstrate a high level of knowledge of 

relevant curriculum, and of current learning and assessment theory” 

(p.19, emphasis added)  which positions the knowledge(s) which 

underpin teaching as overt and observable - they can be possessed and 

demonstrated - stage like, acquired incrementally over time, -

experienced teachers have a higher level of it-  universally agreed, and 

existing outside of teaching contexts - the descriptor ‘sound’ inculcates a 

normative standard for teachers’ knowledge(s) as a base line for 

beginning teachers.  The uniqueness, uncertainty and value conflicts 

which underpin teacher decision making at every level, and the creativity 

and flair valued by individual teachers are unable to rematerialise in this 

discourse.   

The dominance of the technical rational discourse of professionalism 

permeates not just the language, but the form and layout of the 

document.  It is inculcated in the stage like nature proposed for 

performance management systems and in the use of words and phrases 

such as  “performance expectations; evidence; demonstrated; produced 

at this meeting” (MoE, 1998, p.13) all of which inculcate a normative 

standard of teaching which teachers can offer proof of 
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reaching, rather than a profession in which individual skills, creativity 

problem framing and problem solving can contribute to the creation of 

new knowledge about practice.  One of the conclusions of this study is 

that the discourse of performance management contains inherent 

barriers to the realisation of the official purpose of performance 

management, which is to enhance teaching and learning.  The 

discourse functions merely to prove rather than improve teachers’ 

performance. 

This impression is reinforced by the use of diagrams such as the one on 

page 10 (MoE, 1998,p.10),9 which depicts the process for teachers’ pay 

progression.  The complex decisions to be made by the appraiser, 

probably the principal, are represented in a linear yes/no flow chart, thus 

obscuring the value conflicts which the appraiser would need to wrestle 

with in order to reach an ethical decision.  The flow chart, by its 

systematic, seemingly logical form, functions to reduce the complexity of 

teaching to a binary decision making process.  The first box in the 

flowchart asks “(d)oes the teacher meet the appropriate Professional 

Standards?” (MoE, 1998, p.10) and allows only a simple yes or no 

response.  This inculcates and entrenches teaching and teacher 

performance management in a discourse of technical rationality. 

The tabulated sample performance indicators (pp.26-35) set out criteria 

for meeting professional standards at beginning, fully registered and 

experienced teacher level.  The neatly delineated  boxes of the table, 

separate each dimension and each level of teaching, graphically 

communicating a separation between dimensions of teaching  

                                                 

9 See appendix three. 
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performance.  In the local accounts teaching practice is operationalised in a 

discourse of interactive, complex and holistic professionalism in which it is 

difficult, if not impossible, to separate out different dimensions of teaching and 

pay attention to them at different times, for in prioritising one factor over 

another to frame and address a problem, other factors and dimensions have 

already been considered, and are likely to be reconsidered many times 

throughout the lesson.  The tabulated performance indicators inculcates 

teaching in a discourse of technical rationality in which professional standards 

are discrete, fixed, finite, tickable items on a list, thereby reducing the 

complexity of teaching inculcated in the contesting discourse of professional 

artistry. 

5.8 Summary 
The above analysis shows how the performance management discourse 

functions to circulate the technical rational paradigm of teaching in New 

Zealand schools.  The following Critical Discourse Analysis of the STs’ talk 

about their practice shows how different paradigms of teaching circulate in 

teachers’ own accounts, and that a unifying factor in these paradigms is 

individual teacher agency.  In this way the rhetoric/reality gap between theory 

and practice can be exposed offering opportunities for the identified social 

problem of teacher alienation to be addressed through the inculcation of 

teaching in more empowering discourses such as that of professional artistry 

which values their individual agency more highly.  
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Chapter Six

Discourse Analysis of the Student 
Teachers’ Accounts of Their Teaching 

6.1 Overview 

In this chapter I analyse the student teachers’ accounts of their practice 

using the ethnomethodological tools of Membership Categorisation 

Analysis (Baker, 1997; Sacks, 1996) on the transcripts of the video 

stimulated recall interviews.  Having presented these “bottom up” 

(Johnson, 1997) accounts of teaching I proceed to locate these 

accounts in the wider social setting of teaching.  Throughout this 

analysis I demonstrate how individual teacher agency is pivotal to 

decision-making-in-action and that teaching can therefore be 

represented in a discourse of professional artistry.  I discuss how the 

dominant discourse of technical rationality functions to marginalise this 

discourse in the social life of teaching, drawing attention to the way the 

discourse of professional artistry mutates into lesser discourses 

(Johnson, 2001) especially when divorced from teacher purpose.  At the 

end of the chapter I summarise the barriers to the representation of 

teaching in a discourse of professional artistry. 

6.2 Opening up The Discourse: Constructing Professional 
Artistry 

The discussion above depicts the genre chain (Fairclough, 2002) of 

textually mediated discourses (Smith, 1998, 1993), in which teaching is 

represented.  The dominance of a discourse of technical rationality 

with the consequent marginalisation of a discourse of professional 

artistry has been demonstrated in several links of that genre chain, that 
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is in the official written text which promulgates The Performance 

Management Guidelines and Professional Standards to principals, 

teachers and school trustees and in the reports which principals have 

to make to wider educational stakeholders on the outcomes of teacher 

performance appraisal.  While many practitioners might see their 

practice as unaffected by these links of the genre chain, the above 

analysis has shown this not to be the case, as the guidelines are taken 

up in the practices, such as lesson planning, appraisal interviews and 

appraisal reports which link teachers into a discourse of performance 

management.  Teachers’ entrance into a technical rational discourse of 

performance management has locked them into a chain of linked 

practices which commodify education and position teachers as 

producers of that commodity.  As shown above, this discourse makes 

teachers accountable for the quality of the product, while obscuring the 

complexity of the process by which it is produced and therefore 

underestimating the extent of teachers’ individual agency in producing 

it.    

This study claims that one way of initiating change is for teachers to see 

and talk about their own practice, which allows them to recognise and 

draw meaning from the rapid reflection in action that occurs as they are 

teaching.  The analysis section of this study shows how representations 

of teaching are almost always unsustainable in a discourse of technical 

rationality when teachers view their own practice and talk about the how 

and why of what they do.  This is because teaching is such an inherently 

complex task that the complexity can only be explicated when teachers 

talk about how they frame and solve the problems of practice.  Indeed, 

one of the conclusions of this study is that video stimulated recall is 

valuable, not just as a research tool for the collection of data, but also as 

a means for implementing the study’s findings on the  
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benefits of accessing teachers’ professional artistry in teacher 

preparation courses and teacher appraisal systems.  The claims are 

moderated by the proviso of “almost always” for two reasons.  Firstly 

because all teachers and student teachers have to start somewhere, 

and in the first days of teaching practice student teachers may well 

focus on technical skills without being able to connect their actions to a 

clearly defined purpose, and this has implications for teacher education 

courses; and secondly because professional artistry, being a 

marginalised discourse, provides teachers with sparse resources to 

adequately describe their practice, so that they have to borrow the terms 

from the contesting discourse of technical rationality.  This latter point is 

demonstrated throughout the analysis of the STs’ accounts and the 

implications it presents for further research are discussed in the 

conclusions drawn from this study. 

At the start of the interview the discourse of professional artistry is 

deliberately opened up by the researcher, and as the first 50 lines or so 

of the five interview transcripts show, this is where professional artistry 

is talked “into being” (Miller and Silverman, 1995, p.725). 

For all the reasons discussed above, a common sense interpretation of 

the talk is insufficient to explicate and represent the complexity of 

teachers’ work, for as the Critical Discourse Analysis (henceforth CDA) 

of The Performance Management Guidelines has shown, there are 

barriers to the rematerialisation of teaching in a discourse of 

professional artistry inherent in the social life of teaching itself, for 

example teaching actions are divorced from their purpose in the written 

genre of the Performance Management Guidelines and to a certain 

extent some of these barriers are necessary to the way that the social 

system currently sustains itself, for example the simplicity of the  

 127



 

guidelines are necessary to protect teachers from mismanagement by 

lay people.  Utilising the ethnomethodological tools available in 

Membership Categorisation Analysis, (Baker, 2000; Sacks, 1996), the 

STs’ accounts were analysed to show the ordering of people, events 

and activities used by STs to describe their practice.  Identifying the way 

that practitioners create categories of people and things in talking about 

their practice, how they establish membership or non membership of 

these categories and the relationships which they see within and 

between the categories, allows the researcher to get beyond a common 

sense  interpretation of teachers’ work.  It opens windows on their 

“culture-in-action” (Baker, 2000, p.101) to give glimpses of how and why 

they do what they do, that is their decision-making-in-action.   

The people that populate STs’ accounts, the activities in which they 

engage, and the way these activities are ordered or assigned moral 

relevance by each ST in the local context allows insight into how STs 

assemble and categorise the presenting factors in the classroom to 

frame up problems of practice that can then be attended to.  As 

discussed above and demonstrated below, there is no one to one 

correspondence between presenting factors such as students’ 

inattention to task or students’ talking in class; the issues they represent; 

and the way teachers deal with them, which is why a single common 

sense interpretation of a teacher’s actions is an inadequate form of 

analysis.  MCA is used here to allow glimpses of the categories and 

relationships which teachers formulate in order to make sense of 

presenting factors, as a basis from which to make their decisions.  In 

determining how “a vast amount of stuff is handled by Members” (Sacks, 

1996, p.41) the complexity of those decisions, and therefore  
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teachers’ work, may be explicated.  By way of an example we can look 

at ST1’s categorisation of the children she is teaching.10  The talk 

proceeds as follows, in which ST = Student Teacher and R = 

Researcher.  ST1 389-407. 

389 

390 

391 

392 

393 

394 

395 

396 

397 

398 

399 

400 

401 

402 

403 

404 

405 

406 

407 

ST (throat clearance) OK and there was one child I was aware of 

(:) Rupert a one child (throat clearance) that would be it 

(unclear) who was totally off task but he had complete 

completed everything. He’s quite a high ability child very much 

into reading and (:) writing um he’s in an extension group and 

he’s (:) um I’m always giving him extra work to finish with and 

he is (:) he has completed everything but unfortunately with  

this lesson I didn’t have anything for him to go on to  

R OK. 

ST which I possibly should have anticipated happening but um I 

didn’t want to race onto the next part of the lesson until 

everyone else had was at at that stage and he was just way 

ahead (:) of everybody he had some quite good answers too. I 

was aware of him 

R You were aware of him and you were choosing to

ST to just (:) I had a (:) had a talk to him and I um he was reading 

quietly and that was fine so I I sorted that out and he knew that 

that he could sit there and do that and I was just choosing to 

carry on with the lesson  

                                                 

10 An adapted version of the Jeffersonian Transcription notation is used to render the written word 

as close as possible to the spoken work of the STs.  The conventions are outlined in Appendix 

One. 
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In the next excerpt ST1 accounts differently for another child’s off task 

behaviour, ST1 537-560. 

537 

538 

539 

540 

541 

542 

543 

544 

545 

546 

547 

548 

549 

550 

551 

552 

553 

554 

555 

556 

557 

558 

559 

560 

ST This is interesting to observe the child that’s um the extension 

child that’s working hard there wanting to get it all finished 

really quickly(?) and the other child in his group is just 

completely off task (:) totally. 

R Who’s that? Who’s the other child? 

ST The one in the red with dark hair just there. 

R Over there I see. 

ST Yeh sitting up there on the desk there. 

R Oh right. 

ST Yeh she’s just not um (::) yeh she’s a low lower achiever and 

um she’s just not quite sure I don’t think of what what she 

should be doing.  

R Ah hm. 

ST Whereas these two are really discussing it quite well and they 

totally finished everything and did some really good work there 

too. 

R So how can you what are you tu-uning into you say these two 

are obviously really discussing it quite well (:) what (:) tells you 

that? 

ST Um one’s writing one’s leaning over and talking they’re close by 

they’re looking at each other interacting looking really 

engrossed in what they’re doing. And I know they’re on task 

because of um that boy is writing the whole time. See him 

writing. 
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In the above accounting we see how ST1 has different reactions to the 

same presenting factor of being off task.  She uses the membership 

categorisation device (henceforth MCD) intellectual ability  to describe 

and distinguish between children.  Of particular significance is the way 

the children are assigned to two different categories within the MCD, as 

a “lower achiever” and as a “high ability child” without reference to any 

“mathematicalizable” (Sacks, 1996, p.59) basis for measurement.  There 

are no units of measurement referred to as these are taken for granted 

between researcher and ST who are both members of the category 

“teachers” and therefore members of the same speech community.  This 

is important, for as Sacks (1996, p.58) explains “(s)o normal is a 

standardised category, where whatever it refers to for any given person 

doesn’t have to be specified to control its use” and yet “a range of 

decisions are made in terms of ‘odd events’ versus ‘normal events’” 

(1996, p.62).   This categorisation leads to the same action, activity or 

attribute, such as off task behaviour, being viewed and treated 

differently by the teacher, that is as having already finished the work for 

the high ability child, and not knowing what to do for the low achiever.  

This categorisation enables two different problems of practice and two 

different reactions to them, to be crafted from the same presenting 

factors.  It also establishes some covert rules about whose and which off 

task behaviour is acceptable.  It appears to be acceptable classroom 

behaviour if you’re a high ability child and you’re reading a book but not 

acceptable if you’re a low achiever and you’re sitting up on the desk.  

The complexity of ST1’s decision-making-in-action is apparent when one 

considers all the other categories and selections and the non 

mathematicalizable relationships between them, which have been 

considered and rejected prior to her decision making.  If there are high 

ability children, there must necessarily be low ability children and 

possibly lots of other ability levels in between; if there is off task 

behaviour, there must be on task behaviour and ST1 must be able to 
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distinguish between, not just whether the behaviour is on or off task, but 

whether a particular behaviour is acceptable for a particular category of 

children.  So we see that “(t)hese are the categories that lock the 

discourse into place, and possibly the practices that flow from them” 

(Baker, 2000, p.112).  Because “(t)hese categories and predicates are 

the quiet centres of power and persuasion that naturalise texts” (Baker, 

2000, p.106), and because they allow the complexity of teachers’ work 

to be explicated, they were used to identify areas for further attention 

within the STs’ accounts of their practice, and these areas were then 

analysed using Fairclough’s (2001) CDA framework for analysis, “to 

show how categorisation works in the organisation of discourses and 

power”(Baker, 2000, p.103).  

Socio-linguistic features such as, the use of the active or passive voice, 

the status invoking nature of some verbs in the context and pronoun 

alignment were used to support the explanation of how the categories 

and category bound activities were constructed in the texts.  For 

example the researcher’s first question in each interview is “(w)hat do 

you understand by professional artistry?”.  By speaking in the active 

voice, using the pronoun alignment “you” artistry is categorised as able 

to be understood differently by different people and as different from but 

linked to other accounts which are presumed to exist about professional 

artistry.  From time to time, the researcher also uses the status invoking 

verb “study” in direct reference to professional artistry, creating 

professional artistry as a category of teaching worthy of sustained 

analytic attention.  These examples are further explicated below to show 

how teaching can be represented in a discourse of professional artistry. 
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Throughout the analysis particular attention was paid to the reality 

creating activities, behaviours and circumstances which enabled the 

cultural categories such as on/off task behaviour; the moral significance 

assigned to the activities and behaviours such as  

acceptable/unacceptable behaviour; the contrast structures which made 

some attributes normal and others deviant such as reading a 

book/talking to others; the way that one cultural category created other 

distinct, or contrasting cultural categories, identities and/or hierarchical 

positions such as a range of different ability groups; how and under 

what conditions the constructions were open to change or instability 

such as when reading a book might be unacceptable off task behaviour; 

and how different constructions of the reality had different moral 

implications, such as how the moral implications might change if the 

child reading the book was the low achiever and the child sitting on the 

desk was the high achiever.  So we see how the one simple example 

cited above of ST1’s categorisation of students as low or high ability 

exemplifies all these factors and demonstrates the covert multi 

dimensional constructions created by practitioners in their accounts.  

MCA exposed the complex process and series of relationships 

described by Schon (1987)  

through complementary acts of naming and framing, the 

practitioner selects things for attention and organises them, guided 

by an appreciation of the situation that gives it coherence and sets 

a direction for action.  So problem setting is an ontological process. 

. . a form of world making (p.4). 

 From the close analysis of these accounts the ideological code (Smith, 

1993) to support a discourse of professional artistry was eventually 

unravelled.  An ideological code being “a constant generator of  
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procedures for selecting syntax, categories and vocabulary in the writing 

of texts and the production of talk” (Smith, 1993, p.2).  As discussed in 

the conclusions, this study found a key aspect of the ideological code for 

artistry to be the connections between STs’ actions and purposes, which 

materialised in their video stimulated reflections on their teaching.  If one 

agrees with Smith’s (1993, p.2) assertion that “an ideological code can 

generate the same order in widely different settings of talk or writing” it is 

clear that to unravel this code for professional artistry could be the clue 

to ensuring its rematerialisation in other discourses in other settings, 

such as performance appraisal.  This study argues that one of the 

reasons for the marginalisation of a discourse of professional artistry in 

teaching is that many of the textually mediated practices (Smith, 1993) 

which form the links of the genre chain in which teaching is represented 

and reproduced, actively discourage practitioners from making these 

connections and/or treat them as if they do not exist.  For example The 

Professional Standards talk about meeting students’ needs, catering for 

cultural diversity and different learning styles, teaching to curriculum 

guidelines and honouring the Treaty of Waitangi, as if the purposes of 

these actions are transparent, unitary and clearly understood by all.  In 

doing so they infer that there is absolutely no reason why all of these 

things cannot be done at the same time, all of the time, and that 

teachers have a moral/professional obligation to do so.  On the other 

hand, close analysis of the STs’ accounts shows that teaching involves 

a constant (re)prioritising of needs and purposes in order to achieve 

some of these things some of the time, and this involves teachers in 

complex ethical decision making. 

As members sharing discourses it was to be expected that the 

researcher/lecturer, who has worked with the STs over the three years  
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of their course, and the STs would maintain the social solidarity 

engendered in their roles.  This may have contributed to the STs’ 

willingness and ability to discuss the social construct professional 

artistry when directed to do so by the researcher.  

At the start of each interview the researcher thanks the STs for agreeing 

to be part of this study “into professional artistry”, for example ST4, 4-37. 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

R Hi Jenny. Thank you for helping me with this study into 

professional artistry. One of the the things I am going to get 

you to do in a minute is is to watch the video. Stop it (:) talk it 

about the parts you want to but just for a start I’d like to talk (:) 

ask you what you understand about professional artistry. What 

do you understand by professional artistry? 

ST Just the art of being a teacher the things that we do as a 

teacher that become part of um your professional growth and 

development. Yeh. 

R OK. And any particular things that spring to mind. 

ST Um. I guess (:) I sort of look at it on the lines of the way that 

you present things to the children and the way that you take 

their ideas on board. 

R OK. Yeh. 

ST And also just your daily management. That becomes (:) a part 

of who you are as a teacher and yeh helps in your growth. 

Yeh.  

R So what do you mean by management: Your daily 

management? 

ST Well the day (:) the management of the actual classroom: 

management of the routines and of the child behaviour and I 
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25 

26 

27 

28 

29 

30 

31 

32 

33 

34 

35 

36 

37 

guess that includes setting your expectations of what you want 

in your classroom. What's acceptable and (:). 

R OK. Right. And if you had to choose three key words to sum 

up what artistry was what would they be? 

ST Um (::::::::) Individuality. 

R Mm. 

ST And alongside that comes valuing. 

R Yeh.

ST Valuing would be my second one. 

R Yeh. 

ST And (:::::::) creativity I think would be another one that would 

be really important as teachers. 

R OK

The Membership Categorisation Device (MCD) type of teaching is being 

used as “a pervasive resource for sense making” (Baker, 1997, p.132) 

to establish the local identities and relationships inherent in the different 

ways, styles and types of teaching, in which members of the collection 

“teachers” engage.  In agreeing to discuss one category of teaching, 

professional artistry, other categories of teaching are reflexively inferred 

by the participants, which opens up the potential for teaching to be 

discussed in a range of other discourses, some of which may circulate 

the paradigms outlined in the literature review.  While the researcher is 

probing for the CBAs which STs attach to the category of teacher 

professional artist, it is important to stress that this study does not argue 

that professional artistry is the one true paradigm of teaching which 

should circulate in the discourse.  Rather the study seeks to establish
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the relationship between how this paradigm of teaching and other 

paradigms of teaching, position teachers in the discourse, so that the 

covert impact of discursive practices on the political positioning of 

teachers, particularly why teaching has failed to be represented in a 

discourse of professional artistry, can be exposed and the implications 

considered.  

The extract from ST4’s opening account is reproduced above to 

exemplify how the interviews began.  Other extracts are reproduced to 

show specific points, and the entire transcripts are reproduced in 

appendix two of this study. 

Using the MCD type of teaching, the researcher focuses on the category 

professional artistry to be the subject of this discussion.  It is being 

studied  (ST4 4) by the researcher, a verb which gives artistry status as 

a construct worthy of sustained analytic attention, and reflexively signals 

that talking about it may require a similar depth of attention.  The 

authority of the construct is heightened by the anonymity assigned to it 

by the researcher, who does not attribute it to any particular 

author/model of teaching (8).  This anonymity implies that professional 

artistry exists independently of any individual writer, observer or 

interpreter.  However, Walker and Coffey (1997) in their work on 

documentary analysis, caution that the device of anonymity is not in 

itself sufficient to add status to a text, rather this is achieved through 

interaction with other features such as organisational or bureaucratic 

contexts, in this case the status of the researcher as the STs’ lecturer 

and the organisational/bureaucratic relationship which links them 

together.  The STs may also assign status/meaning to the construct of 

professional artistry based on their uptake of the concept from other 

links in the genre chain, such as aspects of their own  
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practice in organisational settings and the theories of artistry they have 

encountered in lectures, logically linking these to their practice in their 

accounts.  Thus, in the local context of each interview, the category of 

professional artistry is agreed to exist by both parties.   

Professional artistry is awarded status as something worthy of study 

and the STs are awarded status as being able to distinguish it from 

other types of teaching and talk about it.  This reflexively demonstrates 

the CBAs for identification of a type of teaching as being recognised by 

members as differentiated from other types of teaching, being worthy of 

analytical attention, and raising the academic profile of those who 

discuss teaching as possible within this discourse.  One assumption 

made in this study is that it is the absence of knowledge/understanding 

of the material features (CBAs) of professional artistry produced by 

teachers in the local context, which makes it difficult for the uptake of 

such a discourse in teaching.  The difficulty of uptake is compounded by 

the contesting debates relating to scientific and positivist research 

traditions outlined by Schon (1995, 1987, 1983) and discussed above, 

which function to marginalise qualities such as wisdom of practice which 

are central to a discourse of professional artistry.  This study 

demonstrates how the material features/CBAs of professional artistry 

become apparent when actions are considered in context in connection 

with their purposes.  This is logical because the purposes for the actions 

are inextricably linked to the individual’s interpretation of the presenting 

factors in the classroom.  However the dominant discourse of technical 

rationality suppresses notions of individual teacher agency by 

supplanting the notion of individual teacher purpose with the more 

authoritative, structurally determined purposes which link to centrally 

prescribed curriculum and achievement objectives.  This is a good 

example of how the dominant discourse works to marginalise   
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professional artistry which stresses the importance of the individual 

teacher’s agency in decision making as one of its hall marks (Fish, 

1991; Schon, 1983, 1987). 

 “What do you understand by professional artistry?” is a question the 

researcher asks each ST, opening the way for the STs’ accounts to 

describe the CBAs of professional artistry.  By speaking in the active 

voice, using the pronoun alignment “you” (ST4 9) it is suggested that 

artistry may be understood differently by different people and that ST4’s 

account may be different from other accounts which are presumed to 

exist about professional artistry.  The MCD in use here is people who 

understand about artistry, with the researcher and the ST being included 

as members of this category and the assumption being made that those 

who understand it can talk about it.  The reality or existence of the 

construct is heightened by the suggestion that the local account about to 

be generated can be linked to other accounts to which researcher and 

ST have access, for presumably if you  (the ST) can understand it, 

others can too.  A further CBA for those who understand artistry is 

therefore their individual agency in identifying and articulating their own 

personal understanding, and this aligns with the paradigm of teachers 

as implementers of a professional knowledge base mediated through 

personal theories as outlined in the literature review.  The researcher’s 

clear expectation that the ST will certainly have some understanding of 

professional artistry, reflexively creates artistry as an attainable concept 

for STs.  The CBAs of professional artistry talked into being by the 

researcher in this segment of the interviews are therefore: 

• it is a ‘real’ type of teaching 

• it is capable of being understood by STs 
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• it has a status worthy of study and may complement or compete with 

other categories of teaching which could be/have been studied 

• it is a locally constructed category and therefore its characteristics 

may be constructed differently in different accounts 

• individual teacher agency is important in its construction 

• local accounts may be linked to more global or abstracted accounts 

The importance of the local context and the work that the participants do 

during the interview can be emphasised by considering the different 

effect that would have resulted if the researcher had instead asked 

“what is understood by professional artistry?”.  The use of the passive 

voice and the past tense “understood” could have talked into being quite 

a different construct of professional artistry, as a static, transsituational 

construct which independently pre exists the interview (because it is 

already ‘understood’) and as such the STs’ account of professional 

artistry is only important in so far as it reflects the accounts of others, 

presumed to be “expert” in the field as their accounts are legitimated as 

the professional knowledge of artistry which can be ‘understood’ by 

others. 

6.3 The Student Teachers’ Accounts of Professional Artistry 

Although each ST explains their understanding of professional artistry in 

different ways, and these explanations are examined in detail below, 

three unifying features of the accounts emerge.  These features are 

used as the entry points for the critical discourse analysis of the data, as 

they allow a focused and in depth excavation of the talk rather than a 

broadcast approach, the scope of which may have meant that little more 

than a common sense interpretation of the talk was achieved.  From 

these entry points the analysis spirals back and forth using the 
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membership categorisation work done by the STs in tandem with a CDA 

approach which allows the wider social context to be explicated.  The 

three unifying features are: 

1. All STs acknowledge that professional artistry is a recognisable 

category of teaching and describe it in terms of personal qualities 

such as creativity, flair and individuality.   

2. In three of the five accounts, professional artistry is described with 

reference to a directly stated contrast pair which highlights the moral 

ordering of certain types of teacher behaviour and characteristics 

above others.  It also may obscure finer distinctions between the 

things being contrasted, for example if things can only be described 

as black or white all the intermediate shades of grey cannot be 

explicated.  This signals themes to be aware of when applying the 

CDA framework for analysis.  There may be a tendency for some 

activities to be prioritised over others in the institutional setting, and 

this moral ordering may be covertly supported and sustained by the 

semiotic features of the discourse as  “this is one of the dangers of 

discourse: it creates such a strong sense of what is normal that if 

often becomes impossible to think that things could be any different” 

(Toll, 2001, para. 2).  

3. The compulsory, professional, prescribed elements of teaching, 

although recognised as essential are constructed as less than the 

standard that the STs would regularly aim for.  An important aspect 

of this last point is that it categorises teaching into a “two set class” 

(Sacks, 1996, p.47) of prescribed versus optional, desirable versus 

undesirable activities and therefore offers rich insights into artistry by 

inferring what artistry is not, as well as what it is: 
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two set classes would seem to have certain kinds of 

attractions.  For example, they’re tremendously easy to 

compare.  With a two-set class you can apparently make an 

observation of comparative lack much more easily than other 

wise (Sacks, 1996, p.47). 

As stated above, all the STs are able to describe their understanding of 

professional artistry, however ST4 struggled to name its characteristics.  

Her inculcation of artistry is strikingly different from the others, as she 

sees it as “just the art of being a teacher” (ST4 10).  Using the MCD of 

being a teacher, ST4 categorises artistry as a category bound activity for 

membership.  In other words, in her version of teaching, artistry is so 

much the norm that she cannot conceive of any other way of being a 

teacher.  This is important for as Sacks (p.58) explains “(s)o normal is a 

standardised category, where whatever it refers to for any given person 

doesn’t have to be specified to control its use ”and yet “a range of 

decisions are made in terms of ‘odd events’ versus ‘normal events’” 

(p.62).  This highlights the individual agency of the teacher in making 

those decisions and aligns ST4’s account with those paradigms which 

position teachers as implementers of a professional knowledge base 

mediated through personal theories.  It also suggests that reflection is 

very important if teachers are to become more knowledgeable about the 

complexity of their teaching, as opposed to it being “just the art of being 

a teacher” (ST4 10).  This study will argue that video stimulated recall is 

an excellent tool to access and explicate teachers’ complex knowledge 

of practice. 

Using the MCD type of teaching, in the following extract ST1 uses a 

contrast structure professionalism/artistry to describe two readily 

distinguishable types of teaching.  ST1 11-32. 
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11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

31 

32 

R OK. Well what what we’re going to to do is ah first of all I want 

to thank you for taking part in the study in to the professional 

artistry of teachers a-a-nd in a moment will start the video and 

I’ll get you to comment on your teaching. But just before we do 

that just like you to take a moment to talk about what you 

understand by professional artistry. 

ST Umm (throat clearance) excuse me I take it as a combination of 

things. Um professional it’s probably um basically teaching to 

the guide to the guidelines in a professional manner that we’ve 

been learning to do through our course. And the artistry part is 

the creativity the extra part that we can put into ourselves. So I 

take it to mean a combination of what perhaps what we’ve got 

to do and what we um our creative individual teacher and as 

well. 

R How do you think you came by this understanding? 

ST Thr-ou-ou-gh our professional studies course. Talking about 

um yeh just talking about what makes a good teacher and (::) 

you know just the guidelines of being a teacher. 

R OK. If you had to choose three key words to describe 

professional artistry what would they be? 

ST Umm (:::) creativity (?) um formal and informal. I suppose would 

be the three key words. 

ST1’s construct of professionalism includes the CBAs of teaching to 

guidelines (18-19) and having a professional manner (19) and these 

CBAs have the following attributes, they are learned from teacher 

education courses (26) and they are compulsory aspects of teaching 

(23).  Using Sacks’s two class set rule, these categories reflexively  
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signal that there are things about teaching which are not/cannot be 

learned from courses, and which are not compulsory.  In ST1’s use of 

these categories we see the ready uptake of the discourse of technical 

rational performance management in which teachers are subject to the 

compulsory, underpinning professional standards.   

In Foucauldian terms it could be said that this discursive formation will 

contribute to her self-surveillance of her own practice (Foucault, 1977) 

for in characterising aspects of teaching as “compulsory” she is 

signalling the priority she is likely to attach to them in her teaching.  

However in ST1’s construction of artistry a category bound activity is 

adding extras (21).  This simultaneously creates another (inferior) class 

of teacher who doesn’t add extras, a teacher who just does what s/he 

has to and teaches to the guidelines but without individuality or 

creativity, “the creativity, the extra part we can put into it ourselves” (21-

2).  In this account, a teacher who does all that they are supposed to do 

in teaching to the guidelines is still positioned as inferior to a teacher 

who “adds extras”.  Here we see demonstrated par excellence the 

rhetoric/reality gap between theory and practice.  The theory is that 

without the guidelines teachers will not perform adequately, the reality 

described here is that if teachers adhere to the guidelines they will teach 

inadequately and that demonstrates how it is the teacher’s own 

professional commitment to do a good job that will ensure that she does.  

This highlights the dangers of overly prescribing the work of 

professionals in a technical rational way which limits rather than 

enhances performance.  One of the objectives for performance 

management is “to improve learning outcomes for students by improving 

the quality of teaching and leadership” (MoE, 1998, p.3) through setting 

“agreed performance expectations and the processes for measuring 

performance against those expectations” (MoE, 1998,  
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p.3).  However ST1 does not take “teaching to the guidelines” as a 

standard to be aimed at, for even at this early stage in her career she 

recognises that through her own individual agency she can make her 

practice much more creative and individualistic, and her opinion we will 

see, is echoed by other STs.  Therefore in the local context, that is in the 

actual practice of ST1’s teaching which constitutes the reality, the 

guidelines which constitute the rhetoric are redundant in terms of 

enhancing ST1’s performance, even though their influence can be seen 

in her accounting.  They do not represent for her a standard which will 

enhance her performance.  I would argue that they represent a technical 

rational over simplification of teaching and that there is thus a very real 

danger that they may instead function as a sort of safety net to retain 

those whose performance is technically correct but falls short of 

“improving learning outcomes for students” (MoE, 1998, p.3) in the 

profession.  The implication is that a discourse of performance 

management which does not recognise the commitment of professionals 

to simply do a good job for its own sake does not reflect the reality of 

teaching.  While the guidelines  may, from an institutional viewpoint, that 

is in the rhetoric, seem to operate as a panoptican method of 

surveillance (Foucault, 1977), and as a mechanism for teacher self-

surveillance, this individual account which is very close to the interface 

with practice, shows they do not.  In practice the guidelines are 

recognised as compulsory but  they do not represent a standard that 

committed teachers want to aim for. 

ST1’s account of professional artistry organises the categories of 

professionalism and artistry in a “two set class” (Sacks, 1996, p.47) of 

teaching.  Professionalism is constructed as normal or compulsory, 

“what we’ve got to do” (23) and artistry as super normal or optional, “the 

extra part we can put into it ourselves” (21).  Teacher education courses  
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are constructed as about professionalism “basically teaching to the 

guide the guidelines in a professional manner that we’ve been learning 

to do through our course” (18-20) and therefore about guidelines and 

following them, not about creativity; about what you must do not what 

you can do; about the basics not the extras.  In the review of the 

literature these “must do” aspects of teaching are not reflected strongly 

in any of the paradigms, yet they figure largely in the STs’ accounts.  

This might be because compulsory requirements have figured largely in 

their teacher education courses which are strong links of the genre 

chain at this point in their career.  It suggests that teacher educators 

need to be aware of the ready uptake of this “official” discourse by 

student teachers and be alert to how their teacher education practices 

both constitute, and are constituted by the discourse on teacher 

education.  Critical reflection, in which teacher educators consider their 

potential to change or further entrench the wider political and social 

positioning of teachers and teaching is necessary to avoid becoming 

part of the hegemonic machine which drives the status quo.  Student 

teachers need to see teaching represented in a range of paradigms, and 

these need to be circulated in a discourse which offers insights into the 

different positioning of teachers in different sub-discourses. 

In contrast to professionalism, artistry is constructed as being part of 

self, “the extra part that we can put into ourselves” (ST1 21-2).  So in 

ST1’s description a CBA of artistry is adding the extras and the 

attributes of these extras are that they are creative, individualistic, 

optional, informal and part of self.  Invoking the two set class rule, 

(Sacks, 1996) professionalism is all the things that artistry is not, and 

two specific CBAs of professionalism described by ST1 are teaching to 

the guidelines, and teaching in a professional manner.   The attributes of 

the guidelines are that they are formal, basic and not creative and the  
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attribute of a professional manner is that it is learned from teacher education 

courses.  Again invoking the two set class rule, there is an inference that 

artistry is all the things that professionalism is not, and therefore artistry is not 

learned from teacher education courses.  Throughout the STs’ accounts of 

professional artistry a linking attribute seems to be that artistry is part of self, 

part of the person that the teacher is, and this makes the person who the 

teacher is as significant as the teacher that the person becomes which has 

ramifications for the selection and education of teachers.  Teacher education 

courses may need to find more ways to nurture the development of student 

teachers’ personal qualities, self concepts and teacher identities.  The 

implications of the inculcation of professional artistry in a discourse of the 

born teacher, an exploration of how and why this happens and the conditions 

under which the discourse mutates into other discourses are also significant 

for teacher educators and these are discussed in detail below.  However here 

it is important to establish the attributes and CBAs of professional artistry as 

depicted in the STs’ opening accounts for comparison with those depicted in 

their video stimulated accounts.  

In the following extract ST5 also uses a contrast structure or two set class to 

describe professional artistry.  ST5 12-24. 
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12 

13 

14 

15 

16 

17 

18 

10 

20 

21 

22 

23 

24 

ST (:::) I guess I see that professional artistry as um (::::) the 

creative side that you bring um to the classroom. (:::::::) It’s (:) it’s I 

guess if you think about the (:) a lot of what we do is prescribed by 

Ministry by school planning and things like that and so then to (:) what 

we do with that I guess we add to it the um professional artistry and I 

guess that comes from a knowledge of the students and (:) a 

knowledge of ideas that we have seen working ideas that we have 

tried ourselves um

R OK 

ST observations of the children. You know what what we through 

knowing your children well how you adapt to the lesson so it’s 

(:) I guess it’s just bringing the holistic aspect into it and yeh I 

guess it really is creative intrinsic within you. All those things. 

ST5 nominalises what teachers do into two categories, prescribed 

activities (15) and professional artistry (17).  The attributes of prescribed 

activities are that they are beyond the control of the individual teacher, 

being prescribed at an institutional level by the Ministry of Education or 

by school planning (15).  This section of the account clearly inculcates 

teaching in a technical rational discourse in which human agency is 

minimised.  The attributes of professional artistry are that it is added by 

the individual teacher(16-17), comes from a knowledge of the students 

(18) and the knowledge of experience, that is from “a knowledge of 

ideas that we have seen working, ideas that we have tried ourselves” 

(18-19), it is a holistic approach (23) and it is “creative, intrinsic within 

you” (24).  This discourse positions teachers’ own experiences as 

adding to their knowledge with practice informing theory and thus 

circulating the paradigm which sees teachers’ personal theories as 

mediating the implementation of their professional knowledge base.  On 
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the other hand, ST5 also inculcates professional artistry in the discourse 

of the born teacher  when she talks about it being “I guess it really is 

creative, intrinsic within you” (24).  Of significance here is the way that 

one very short extract from an ST’s account represents teaching in more 

than one discourse, and furthermore in contesting discourses, for if 

something is inculcated as intrinsic within the self, it is being categorised 

as not being able to be learned, not even from practice.  I argue that this 

instability of the discourse of teaching practice signals the complexity of 

teaching and highlights the over simplification which can occur when 

teaching is represented in a fixed and unitary discourse, as exemplified 

by the performance management document. 

ST2 understands professional artistry to be the difference between what 

makes you a good teacher or an average teacher, so her account aligns 

with ST4’s account in that professional artistry is a CBA, but here not of 

any teaching, rather of good teaching.  ST2 (11-37). 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

ST I guess it’s the difference between what makes you a teacher 

a good teacher and what makes you a an average teacher aw 

yeh.  

R  OK.  

ST Yeh something that makes you stand out as (:) as the teacher 

in the classroom. 

R Right. What sorts of things might that be? 

ST Things like your interaction with the children how you react to 

them. Umm individual flair and creativity that you bring to the 

classroom programme. Umm how you treat each child as an 

individual. Um and I guess teaching to the children’s needs. 

Every child’s slightly different so you need to have your finger 

on exactly where they are and where they need to move on to. 
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24 

25 

26 

27 

28 

29 

30 

31 

32 

33 

34 

35 

36 

37 

R OK. So if you had to choose sort of three key words to 

describe professional artistry what would they be? 

ST Well I guess interaction that to me is so important. If you 

haven’t got good interaction with the children well why be 

there. Umm and individuality both yourself and the children’s 

acknowledging that they’re all individuals but also bringing 

your individuality into the classroom and the way you run your 

programmes and all those sorts of things the different activities 

you do. And (::) ahh  

R So individuality.

ST Individuality.  

R Interaction. 

ST Interaction and flair or yeh variety variety of activities variety of 

why you do things. 

Again it is interesting to see in ST2’s account, how the device of the two 

set class (Sacks, 1996) can invoke a strong sense of what one set is by 

saying what another set is not.  In directly describing aspects of good 

teaching, as interaction with children (18), individual flair and creativity in 

programmes (19), individuality in the classroom (30), treating children as 

individuals (29), teaching to children’s individual needs (21), awareness of 

children’s level of understanding and awareness of children’s emerging 

learning needs (21-3), ST2 indirectly infers the characteristics of average 

teaching.  Just as it was clear from ST1’s account that as a committed 

professional she would be aiming to do more than simply teach to the 

guidelines, so with ST2’s account it is clear that she is aiming to be more 

than an average teacher.  When asked for three key attributes of artistry 

ST2 cites interaction “that to me is so important, if you haven’t got good 

interaction with the children well, why be there” (ST2 26-28).  In her 

account good interaction with children is a CBA of good teaching and 
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therefore of professional artistry which she sees as the difference between 

good teaching and average teaching, and also a CBA of being a teacher 

or else, “why be there” (27-8).  She creates a moral order of teaching in 

which average teaching, that is teaching which could be expected to be 

the norm and therefore presumably exemplified in the performance 

indicators of the performance management document, is not a high 

enough standard for which to aim.  This again calls into question the 

efficacy of the document in meeting its stated aim of improving the quality 

of teaching.  ST2’s account is particularly powerful in terms of valuing the 

individual agency of teachers and explicating the complexity of teachers’ 

work.  She recognises that the teacher professional artist not only 

provides variety in the range of activities she plans for children (31), but 

also has a variety of reasons/purposes for doing the things that she does, 

“having a variety of activities Interaction and flair or yeh variety variety of 

activities variety of why you do things” (36-37).  This representation of 

teaching is at odds with the discourse of technical rationality which 

positions teachers’ actions as straight forward responses to recurrent 

problems, rather than having a variety of purposes determined by the 

individual in the local context. 

In common with all the other STs, ST2 includes creativity and individual 

flair as  CBAs of professional artistry (19) again inculcating artistry in a 

discourse of the born teacher.  The ‘self’ is a significant category in 

ST2’s account.  She differentiates between the self and the teacher at 

the start of her account, “yeh, something that makes you stand out as 

the teacher in the classroom’ (15-16) creating self (you, the inclusive 

pronoun) as a category which pre exists self in role of teacher.  In this 

way the characteristics of the good teacher are constructed as personal 

qualities which the individual may bring to his/her role of teaching.  

Similarly, in the following extract ST3 describes teaching with creativity 

and flair and reflecting one’s own philosophy or spark as CBAs of 
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professional artistry.  ST3 14-40. 
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14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

31 

32 

33 

34 

35 

36 

37 

38 

39 

40 

ST Um  to me (::) more on the professional artistry is about the flair 

of the teacher  creativity  um  and how they reflect their own (:) I 

guess to me it is like the way they reflect their philosophy(?) of 

teaching or (:) their spark on how they get something across  to 

the children or the way they interact. 

R Right. (::) Have you any   

ST  (laugh) 

R any idea how you came by by that sort of understanding? 

ST Um (:) from obviously yes in our lectures  from doing just little 

workshops and activities um (:) though I would say when we  

di-id that in our lectures I was confused  it bewildered me a wee 

bit.  But (:) I think also from (unclear) today reading (:) (unclear)

R Oh. 

ST written  when you said “oh look here’s (unclear)  I haven’t seen 

it before”  just opened it a bit more up with like the creativity 

and the flair of the teacher and how they are and who they 

are.(?)  I guess so. 

R Right. Great.  OK then.  Now if you had to pick three key words 

to describe professional artistry what would they be? 

ST Um (::) well  as I’ve already said like artistry to me is arty  

obviously the short word is arty  arty farty  but um creativity  flair 

(:) and maybe (::) I don’t know anymore. (unclear) 

R Creativity  flair

ST Flair (:) maybe in (:) not initiative but maybe innovative.(?) 

R An innovation. An innovative teacher.(?) 

ST I guess. 
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As in the other STs’ accounts, the person that is the teacher is very 

significant in ST3’s account.  The self has a philosophy or spark (ST3 17) 

which is then reflected in their teaching.  The concept of teacher self 

image links to Britzman’s (1992a) understanding of the importance of 

teachers developing a sense of self identity as discussed in the literature 

review.  The teacher’s self image will determine how s/he acts as a 

teacher as well as being determined by how s/he acts. Calderhead and  

Robson (1991, p.7) found that “(t)he concept of image appeared useful in 

describing how knowledge about teaching was held”.  Given the 

prevalence of self attributed qualities in the STs’ accounts of professional 

artistry it may follow that one aspect of the ideological code of 

professional artistry (Smith, 1993) is a strong teacher self concept or 

sense of teacher identity, and if so this will have important implications 

for how teachers are educated, suggesting that opportunities for personal 

as well as professional development will be important. 

In the categorisations outlined in the STs’ accounts above certain 

hierarchies are created.  For example professionalism is essential and 

artistry is not, therefore there is a possibility that artistry will be dis-preferred 

in the organisational setting (Miller, 1997).  Artistry is positioned as an extra 

in the local accounts, and it is therefore logical that it will be harder to justify 

and/or given a lower priority than the essentials, and this has been shown to 

be so in The Performance Management Guidelines, which focus on the 

reductive, technical rational competencies of teaching to the exclusion of 

individual creativity and talent.  In this hierarchy prescribed activities are 

normal, and compulsory whereas professional artistry is “the creative side 

you bring to the classroom”  (ST5 13) and thus super normal or optional and 

more easily marginalised in the dominant discourse.  

6.4  Relating the Student Teachers’ Accounts to the Wider Setting 

As stated earlier, Membership Categorisation Analysis shows how the 
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local actors make sense of situations in the local context and locates the 

operand discourses in the accounts.  Using the overarching analytical 

framework of Critical Discourse Analysis, the local accounts were further 

examined to link them into the wider social setting and explore reasons 

why the social problem which this study seeks to address, that is 

teachers’ alienation from their professional artistry, is becoming so 

entrenched in New Zealand’s educational system and to identify barriers 

to the rematerialisation of teaching in a discourse of professional artistry. 

In CDA terms the opening up of the discourse as discussed above 

constitutes representations  of teaching in a discourse of professional 

artistry.  Using a CDA lens to view the same data, foregrounded the way 

that language and semiosis figure in the social problem which the study 

aims to explore.  Through the CDA lens the STs’ representations of 

professional artistry were viewed in terms of how networked aspects of 

social life dialectically interconnect in the genre chain (Fairclough, 2002) 

and rematerialise in different discourses.  The aspects ‘dialectically 

interconnect’ in that they are different, but not discrete, “(t)here is a 

sense in which each ‘internalises’ the others without being reducible to 

them” (Fairclough, 2001, p.28).  The categories which members use in 

talking about their practice are central to unravelling the ideological DNA 

of the discourse of professional artistry (Smith, 1993) as they are the 

“glue” which holds the network together.  The same or similar aspects of 

teaching may be operationalised, inculcated and represented in different 

discourses, and the categories used by members to do so are central to 

understanding the positioning of members in the successive discourses.  

CDA is used to explicate the semiotic potential and inherent power 

relations of each discourse which are not apparent in a common sense 

interpretation, with a view to achieving change.  For example in the 

review of the literature, the discourse on reflective practice, represents 

reflection as a complex, multi level, multi dimensional cognitive activity 
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with links to wider knowledge of practice and theory (Schon, 1987), 

whereas in the discourse of performance management it is inculcated as 

a tool to examine “own teaching approaches and techniques” as a 

precursor to seeking “advice to improve” (MoE, 1998, p.29).  The 

different positioning of teachers, as empowered, thinking beings with a 

desire to improve their practice by considering it against a wide range of 

research and theories in Schon’s inculcation of artistry, and as inward 

looking individuals with a finite range of skills and techniques which can 

be improved through seeking advice, rather than through intellectual 

engagement, provides a graphic example of the power of discourse to 

create notions about practice rather than simply reflecting notions that 

pre exist the discourse.  The effect of this positioning covertly rattles 

down the genre chain of teaching and has implications for teacher 

educators.  There is a great difference between educating teachers to 

connect intellectually, analytically and critically with the wider bodies of 

knowledge and paradigms which circulate and may be utilised by them 

to enhance their teaching and educating them to consider their faults 

and improve their skills through seeking advice.  The former depicts 

teachers as pro active intellectual, philosophical analysts of theory and 

practice who can make a contribution to practice knowledge and the 

latter places teachers in a deficit model which depicts them as 

apprentices who improve their teaching much as a novice improves his 

backhand at tennis, through practice and technical feedback on his 

stroke. 

From the CDA view point, therefore, the ethnomethodological tools of 

Membership Categorisation Analysis signalled discrepancies in the 

discourses and these tensions were used to signal obstacles to the 

social problem (teacher disillusionment and alienation) being resolved in 

the natural order of the social life of teaching.  All of the three points 

explicated in the above analysis do just this for they signal the 
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embedded, hegemonic, intractable nature of the problem as follows.  

Firstly, if characterised by personal qualities such as creativity and flair, 

then professional artistry may be viewed as intrinsic to the individual and 

therefore aligned with the discourse of the born teacher, that is a liberal 

humanist discourse position.  This discourse has not been fully 

rematerialised in any of the networked practices through which the 

social life of teaching is produced, reproduced and changed, for 

example  through pre service teacher education, in service teacher 

education, the professional standards, professional assessment 

practices.  For example in the Professional Standards for Primary 

School Teachers (MoE, 1998), creativity, individuality and flair do not 

figure at all.  The verb “create” is used once only in “create and maintain 

a safe environment” (p.20).  Whether one views the failure of the 

discourse of the born teacher to rematerialise as a positive or negative 

thing, there is no escaping the political, economic and social expediency 

of its non rematerialisation to the social world of teaching, not just in 

New Zealand, but globally.  If this became the dominant discourse there 

would be chaotic implications for all of us involved in teaching, teacher 

education and educational administration, for if good teachers are born 

not made how/why would we educate them, how would we select them, 

and how would we organise their work in our social institutions?   

So we see how teachers have to negotiate contrasting discursive 

positions, such as born teacher/competent teacher in ways which are 

credible to other social actors.  Dominant discourses may not have 

available the resources to allow all aspects to be represented, for 

example the discourse of technical rationality has no terms to allow 

individual agency to be explicated, and in the absence of a discourse 

that can adequately depict a cultural concept such as professional 

artistry, descriptions borrow terms from other discourses, and mutate 
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into representations of those discourses. This borrowing has a far from 

neutral effect.  Each term within the discourse semiotically emits 

messages about teachers and teaching, valuing different teacher 

attributes in different ways, and these values may oppose and conflict 

each other, offering contesting rationales for action, not just at the 

individual level, but throughout the networked practices of education and 

also offering opportunities for one rationale or discourse to become 

more politically expedient than the other.  One of the tasks of this study 

is to identify how this kind of discourse mutation impacts on the different 

representations of teachers and teaching at different levels and in 

different genres which circulate in the literature. 

Secondly, even though professional artistry may be characterised by 

certain qualities of teaching which grant it a higher moral order, there will 

be barriers to its operationalisation in the meta discourse of teaching, as 

long as the qualities which underpin it are positioned as non essential in 

the official discourse.  Professional artistry is a counter hegemonic 

concept in a discourse of technical rationality, which positions teacher 

professional artists as subversive agents provocateurs.  The hegemonic 

discourse, being about the prescribed elements of teaching, will 

potentially marginalise the contesting discourse of professional artistry in 

the following ways: 

• the pressures under which teachers already work and their current 

disillusionment with the profession make it likely that once teachers 

have been in the system for a few years, they will lose the 

commitment to provide the ‘extras’ which the student teachers see 

as essential to good practice 

 

• the financial restraints within individual schools mean they will focus 
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their resources on essential, observable accountability outcomes 

such as school wide assessment against the national achievement 

objectives 

• the established processes by which teachers are appraised and their 

performance rewarded will function to maintain a technical rational 

focus in the discourse.  This fails to acknowledge the qualities of 

professional artistry underpinned by individual agency, creating a self 

fulfilling prophecy in which the professional standards may become a 

safety net for maintaining technical competence rather than 

professional artistry as the basis for the profession.  This could 

eventually result in a work force of technically competent but 

disempowered and uncommitted teachers  

Thirdly, over the last decade the New Zealand Curriculum has been 

totally rewritten to include clearly worded achievement objectives at all 

levels; assessment and evaluation practices have been re theorised 

along the lines of observable learning outcomes and tightly prescribed 

competency based standards; and school wide record keeping is being 

even more tightly prescribed and standardised.  These dialectically 

related elements of the education system, which are the must dos of 

teaching practice are so forcefully represented and inculcated in a 

discourse of technical rationality that the meaningful rematerialisation of 

creativity, flair, individuality and teacher agency, in the meta discourse of 

teaching at an institutional level, would require a monumental counter 

hegemonic struggle.  This is another good example of how discourse is  
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constituent of, not just constituted by, practice. 

Stage three of Fairclough’s (2001) framework for Critical Discourse 

Analysis, involves considering “whether the social order (network of 

practices) in a sense ‘needs’ the problem; and whether, therefore, the 

resolution of the problem entails a radical restructuring of the social 

order” (2001, p.33 parenthesis in original).  From the three points above, 

it can  be seen that the social order of education currently relies on  or 

‘needs’ the marginalisation of the discourse of professional artistry in 

teaching as it is oppostional to the discourse of technical rationality, on 

which the economic, political and social positioning of teachers, teacher 

educators and educational administrators depends. 

Stage four of Fairclough’s (2001) CDA analysis focuses on possible 

ways past the obstacles identified in stage two.  The first obstacle is the 

mutation (Johnson, 2002a) of the discourse of professional artistry to a 

discourse of the born teacher, as represented in the accounts of the 

STs.  These accounts were non video stimulated representations of 

professional artistry as opposed to accounts triggered by video 

stimulated recall of their actual teaching sessions, and as such proved 

to be incomplete descriptions of their work.  However in watching the 

video representations of practice, clearer insights into problem framing 

and decision-making-in-action were gained by the STS, and their 

reflective comments had the potential to inform the development of 

terms which accurately encapsulate professional artistry in practice, the 

first step to its rematerialisation as a discourse of teaching.  In the 

videos STs are able to see how their professional artistry is 

“operationalised  as ways of acting and interacting, including in their 

semiotic aspects; that is as genres”  (Fairclough, 2001, p.29, italics in 

original).  The following analysis using the same MCA tools and socio- 
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linguistic framework, therefore focuses on extracts from the STs’ 

accounts of professional artistry which were stimulated by their viewing 

of the video.  The video stimulated accounts yielded deeper insights into 

STs’ categorisation and membership attribution work which exposed the 

complexity of their teaching offering opportunities for different terms to 

be developed which would allow their practice to be discussed in a 

discourse of professional artistry.  Using a CDA framework for analysis 

enabled the data to be applied to the world where the social problem 

has been located, thus linking the local context of the STs’ individual 

lessons to the wider setting of teaching.  This highlighted 

hitherto unrealised possibilities for change in the way social life is 

currently organised.  It (stage four of the analytical framework) 

focuses on  the gaps, contradictions in the way things are, seeing 

these as constituting a potential for resistance and change 

(Fairclough, 2001, p.33 parenthesis added). 

The second obstacle to change lies in the potential for hierarchical 

ordering of prescribed or compulsory teaching activities over those 

reflecting the professional artistry of the teacher.  As this happens the 

likelihood of professional artistry becoming a non hegemonic, non 

dominant discourse is entrenched, as artistry becomes positioned as 

subversive within the dominant discourse.  Using the MCA of STs’ 

reflections stimulated by the video, teaching was explicated in a 

discourse of professional artistry.  The complex way in which “a vast 

amount of stuff is handled by Members” (Sacks, 1996, p.41) was able to 

be explicated.  This would seem to indicate that at least some of the 

reasons why teaching fails to rematerialise in a discourse of professional 

artistry are discourse based rather than practice based  
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further reinforcing the use of CDA as an analytical tool to explicate the 

power relations inherent in the discourse and expose the rhetoric/reality 

gap in teaching. 

A third obstacle lies in the way the dialectically linked social practices of 

teaching network to obscure the inherent complexity of teaching 

(Labaree, 2000).  This has allowed the technical rational discourse of 

teaching to become fully rematerialised  and legitimated in institutional 

settings, through teacher education course outcomes which are geared 

to professional standards and criteria for teacher registration, and 

through the policies which govern recruitment, retention and reward in 

the profession.  Professional artistry is not consistently operationalised, 

represented or inculcated in the meta discourse of teaching, to the 

extent that the discourse of professional artistry may “in certain 

circumstances be deemed to be ‘empty’, or purely rhetorical in one 

sense of that word” (Fairclough, 2001, p.30).  However, the inherent 

complexity of teaching demonstrated from the STs’ accounts, means 

reasons for the non materialisation of this complexity in the discourses 

must be sought, and this means a focus on the linguistic and semiotic 

features of the way in which education is represented and sustained in  

the networked practices of the profession.  

6.5 Using Close Analysis of the Student Teachers’ Accounts to 
Explicate Barriers To The Representation Of Teaching In A 
Discourse Of Professional Artistry 

As discussed above a key concern of this study is that the discourse of 

technical rationality has functioned to marginalise the discourse of 

professional artistry in the institutional settings of teaching.   

The discourse of technical rationality springs from a positivist philosophy 

which positions teachers as implementers of prior learned theories to  
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well ordered, clearly recognisable and largely recurrent problems 

(Schon, 1987).  This discourse is central to the commodification and 

centralisation of education and the political expedience of an 

economical, quality product as explained above.  The problem identified 

at the start of this study is the alienation of teachers and the way 

discourse figures in the problem.  The recruitment, retention and reward 

practices of teaching are inculcated in the dominant discourse of 

technical rationality, marginalising the notion of professional artistry.  

Throughout this study the marginalisation of artistry is demonstrated to 

be a product of the discourse rather than a product of the practice of 

teaching. 

The tendency of STs’ local accounts to depict professional artistry in a 

mutant discourse of the born teacher is a powerful deterrent to 

professional artistry’s rematerialisation at any but the individual level of 

the educational system.  This is so because the discourse of the born 

teacher is characterised by such teacher attributes as creativity, 

intuition, wisdom and judgement, which have no legitimating rigour in 

today’s knowledge based society, and which do not feature in the official 

links of the genre chain, for example performance appraisal, in which 

teaching is carried out.  Clearly the tendency for the discourse of 

professional artistry to mutate into a discourse of the born teacher must 

be explicated and accounted for if this barrier is to be resolved.  The 

categories which STs use in their descriptions and the relationships they 

create between the categories and their attributes represent the 

ideological DNA (Smith, 1998) for locking professional artistry into the 

wider educational discourse.  This analysis therefore, explores the 

categories used by the STs in their accounting to identify and order their 

understandings about teaching; how these orderings of people, events 

and activities indicate an unrealised complexity; how these orderings 
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relate to the opening accounts of artistry; and how they relate to other 

discourses discussed in the literature review.  Then using a CDA 

framework, the impact of these factors on the uptake of a discourse of 

professional artistry in the textually mediated practices of teaching is 

discussed. 

A significant feature of this selection of the talk is that it is prompted by 

the viewing of the video.  The line numbers of each extract are stated 

and these can be used to situate the excerpts in the complete 

transcripts in appendix two.   

All STs’ lessons were complex events.  Curriculum areas were Science, 

Technology, Social Studies and Language, and class levels ranged from 

year 0-8.  Three of the video taped sessions were hands-on science 

experiments, and the other two were equally active and interactive 

sessions revolving around language and technology objectives and 

language and social studies objectives.  ST1’s session is fairly typical of 

the others, in that it involves the ST setting up the lesson, interacting 

with the children, then facilitating group interaction as the children work 

on practical tasks.  Specifically it is a very practical session involving 

children in hands on experimentation and group work with a range of 

different moisturisers.  Prior to teaching, ST1 has discussed the topic 

with her Associate Teacher, set up a display of posters about 

moisturisers which she has referred to over a number of days, organised 

the groupings for the children, created coloured labels for the groups, 

prepared moisturiser samples in containers for each group, labelled the 

samples and set up a mystery sample to be tested blind, provided latex 

gloves in case of allergies, ensured a ready supply of toothpicks for 

stirring to assess consistency, prepared task sheets for each group and 

an assessment sheet for each group to record findings.   
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When one considers the number of children she is working with, each 

from different backgrounds with different personalities and ways of 

responding, the hands on nature of the lesson, and the number of 

potentially very messy resources to be allocated, the uncertainty and 

uniqueness of the situation are self evident.  A common sense reading 

of the situation, therefore, could argue a process of professional artistry, 

and a high level of individual agency, rather than technical competence 

was needed to attend competently to so many variables.  However, as 

discussed in the analysis of the performance management documents, 

the common sense reading of teaching situations, reflexively constituted 

in and by the dominant discourse, is that that problems are well ordered, 

(grouped under bullet points in the document), clearly distinguishable 

(separate headings with discrete points having no overlaps in the 

document) and located within the teacher doing the teaching (it is the 

teacher whose performance is to be managed by the document) and are 

capable of being solved by the application of learned theory to recurrent, 

problems.   

One way to challenge this hegemonic discourse is to demonstrate that 

there is no direct correspondence between different factors in teaching 

situations and the issues that they represent for individual teachers, nor 

between the issues they represent and how individual teachers address 

them.  This is outlined below, in ST3’ treatment of one boy’s off task 

behaviour. The first extract is from ST3 288-304. 
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288 

289 

290 

291 

292 

293 

294 

295 

296 

297 

299 

300 

301 

302 

303 

304 

304 

ST Um  when I said “now maybe Thai that is what you could do 

now” he was  not doing what he was supposed to be doing.  

He was um 

R Oh  right. 

ST he was playing with the equipment or he didn’t have his book 

open and there were times where  

R Mhum. 

ST  that tended to happen  and I thought instead of because of 

the background of that child  I thought instead of  like picking 

him out  pulling him out of the class so every one could hear 

exactly like saying “don’t do this with so and so” I just thought 

right I can see that’s happening and I just (:) slipped his name 

halfway through my conversation and no-one else picked up 

on it they didn’t stare at him(?) 

R   OK. 

ST and I think that’s because of his background for me it’s quite a 

courtesy thing (:) and a safe thing (:) for him. 

Using the MCD types of student behaviour, ST3 categorised Thai’s 

behaviour as off task/undesirable behaviour, but in different ways at 

different points in the lesson.  The CBAs of off task behaviour described 

in the first extract above, are not doing what he is supposed to be doing, 

playing with equipment and not having his book open (289-293) and an 

attribute of Thai’s off task behaviour is that it is a tendency rather than a 

one off event (294-5).  In this second extract the off task behaviour is 

deemed to be more serious.  ST3 384-390. 
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385 

386 

387 

388 

389 

390 

 Uh  Thai was not doing his work and he was disturbing (:) the 

person next to him um   and I thought the easiest solution is to 

move the source so (:) just basically just said “right Thai you 

need to move”  in a strict but not (::) what’s the word  not in a 

horrible way I don’t think  

R mhum 

ST but  just so he knew  right he’d done something wrong. 

The CBAs of off task behaviour in the second extract are not doing his 

work and disturbing someone else (384-5), and in ST3’s accounting this 

is a more serious problem of practice which requires a reordering of her 

priorities.   

In extract one ST3 decided that the off task behaviour did not warrant 

the overt redirection of Thai, whose background made it important she 

consider his needs carefully, whereas in extract two it warranted public 

redirection and moving him to another space.  This parallels ST1’s 

decision making, discussed earlier with regard to acceptable off task 

behaviour and how she used the MCD of intellectual ability to determine 

how to frame and handle the presenting problem.  An “extension child” 

reading a book was acceptable as opposed to a “low ability child” sitting 

up on the desk and talking which was unacceptable.   

In ST3’s account, she uses the MCD of student background to organise 

her knowledge about how to react to off task behaviour.  Although she 

does not elaborate on Thai’s background she categorises him as 

needing to be treated with respect “it is quite a courtesy thing” and 

protected from harm “and a safe thing for him” (ST3 303-4).  In the first 

extract she is framing the problem in the discourse of care for the child, 

positioning Thai’s need for respect and affirmation above those of the 

rest of the class or the teaching points she is explicating.  The category 
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bound activities (CBAs) of professional artistry in considering a child’s 

background are accounted for in terms of what they are not.  They are: 

not picking him out (296); not pulling him out of the class (297); not 

letting everyone in the class hear the redirection (297); not giving a 

direct order (300); not encouraging others to stare (301).  These CBAs 

give a strong impression that professional artistry therefore is carefully 

considering each child’s individual needs, social and mental health, 

emotions, personality traits and circumstances before acting.  This is 

closely aligned to one of Shulman’s (1987) categories of teacher 

knowledge, that is knowledge of learners and their characteristics, as 

outlined in the literature review, and is also discussed with reference to 

ST5’s account later in this chapter.   

In the second extract a different moral ordering is constructed in which 

the MCD of student background is overruled by the MCD source of 

problem.  Presumably ST3’s knowledge of Thai’s background has not 

altered, but in this instance he is not being categorised and treated 

according to ST3’s knowledge of learners and their characteristics 

(Shulman, 1987).  He has been assigned to a new category as “the 

source of the problem” (ST3 386) and a CBA for membership is 

“disturbing the person next to him” (384-5) which gives ST3 a different 

warrant for action that involves publicly redirecting Thai’s inappropriate 

behaviour and moving him away from the person he is disturbing.  Thus 

we see how the problems of teaching practice are framed and resolved 

in the local context by the individual teacher who makes ethical 

decisions based on his/her interpretation of the cues and clues evident 

in the classroom.  In the second extract the problem is framed not in the 

discourse of care for the child but in the discourse of care for the whole 

class, which applies the ethical framework of greatest good for the 

greatest number.  The implication of this changing discursive positioning 
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for explicating professional artistry is that a paradigm of teachers as 

ethical decision makers would comfortably accommodate and accurately 

represent both examples of ST3’s practice, and ethical decision making 

could be termed a CBA of professional artistry.  However, as the 

analysis of the performance management document shows, this 

paradigm is not circulated in the official discourse of teaching which 

positions teachers as technicians who apply learned knowledge to 

straightforward problems, rather than as empowered professionals 

whose individual agency is important in the sorting and application of 

their knowledge to complex and ethically challenging problems of 

practice. 

Membership Categorisation Analysis, by showing how ”the vast amount 

of stuff is handled by Members in terms of the categories that it locates 

and the way it locates them, and the activities that those categories are 

used to handle” (Sacks, 1996, p.41), can identify the ethical decisions 

which teachers make and challenge the hegemonic discourse of 

technical rationality in teaching.  

ST1 makes a direct statement about professional artistry.  In line 89 of 

the following extract ST1 stops the tape and declares “(n)ow I, I consider 

that (:) professional artistry.  The way I set up that lesson”.  ST1 89-102. 
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89 

90 

91 

92 

93 

94 

95 

96 

97 

98 

99 

100 

101 

102 

T Now I I consider that (:) professional artistry. The way I set up 

that lesson. Um basically all work went into the preparation of 

the lesson and then once the lesson started I was just the 

facilitator (:) and I just monitored what was happening. So all 

the artistry (:) and creativity went into setting it up and I have 

prior to the lesson put group names on the groups and was all 

set (unclear) didn’t have to do anything it was all there and 

they could see that their group name colour (unclear) so I 

consider that to be part of the artistry 

R So organisation was really important to you. 

ST Um and just a little bit different too making it a bit of fun the 

colours and (:) and yeh just sort of setting up things differently 

to help (unclear). 

R Great. Good. 

In this account it is important to note that viewing her practice enabled 

her to comment on more of her activities and therefore enabled a richer 

account of her artistry than her unstimulated account.  For this reason it 

will be argued in the conclusions to this study that teachers are able to 

reflect more deeply and more holistically on their own teaching when 

they are actually able to see it, and that this is so despite the way that 

the intrusion of filming and details such as camera angle and sound 

quality depict a version of reality rather than the whole truthful event 

which will always be difficult to replicate.  

Here ST1 attributes her artistry not just to the abstracted personal 

qualities of “our creative individual teacher” (23-24), thus contributing to 

the marginalised discourse of the born teacher, but to concrete activities 

which can be readily understood and appreciated by all the social actors 

and therefore have the potential for uptake in the hegemonic discourse.  
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Creativity is a Category Bound Activity (CBA) for membership of the 

category teacher professional artist and ST1 describes the attributes of 

creativity in terms of verbs and processes such as organising and 

naming the groups (94), using labels (96), making things a little different 

(100), making it fun (100) and using colours (100).  Thus we see how 

the tools of Membership Categorisation Analysis (MCA) allow a different 

interpretation of ST1’s account and a different “take” on the data offering 

opportunities to explicate teaching in terms which challenge the 

dominant discourse.  The use of verbs in the accounts emphasises the 

teacher’s individual agency in carrying out the actions and this offers a 

potential avenue for contesting the marginalisation of individual agency 

in the official discourse.  The official discourse nominalises teachers’ 

actions and thus suppresses individual agency, but in ST1’s local, highly 

contextualised account of her teaching her individual agency and 

professional artistry are clearly explicated.  A decontextualised reading 

of these factors renders them unremarkable as anyone can label things, 

use colour or organise groups and as such these factors could be seen 

as more indicative of technical rationality than professional artistry.  This 

potential for mutation to a lesser discourse provides a highly significant 

insight into the conditions under which the discourse of professional 

artistry is open to contest and change.  To explain this point I refer to 

Smith’s (1987) work (cited in Miller, 1997) on the classification of mental 

illness for an explanation of how activities are used to define 

membership of different categories in different ways at different times by 

different people.  Miller (1997) points out that the activities used by 

“Angela” to explicate “K’s” mental illness.  “I would . . . just lie in the sun 

while K insisted that she had to swim 30 laps” (Smith, 1987, cited by 

Miller in Silverman, 1997, p.28) could be seen as indicative of perfectly 

normal behaviour in a different context.  In the same way “labelling 

things” and “using colours” could be seen as technical competence 

rather than professional artistry in a different context.  It is ST1’s 
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connection of these activities to her wider educational purpose, which is 

to motivate the children through making learning creative and fun, and 

her acknowledgement of her individual agency in deciding to do that, 

which allows her to explicate her artistry.   So we see how ST1’s 

constructions of professional artistry, are open to contest and change 

(Miller, 1997).  Firstly in the opening account (ST1 3-32) because it is 

aligned to a born teacher discourse which, due to the phenomena of 

ordering of discourses (Fairclough, 2001) is  less “likely to emerge in 

institutional settings than others” (Miller, p.29).  Secondly, the discourse 

is open to contest and change in this selection, because it becomes 

aligned to a technical rationality discourse the moment it is removed 

from the holistic context of her teaching session and her individual 

teaching purpose. 

This is a highly significant insight into how the discourse of professional 

artistry becomes marginalised in teaching.  Talk about teaching and 

written texts about teaching are almost always divorced from actual 

representations of the practice of teaching, making it unlikely that this 

problem will be solved naturally in the social life of teaching.  The 

Performance Management Guidelines exemplify this and the way that 

they suppress the individual agency of teachers has been discussed at 

length above.  This study argues that individual agency and complexity 

in teaching are most clearly recognisable when STs explicate their 

purpose for their actions, and that this can best be achieved through 

viewing and talking about their own teaching.  In this way, through 

viewing and appreciating the complexity of their own work and talking 

about what they do and why, the terms to enable the uptake of the 

discourse of professional artistry will emerge.  Under these conditions 

teachers should be able to explicate their purpose in carrying out their 

actions, and therefore reconstruct the complexity of their problem 

framing and decision making, that is their professional artistry.  
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Knowledge of own purpose it will be argued therefore is a category 

bound activity of professional artistry and unless opportunities are 

provided for this to be explicated in accounts of teaching the profession 

can be represented in lesser discourses which obscure its complexity 

and the extent of individual teacher agency. 

This positioning of teachers’ knowledge of own purpose aligns the 

discourse of professional artistry with Shulman’s (1987) discourse of 

teachers as implementers of a professional knowledge base, in which 

one categorisation of teachers’ knowledge is knowledge of educational 

ends, purposes and values and their philosophical and historical 

grounds.  However a difference is that in the discourse of professional 

artistry this knowledge is deemed to be non unitary and locally 

constructed, rather than taken as a transsituational uniform body of 

knowledge.  Rather, teachers’ individual agency in prioritising the 

presenting factors, with their contesting educational ends and inherent 

value conflicts such as attending to the needs of the individual, attending 

to the needs of the whole class or attending to the needs of a 

disadvantaged group within the class, is valorised.  It is in the local 

context that the teacher assembles the variables into a problem of 

practice for which a solution may be crafted, and this locally situated 

interpretative process positions teachers’ work as more complex and 

more closely aligned with the paradigm of teachers as implementers of a 

professional knowledge base mediated through personal theories. In 

professional artistry teachers’ decision making is dependent on their 

individual ability to make sense of the presenting factors and, guided by 

a sense of purpose which may shift and change as presenting features 

lead to reordering of priorities, frame ethical problems for which ethical 

solutions can be found.  This is discussed in greater detail below. 
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 6.6 Close Analysis of ST1’s Video Stimulated Account
 
The above extract ST1 89-102 was recorded as ST1 watched herself at 

the start of her session, giving instructions and showing the children 

what they would be doing. Using the MCD type of teacher she assigns 

herself to two categories which act as a contrast structure: teacher as 

lesson designer/teacher as facilitator (89-92).  In her account she 

depicts the planning and preparation as category bound activities of 

professional artistry, with teacher professional artist closely aligned to 

the concept of the teacher as lesson designer.  At the implementation 

stage of her lesson, she places herself in the lower ordered category of 

teacher facilitator (92) for whom one CBA is monitoring.  ST1 “just 

monitored what was happening” (92) whereas “all work” (90)  “all the 

artistry (:) and creativity went into setting it up” (92-3).  The moral order 

established in the CBAs with the aid of the double use of the modifier 

“just” (91-2), is that the planning was the worthier or more highly skilled 

component of the teaching situation where all ‘the work’ was located, 

and that the ‘monitoring’ was a lower skill, less demanding activity.  The 

contrast structure is important in explicating a pivotal attribute/CBA of 

professional artistry, that is individual teacher agency.  This  is further 

explicated in the following extract, ST1 306-328. 
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306 

307 

308 

309 

310 

311 

312 

313 

314 

315 

316 

317 

318 

319 

320 

321 

322 

323 

324 

325 

326 

327 

328 

ST And then the artistry side is how I did it. 

R Right. 

ST I wasn’t told how to do it. I did it my own way (:) sort of set it up 

to do it my own way but um you have a play around and 

hopefully enjoy it it’s got to be fun. 

R What sorts of things were special about how you did it? 

ST Umm (::) the the coloured name groups the (:) containers with 

all the labelled samples all the different I tried to find 

moisturisers that would be a little bit different. The protection 

vitamins aloe vera (:) for baby and a concentrated one um yeh 

just just the way it was all set up so that they a little bit um (:) 

yeh limited yeh I did limit um the failure rate.  

R Yeh. 

ST The way I set it up and I had everything labelled carefully and I 

had a mystery side of it I had the the um icecream container 

with the moisturiser in it underneath the cloth (?) so it was like a 

wee mystery and they didn’t know (unclear) 

R They didn’t know what was happening. 

ST and they all wanted to know what they were and I got a lot of 

questions “what which one what is it?” 

R Yeh.  

ST No not this it’s this that both at the end to this a mystery so yeh 

that’s the artistry part. 

  

ST1 explains that in planning and designing the lesson “I wasn’t told 

how to do it. I did it my own way” (308), demonstrating the importance to 

her of her individuality and creativity.  Individual teacher agency is 

 175



 

therefore the pivotal CBA which locks professional artistry into place as 

a type of teaching in this account and therefore as an important element 

of the ideological DNA (Smith, 1998) necessary for professional artistry 

to be reproduced in the wider discourse of teaching.  This is particularly 

significant when one considers how the Performance Management 

Guidelines and Professional Standards  objectify and nominalise 

teachers’ actions into lesson plans/planning, stripping teachers of their 

personal agency in creating the plans.  Using the two set class rule 

(Sacks, 1996) if personal agency is pivotal to a discourse of professional 

artistry then lack of it is pivotal to a discourse of technical competency.  

The suppression of teacher agency in the official documents 

demonstrates how the dominant discourse of teaching functions to 

marginalise the contesting discourse of professional artistry.  As Sacks 

(1996, p.47) postulates, it is easier for one set to dominate in a two set 

class and therefore the two set class device is a mechanism for social 

control,  

(w)ith a two set class you can apparently make an observation of 

comparative lack much more easily than otherwise.  And I wonder, 

for example whether many kinds of conflict and perhaps most sorts 

of revolutions occur by virtue of these two set classes  

This is because to establish a two class set you  

might start with one group who you locate as the group in power, 

or the haves.  Give them a name: whites, men, the old.  And then 

assimilate all the others to some predominant feature of those 

others for example a lot of them are Negro so you call it the black 

revolution  (Sacks, 1996, p.48). 

In relation to this study, the group or paradigm of teaching in power is 

that of technical rationality.  A predominant feature of most of the other 
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paradigms, is the centrality of individual teacher agency.  The two set 

class rule makes all other paradigms of teaching counter hegemonic 

and groups them together as an easily identifiable target for the status 

quo to resist.  Sidelining the human agency of teaching in the discourse 

allows the status quo, to focus on the must dos, and makes this focus 

the norm, with every other formulation being deviant and therefore 

potentially subversive.   

One way of challenging the status quo might therefore be through 

studies such as this which: 

• explicate the importance of individual teacher agency so that it is 

less easy to marginalise within the discourse of teaching 

• demonstrate how the must dos and the can dos of teaching are 

dialectically linked through the creative agency of individual teachers 

• demonstrate how the professional commitment of teachers is likely to 

mean that their practice is routinely operationalised in a discourse of 

professional artistry 

This study suggests that artistry is too deeply embedded in the what, 

why, when and how of teaching that in practice it cannot be separated 

out and assigned a lower or non essential status.  This point has already 

been demonstrated in the way that individual teacher commitment to 

“add the extras” and use their creativity mean that artistry, not technical 

competence is the standard of teaching STs will aim for.  

In the following extract ST1 directly refers to her practice using the term 

‘professional artistry’ as she stops and comments on the video.  ST1 

206-218. 
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207 

208 

209 

210 

211 

212 

213 

214 

215 

216 

217 

218 

ST So that that again I consider that to be professional artistry 

because I’m teaching (:) the (:) objectives of the science unit 

and but I am creating a lesson an experiment the children 

would enjoy to do as well but based on the science objectives. 

R OK. So what makes that special? 

ST Umm. It’s just student centred (:) and linked to the children’s 

needs and just um (::) yeh it’s not just straight a straight lesson 

it’s not just giving out information um through feeding them 

information and talking to them  

R OK. 

ST it’s it’s creating a lesson that they’re going to to learn that 

information I want them to learn on their own. (throat clearance) 

Using the MCD type of teaching, ST1 categorises her own teaching as 

professional artistry, and identifies the following CBAs of professional 

artistry: 

• combining the teaching of science objectives with creating an 

interesting lesson (207-8), that is combining the must dos with the 

can dos 

• planning a student centred lesson linked to children’s needs (211-2) 

• more than just talking and giving information (213) 

The first bullet point demonstrates how the blending of professional 

objectives with her own creativity is part of her professional artistry and 

reinforces the previously made point about the embeddedness and 

inseparability of creativity and flair, that is individual teacher agency, in 

all teaching.   
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The second bullet point is worthy of further analysis in terms of how it 

categorises and positions the people that populate the accounts of 

teaching.  ST1 talks about a lesson which is “student centred and linked 

to the children’s needs” (211-2) so we see how the social actors are 

assigned to two different categories, as children and students, within a 

single utterance and the significance of this changing discursive 

positioning needs to be explored.  When social actors are referred to as 

“children” it is reasonable to assume that the MCD in operation is stage 

of life (Sacks, 1996), in which relational categories are child, adult, 

adolescent and senior citizen to name but a few.  However this 

categorisation would mask the subtle complexity of the work that goes 

into ST1’s accounting for her practice and how her individual agency in 

the local context can subvert such pre-existing discursive formations as 

stage of life categorisations.  

In this account ST1 uses the MCD people in the education system 

rather than stage of life to categorise children, and this discursive 

categorisation enables children to be placed in sub categories and 

positioned differently in different links of the genre chain.  This flexible 

categorisation of children which is locally produced and ever changing 

has a significant impact on the discourse and the potential to widen the 

rhetoric/reality gap, for as discussed above, the official discourse relies 

on a single unitary reality of teaching for its authority while this shifting 

and changing discursive positioning demonstrates this is not to be found 

in practice.  To explicate I return to my earlier example of how much can 

be learned about a teacher’s style of teaching from observing how the 

classroom is arranged in terms of whether all the desks are spaced and 

facing the whiteboard or grouped to allow for interaction.  This can also 

reveal how teachers are categorising children, as the taught in the 

former scenario or as active learners who can learn form each other in 

the latter, and is a graphic example of how different practices (observing 
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and listening or talking and interacting) flow from this categorisation.  

Further examples of the shifting discursive positioning of children in the 

STs’ accounts are discussed later in this chapter. 

Children are positioned as the taught in the official discourse, a 

positioning which is central to the rematerialisation of teaching in a 

discourse of technical rationality, as it masks children’s individuality and 

agency as learners and makes teachers’ accountable for planning and 

implementing children’s learning in accordance with pre-determined, 

centrally prescribed objectives.  While the performance management 

document depicts children as needing to be taught the official 

curriculum, this categorisation is not constant in the STs’ accounts which 

often categorise them as learners enabling a different, more complex 

child/teacher relationship and creating teaching in a different light from 

that inferred in the official discourse.  In the above extract ST1 has 

categorised children as the learners attributing individual agency to them 

by the way she sees them as learning in other ways rather than from her 

act of feeding them information.  She inculcates artistry in a discourse of 

child centred pedagogy in which her creativity in catering for children’s 

enjoyment and children’s needs is a significant CBA.  At the same time 

she is fulfilling the must dos of teaching by teaching to the objectives of 

the science unit, thus demonstrating how the must dos and can dos, the 

professionalism and the artistry are inextricably linked in teaching 

practice through the creative agency of the individual teacher. 

In the following extract ST1 234-251, still using the MCD type of 

teaching, ST1 categorises creative planning and preparation as CBAs of 

the category professional artistry and “organisation is the key” (234) she 

uses “to try and limit the amount of things that can go wrong” (238-9).   
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239 

240 
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242 
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244 

245 

246 

247 

248 

249 

250 

251 

ST Organisation is the key. 

R Talk about that for a moment? (throat clearance) How how 

what do you mean by organisation? 

ST Prepare proper preparation for the lesson and organising (:) it 

so there won’t be any to try and limit the amount of things that 

can go wrong. Setting it up as well as can be if possible 

initially I think that’s really really important. 

R What sorts of things can go wrong? 

ST Umm unexpected interruptions um children (:) not getting on 

together um some external type of (:) problems cropping up 

and and possibly um (:) yeh just (:) conflicts and interruptions 

basically that can go wrong. 

R And how does your organisation (:) help to avoid those? 

ST Umm the children I think the children will know what they are 

doing (:) which is they know the purpose of the lesson (::) and 

if they know what they are doing they’re more settled and (:) 

happier to just get on with it rather than tearing round asking 

questions all the time. 

This account categorises teaching activities in terms of things that go 

wrong and things that go right and again valorises her individual agency 

in making things go right.  ST1 creates a standard of classroom 

behaviour which is “right” and therefore most highly ordered and to be 

constantly aimed at.  She has generated her own measuring categories 

to sort things that happen in class into right and wrong categories 

without reference to any “mathematicalizable” (Sacks, 1996, p.59) basis 

for measurement.  The simple activities of her planning which are also 

the CBAs of professional artistry, such as adding colour, and making 

things fun, are therefore assigned a sort of moral significance as 
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contributing to the “rightness” of her lesson.  An important link can be 

made here to ST1’s opening account and how it rendered the 

performance indicators in the discourse of performance management 

redundant.  That redundancy is reinforced here, for she has in mind a 

standard to be aimed for and this is more closely aligned to artistry than 

technical competence, for it involves adding the extras rather than 

teaching to the guidelines. 

The purpose of policies and guidelines is to represent a fixed and 

unitary reality, whereas the above analysis shows how the social reality 

of teaching is dynamic, textually mediated and continually under 

construction at the local level by those who work in it.  Furthermore the 

documentary realities of teaching obscure the problem framing and 

decision making processes which are the antecedents to teachers’ 

actions, actions which flow from the categorisation work that teachers 

constantly do in practice.  In this way documentary realities tend to 

divorce the actions from the teacher’s purpose in carrying them out thus 

obscuring the complexity of teaching and enshrining a skewed view of 

teaching which is then used as the basis for the recruitment, retention 

and reward of teachers.   

A sample performance indicator for teachers is stated as  “prepares 

lesson plans in advance of classes and in accordance with school’s 

standards” (MoE, 1998, p.27).  There appears to be no requirement for 

ST1’s creativity and fun, her professional artistry, which she recognises 

has made a significant contribution to the success of her lesson in this 

criteria.  Neither is there any linking of this action to stated educational 

purposes such as student engagement in learning, catering to different 

learning styles, which are inculcated in The Performance Management 

Guidelines as discrete activities unconnected in the genre chain of 

teaching practice.  Just as the divorcing of the local, spoken accounts of 
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artistry from their individual purpose and context tends to remove them 

from a discourse of professional artistry and place them within a 

discourse of technical rationality, as demonstrated in the analysis of 

ST1’s account of her planning and preparation, so the divorcing of the 

official, written accounts from teacher agency and holistic context have 

the same effect. The exposition of planning presented from ST1’s 

account is that it helped her 

• effectively and efficiently cover the mandated achievement 

objectives of the New Zealand Curriculum (207) 

• cater for the needs of all children (211-2) 

• accommodate different learning styles and needs (211) 

• motivate and enthuse children about learning (216-7) 

These factors suggest a complexity not represented in such 

decontextualised performance criteria as, “prepares lesson plans in 

advance of classes and in accordance with the school’s standards” 

(MoE, 1998, p.27).  This is significant because the official discourse, in 

contrast to the local accounts, reduces dialectically linked, complex and 

purposeful activities such as planning, to the level of mechanistic basic 

skills.  These basic skills can then become subjected to a centrally 

prescribed standard and surveillance mechanism (achievement 

objectives and learning outcomes) with teachers themselves colluding in 

the subordination of their creativity to this mechanism of control. 

6.7 Further Examples 

Further examples of how professional artistry can be seen when action 

and purpose are linked and explicated are available in all five student 

teachers’ accounts.  This may signify that the process of viewing and 

accounting for their practice is also the process by which artistry is 
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constructed, as participants need to interpret and analyse their actions 

against the holistic context to recognise its complexity and inculcate 

teaching in a discourse of professional artistry.  Certainly the 

participants valued the experience very highly and gained new insights 

into their practice as the following examples show. For ST1 it has 

affirmed that she has learned and put into practice much of what has 

been discussed during her teacher education course because she has 

become more aware of all the things she does during a lesson.  ST1 

687-700. 

687 

688 

689 

690 

691 

692 

693 

694 

695 

696 

697 

698 

699 

700 

ST Um no it was just I found that very helpful (:) seeing myself on 

video like that seeing what I’m doing. What what I’d try (:) 

everything I’ve learnt during the course it’s good to see that I’m 

doing it. 

R You you can identify that can you? 

ST I can I can identify a whole lot of things coming together in that 

lesson. I don’t know what how you feel about the lesson but I 

identify a lot of things coming together and that I’m just doing 

naturally and automatically without even thinking about it and 

then I walk away and don’t not even aware I’ve done it but 

when I’m looking at myself on screen I realise that I have that I 

do do it. 

R OK. That’s good. 

ST So that’s a really positive thing that I feel from watching that. 

For ST5 the experience allowed her to see the whole picture of what she 

attends to during a lesson.  ST5 813-827. 
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813 

814 

815 

816 

817 

818 

819 

820 

821 

822 

823 

824 

825 

ST No it’s just that I think it’s a really great opportunity to have. I 

mean (laugh) it’s nerve wrecking um to sort of think of doing it 

and obviously it’s disappointing for you you know the technical 

problems at the beginning but for me it’s really good. Um I 

probably finished that session feeling inadequate about 

several things and then you know so perhaps to see that I can 

think well there are some good things happening.  There are 

certainly things I can think of that need to be improved um but 

then once again that’s the reflective part isn’t it? You just 

constantly thinking but this time I actually got to see it and so 

normally I’m just sort of you know thinking as I move around 

that you’re not actually seeing the overall picture. So it’s great 

to have the overall picture. 

ST3 receives a tremendous boost to her confidence from watching her 

practice and comes to realise the importance of the person that she is to 

her teaching.  ST3 575-603. 
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575 

576 

577 

578 

579 

580 

581 

582 

583 

584 

585 

586 

587 

588 

589 

590 

591 

592 

593 

594 

595 

596 

597 

598 

599 

600 

601 

602 

603 

ST Um (::) it’s actually quite amazing seeing yourself on there um 

(:) like yes there is areas that I would like to work on.(?) 

R Mhum. 

ST Um  or maybe not do but then I think (:) things that I do-on’t do 

or things that I shouldn’t do maybe wouldn’t then make up the 

person that I am.(?) 

R   OK.(?) 

ST Um  there’s no (:) to me there’s no boundaries there’s no um  

guidelines on who you can be as a teacher. I mean there are 

(::) 

R Right. 

ST certainly  things that you cannot do

R Mhum.  

ST and (:) that’s just with any job  bu-ut I think if you’re a fun 

person (:) then  and I actually look at it and I think wow I am 

quite fun I’m not this old  not old  strict teacher (:) 

R Yeh. 

ST um (:) and I listen to the children.(?) 

R Yes. 

ST I take on what they think (?) 

R Mhum. 

ST and it’s actually what you said to me what someone else said 

when they saw themselves (:) it was like wow I’m actually 

doing what I’m meant to be doing.(laugh) 

R OK. 

ST Um  and it does look as if I am a teacher 

R Good

ST and it’s actually (laugh) really (:)  what’s the word  sort of boost 

your confidence up a wee bit. 



 

A unifying feature of the experience expressed in these accounts is that 

until they viewed the video each ST had an inferior impression of their 

own teaching skill and expertise which was dissipated on viewing the 

video of their own practice, ST1 695-8; ST5 816-819; ST3 600.  Each 

teacher was working from a deficit model of their own practice before 

they viewed themselves in action, for example ST5 “um I probably 

finished that session feeling inadequate” (816-7) thinking that they 

lacked the basic skills or technical competencies they were supposed to 

have learned from the teacher education courses, but viewing the video 

allowed them new insights about their practice and the complexity of 

their work “wow I am quite fun” (ST3 589-90); “I realise that I have that I 

do do it” (ST1 697-8); “I can think well there are some good things 

happening”.  These examples demonstrate the power of the dominant 

discourse and how it functions to place teachers in a deficit model in 

which their individuality is marginalised in favour of centrally prescribed 

competencies.  They also demonstrate the efficacy of video stimulated 

recall in allowing teachers to view, access and explicate their own 

individual agency and professional artistry, especially the centrality of 

the self to their teaching.  As ST3 states “there’s no boundaries there’s 

no um guidelines on who you can be as a teacher” (ST3582-3).   

It could be that developing a process for teachers to view and analyse 

their own work would be a good weapon in the struggle against the 

hegemonic discourse of technical rationality, and also a precursor to 

developing the terms or vocabulary needed for teaching to rematerialise 

in a discourse of professional artistry.  Video stimulated recall seems to 

aid teachers’ reflection on action and may therefore lead to improved 

reflection in action (Schon, 1983, 1987) and therefore to enhanced 

teaching.  In the conclusions to this study I will argue that teacher 

appraisal processes are the logical vehicle for using video stimulated 

recall with a view to improving rather than simply proving  teacher 
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performance. 

Viewing the video allowed STs the opportunity to reflect meaningfully 

and in depth on aspects of their practice too minute to remember with 

any clarity given the number of pressing things being attended to by the 

teacher at any one time.  For example in her opening account of 

professional artistry ST5 describes two CBAs as knowledge of the 

children and knowledge gained from experience.  In this video 

stimulated extract she describes how these knowledges are called on 

when a student (Ben) from one group presents her with the problem that 

his group has no ideas.  ST5 545-584. 
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545 

546 

547 

548 

549 

550 

551 

552 

553 

554 

555 

556 

557 

558 

559 

560 

561 

562 

563 

564 

565 

566 

567 

568 

569 

570 

571 

572 

573 

574 

ST Now I can remember this moment very clearly and this is one 

of the reflective moments again. Ben has just come up to me 

and said that they can’t think of any ideas for what's going to 

happen in their picture. 

R OK. 

ST And so then (sigh) I’m sort of thinking now where to from here 

and where trying to assess whether to sort of give them a few 

more minutes or pull it in because we’ve got to wind up 

because we’ve got to move on and stay within time so um (::) 

once again knowing the child. Ben really likes you know um he 

has high expectations and he really wants it to go very well so 

(:) I could have given them a few more minutes but I had 

already been over to the group earlier and things seemed to 

be going so I’m just having to make a quick call here and 

decide what to do and I’ve just still decided to leave the 

session and it’s interesting to note that once they actually get 

up and perform that his group’s one of the first to stand up  

and go with it and so and and that could have been a wrong 

call and he actually could have his whole group could have 

been really disappointed because they hadn’t done anything 

but yeh I mean I could have

R So you based it on your knowledge that you picked up 

ST Just knowing. 

R when you were monitoring his group earlier? 

ST Mm well and knowing him as a child.  

R OK.

ST And knowing him from prep you know like lots of situations.  

This is you know 

R Yep. 

ST it’s once again you just sort of if you know the children you 
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575 

576 

577 

578 

579 

580 

581 

582 

583 

584 

know um the sort of little things they will pull out on a regular 

basis and (:) I still recognise I could have read that wrong and  

he could his whole group could have not been ready at all but 

um yeh I guess then I’d have to think about how to handle that 

and what give them a chance to perhaps work on it but so I 

think you’re thinking all the time. It’s really interesting. I would 

have said that there was little to see for all of this session  

            once we got beyond the beginning but yeh actually you just do 

little things all the time and you’re thinking on your feet all the 

time. I guess I can see it now. 
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ST5 recognised that this one very small classroom event represented a 

number of issues, presenting a number of frames for action “and so then 

(sigh) I’m sort of thinking now where to from here” (550).  In this account 

a CBA of professional artistry is described in terms of assessing and 

responding to the local situation.  Using the MCD of things to attend to in 

teaching, ST5 creates the following categorises: the need to complete 

the session on time (553); the need to move onto other things (553); the 

need to protect the child’s high self expectations (555); the need to 

protect this group’s self esteem (563-4).  The former two categories 

represent teaching in a task oriented discourse and position children as 

the taught and therefore subject to the dictates of school curriculum.  

This positioning gives ST5 the warrant to move on with the lesson 

despite Ben’s concerns.  The latter two categories represent teaching in 

a child centred pedagogical discourse.  Again using the MCD of people 

in the education system they are categorised as the learners, rather 

than the taught and this positioning contests the warrant for ST5 to 

move them on to the next stage of the lesson as their need to learn 

independently is ordered more highly than their need to be taught the 

curriculum.  The inherent value conflicts are self evident and ST5 must 

therefore make an ethical decision about how to proceed.  Once more 

the covert complexity of teachers’ work is unmasked in this account, and 

the way that even minute details of teachers’ work successively engage 

them in a range of shifting and changing discourses is explicated.  This 

highlights the instability of social life and the importance of individual 

agency in interpreting and organising aspects of social life as frames for 

action.  It also signals the difficulties inherent in capturing the reality of 

teaching accurately in the written genre, for example in the performance 

management documents.  However ST5’s account does more than this 

as it also highlights the agency of the video stimulated recall process in 

allowing her to recognise that complexity, adding weight to this study’s 
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contention that it is necessary for teachers to view their teaching and 

connect their actions to their purposes in a reflective dialogue in order to 

inculcate teaching in a discourse of professional artistry: 

The following analysis from ST2’s account shows the potential of video 

stimulated recall interviews combined with MCA to unlock the 

categories/unravel the ideological DNA which have the potential to 

contest the dominance of a discourse of technical rationality in teaching.  

ST2’s children have all made letterboxes at home and brought them to 

school for sharing.  Her first comments on viewing her practice link 

closely with the CBAs of professional artistry she established in her 

opening account, the most significant of which was good interaction with 

the children.  ST2 50-53. 

50 

51 

52 

53 

ST I guess there I’m using positive reinforcement and interacting 

with the children but making but making the ones who aren’t 

doing as they are told aware of what they should have been 

doing but in a positive way rather than a negative way. 

In this extract we see some of the attributes she attaches to good 

interaction. They are: 

• using positive reinforcement (50) 

• attending to off task children (51-52) 

• using a positive rather than negative manner (53)   

As in many of the accounts, children are described here, and as 

discussed above it cannot be taken for granted that the account 

naturally places them as members within the MCD stage of life.  Closer 

analysis of the other categories created here and the relationships 
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between them, suggest the categorisation device in operation is again 

people in the  education system rather than stage of life.  Within that 

categorisation people in the education system there are children who do 

as they are told, children who do not do as they are told and another 

category, which we hear as the teacher, whose job it is to make the 

children do as they are told, preferably in a positive way.  In this 

interpretation of the teacher’s job children are positioned not so much as 

the learners but as the taught and this inculcates teaching in the sort of 

discourse which circulates the paradigm teachers as transformers of 

academic content.  This positioning links back to ST2’s opening account 

of professional artistry in which the teacher has a high profile, high 

responsibility role in the classroom, having “something that makes you 

stand out as, as the teacher in the classroom” (15-16) and “you need to 

have your finger on exactly where they are and where they need to 

move on to” (23).  At a later stage in ST2’s account, her categorisation 

of children changes to the learner as she describes a self assessment 

activity and its purpose, ST2 122-130. 

122 R So how does what you’re doing here how does that relate to 

your ideas of professional artistry? 

ST Well the whole the whole letterbox thing and them making their 

own letterboxes brings in the creativity and the variety of 

activities and then I thought that I’d get them to do this self 

assessment which is something a bit different to what they’ve 

done before rather than them having to write things or me note 

down what they do know what they don’t know I’m giving them 

a chance to take responsibility for it so. 

She also describes how children learn from doing ST2 141-151. 
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141 

142 

143 

144 

145 

146 

147 

148 

149 

150 

151 

ST Umm. Yeh physically with this age group you know they need 

to be doing things and this actually ended up quite a long time 

on the mat for them but I couldn’t really see any other way 

round it because they all were so keen to share their 

letterboxes. But by getting them to actually put the parcel in or 

put the milk bottle in or the letters in um they they could then 

tell exactly. For for children of that age it’s hard for them to 

visualise you know if I’d just said now would a parcel this big fit 

in a lot of them would probably have said no or yes because 

they need yeh they need the actual doing of it to reinforce the 

idea. 

The examples above show how, in the textually mediated discourse of 

practice, the positioning of children changes in accordance with 

teachers’ understanding of their needs and abilities in a particular 

context at a particular time and considered in relation to a particular 

purpose.   

The performance management document allows no such flexibility as it 

consistently positions children as the taught and the teacher as 

responsible for all their learning.  In Foucauldian terms the document 

suggests that this positioning is a pre existing discursive formulation 

which as a “top down” construction represents the official reality of 

teaching.  It enables many of the authoritarian, centrally prescribed 

expectations on which the dominant discourse (technical rationality) of 

education is based.  On the other hand Foucault does not concern 

himself with actual texts or specific instances of practice.  These are the 

product of individual teacher agency and analysis of practice shows that 

the positioning of social actors is not fixed or predetermined, but 

continually under construction at the local level.  This is not recognised 
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in the official discourse of  the performance management document, a 

strong link in the genre chain.  This link functions to obscure the local 

construction of teaching reality, as exemplified by the shifting positioning 

of social actors in the STs’ accounts and thereby obscure the individual 

teacher agency, a CBA of professional artistry, inherent in the local 

constructions and therefore in teaching.  

This study argues that a great deal of educational practice pivots on the 

local, textually mediated categorisations of people in the education 

system and the attributions assigned to the categories.  Individual 

teacher agency is the most significant factor in determining the 

categories in practice and therefore the relationships and activities 

appropriate for these categories.  In short, individual agency is therefore 

the most significant factor in determining how education will be enacted.  

Just as in Sacks’ example “(t)he baby cried. The mommy picked it up” 

(Sacks, 1996, p.236) where a range of cultural assumptions are brought 

into play, such as that it is the mommy of the baby that picked it up, that 

it would be natural for the mommy of the baby to be nearby and 

therefore hear it cry and be able to pick it up, that the mommy would not 

want the baby to cry and so on, so a lot of assumptions are brought into 

play through the differential positioning of children within the MCD 

people in the education system.  When children are positioned as the 

taught, rather than as the learners a different set of activities and 

behaviours are expected.  That is they do as they are told, they listen, 

they follow instructions for the former and that they interact, explore and 

investigate more independently in the latter.  Although the official 

discourse seems to fix children into position as the taught, the local 

accounts show that this positioning is not fixed but continually under 

construction and that teaching is therefore a much more complex and 

creative activity than the official discourse depicts with individual teacher 

agency absolutely pivotal to the enactment of educational practice.  This 
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lack of recognition of teacher individual agency allows teachers’ work to 

be politicised, commodified, centrally prescribed and controlled in ways 

which can only further alienate teachers from the profession, as they 

represent an ideological shift which teachers find it hard to commit to.  

For most educators education is a process through which people 

become capable of democratic citizenship and through which 

inequalities are addressed.   

Education could be seen also as a means through which people 

could become capable of citizenship and hence of true 

participation in a democratic society, as well as the means through 

which injustices and inequities were to be rectified by standardising 

opportunities to learn and advance.  Such ideals in education have 

engaged the loving and revolutionary commitment of many (Smith, 

1998 p.11). 

There is a significant policy/practice mismatch which must be addressed 

if teachers are to maintain the personal commitment to the profession 

which is an essential quality of teaching and learning.  

6.8 Using Close Analysis of the Accounts to Define Professional 
Artistry 

At the start of this study professional artistry was defined as the 

teacher’s ability to make sound decisions in situations which are 

routinely complex and laden with value conflict, making professional 

artistry in teaching the norm rather than the exception.  Using close 

analysis of the accounts this definition can be supported and artistry can 

be further explicated as the individual teacher’s linking of local actions to 

wider educational purposes. 

In the following extract ST2 integrates the two aspects of artistry pivotal 

to this definition, that it is routine and that it is connected to purpose, in 
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one straightforward example.  ST2 104-121. 

104 

105 

106 

107 

108 

109 

110 

111 

112 

113 

114 

115 

116 

117 

118 

119 

120 

121 

ST I was thinking on my feet there I guess because originally I 

thought I’d get them all to bring their letterboxes down to the 

sharing circle and then I realised that they were all far too big 

so that was why I um asked the girls to bring theirs down first 

and then the boys and I was trying to get them to focus on 

things we talked about the other day when the rural delivery 

lady came and spoke and she pointed out that a letterbox in the 

country has to have a flag and it has to have a front opening lid 

that goes down so I was trying to ask open-ended questions to 

get them to think about that and at the same time I was giving 

them an opportunity to share their letterboxes because they 

brought them to school this morning and they’re all so proud of 

them when they walked in the classroom and we yeh we 

decided now was the time to share them so um and also 

modelling what they’re having to do on the sheet because I’m 

asking some of them to see if the parcel fits in or the milk bottle 

fits in or the letters fit in which is what we do later on that self 

assessment sheet. 

The routine action, or technical competence, asking open ended 

questions (ST2 112) is described as having five purposes: getting the 

children to think (113), giving them an opportunity to share (114), 

affirming their efforts (114), modelling the next task (118), and signalling 

the assessment activity (120). 

Asking open ended questions is a technical skill, but being able to 

identify five different purposes for using them in a single interaction goes 

beyond technical competence as it demonstrates the individual agency 
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of the teacher in using that competency.  This links to ST2’s opening 

account in which good interaction with children was signalled as a highly 

significant CBA of professional artistry.  In discussing an attribute of 

good interaction, that is asking and responding to open questions, ST2 

inculcates her work in a discourse of technical competence, and it is 

only by linking practice to purpose that it is possible to see how this 

descent into a discourse of technical rationality is in effect a mutation of 

the discourse of professional artistry, and that ST2’s reflection on her 

teaching goes on to construct teaching in a discourse of professional 

artistry.  Similarly ST3’s account often tends to mutate into a discourse 

of technical rationality.  At a superficial level she seems paradoxically to 

be describing her ‘professional artistry’ in a discourse of technical 

rationality, as she focuses to a large extent on her gestures and facial 

expressions, however closer analysis reveals greater complexity.  ST3 

334-343. 

335 

336 

337 

338 

339 

340 

341 

342 

343 

ST Just  Sam  he Sam comes up with everything (:) he answers 

every question and the fact that (:) in the pre tests no-one at 

all came up with condensation or evaporation or the actual 

correct terminology until today which is the (laugh) first lesson 

(:) where someone has actually used it.   

R Oh right.(?) 

ST And that’s why I’m like (:) wow well why (laugh) haven’t you 

used it beforehand? And also the fact that it’s like a wee joke 

going on between everyone.(?) 

In the video at this point ST3 is responding enthusiastically, combining 

facial expression, gesture and voice to affirm Sam’s response in a 

humorous way.  Within the discourse of technical rationality available in 

the Performance Management Guidelines her actions would be 

categorised as teaching techniques.  Circulating in the wider social 
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world of teaching, as shown in the review of the literature, is the 

performative paradigm of teaching, which offers an alternative take on 

ST3’s actions.  In the performative paradigm, the teacher is positioned 

as a performer, who through exaggerated gesture and use of voice can 

evoke a tension reducing response from the children/audience.  Roles, 

dramatic effect, humour, emotion, irony are all used by the teacher to 

create and deal with tensions in the learning environment which form the 

plot and sub plot of the lesson-drama.  This paradigm acknowledges the 

individual agency of teachers in interpreting when and how to use these 

skills.  Teacher purpose and holistic context are valorised in the 

performative paradigm which allows teaching to rematerialise in a 

discourse of professional artistry, for it emphasises the teacher’s 

purposeful use of technical skills such as voice and gesture to achieve a 

dramatic effect for the purpose of enhancing learning. 

6.9 Professional Artistry as a Category Bound Activity of 
Teaching 

The analysis so far has tended to describe professional artistry within 

the membership categorisation device type of teaching.  However the 

definition of artistry on which this study is based hints that artistry is not 

just a type of teaching but is inherent in all competent teaching.  ST4’s 

account is significant in that it exactly encapsulates this definition by 

constructing artistry as a category bound activity of teaching.  In her 

opening account at the start of the interview ST4 constructs artistry as a 

CBA of teaching, it’s “just the art of being a teacher” (ST4 10).  Rather 

than reflecting a downplaying of the value of what teachers do, the effect 

of the modifier “just” in this context is to suggest the hopelessness of 

trying to describe in further detail all the things that teachers do that are 

part of their artistry.  This is often a feature of teachers’ talk about their 

practice.  My own experience with supervising teachers is that they have 

trouble articulating for student teachers what it is they do, saying things 

 199



 

like “I just do it.  I just know what to do”.  This parallels the way the 

opening accounts of artistry were represented in a mutant liberal 

humanist discourse of the born teacher as it suggests that the teacher’s 

knowledge and skills are instinctive and intrinsic, inculcating the teacher 

as born not taught.  This phenomena is also noted in the literature.  

McGee and Pennington (2000) note the invisible, intangible and 

unquantifiable roles that teachers regularly perform, and  that ”teachers 

are not necessarily able or willing to communicate these (individualised 

cognitive) processes to researchers” (Clandinin and Connelly, 1996, 

cited in McGee and Pennington, 2000, p.12 parenthesis added).  This 

further highlights the non “mathematicalizable” (Sacks, 1996, p.59) basis 

for measurement which members use in their decision making and how 

the lack of a vocabulary, or set of terms which accurately represents 

professional artistry leads to a tendency for mutation to a different, more 

readily available, discourse.  The fact that members are unable to define 

“the vast amount of stuff” (Sacks, 1996, p.41) on which they base their 

routine decision making may be an indication that professional artistry is 

indeed a CBA of artistry and as such simply taken for granted by 

teachers in the way that “crying” is a taken for granted activity of babies.  

On the other hand the inability to access and explicate their professional 

artistry is certain to entrench the barriers to teaching being represented 

in a discourse of professional artistry in the genre chain of teaching.  It is 

easier to resort to a discourse of the born teacher  because the 

resources are readily available and therefore mutation occurs.  The 

analysis throughout this study shows how MCA can identify how 

teachers sort their “stuff” and therefore offer discursive resources for 

discussing artistry. 

In the following extract ST4 describes a teaching skill which she calls 

using “wait time”.  ST4 88-92. 
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88 

89 

90 

91 

92 

ST And there just by giving a bit of wait time to (:) to see if the 

child noticed what everybody else was doing and followed and 

therefore when he didn’t give him just (:) give him a little gentle 

reminder that we are doing something else at the moment. 

When her recall is stimulated by the video of her practice, she is able to 

talk about her different reasons for using wait time.  In connecting the 

skill with the decision making processes which have led to its 

application, ST4 allows us insights into what for her are ‘odd events’ 

versus ‘normal events’.  As Sacks (p.58) explains “(s)o normal is a 

standardised category, where whatever it refers to for any given person 

doesn’t have to be specified to control its use”.  Using the MCD teaching 

skills, ST4 categorises one skill as using wait time.  The attributes of 

wait time as described in the above extract are that it is quantifiable, 

ST4 uses “a bit” (88) not a lot of it and she decides on these measures 

based on the cues and clues available in the context; it is used for a 

specific purpose, to check on a single child; although called wait time it 

is an active rather than a passive skill with the teacher using the time to 

observe (88-9); it is a child centred skill as it allows an opportunity for 

the child to correct his/her own behaviour (89); in applying the skill the 

teacher needs to be aware of the individual and the rest of the class; it is 

not a stand alone skill but networked to other practices such as giving 

“gentle little” reminders.  When the level of individual teacher agency 

required to sort all this “stuff” is realised, it is clear that professional 

artistry rather than technical competence underpins even this specific 

and commonly used skill, which gives weight to ST4’s account of 

professional artistry as a CBA of teaching. 

In her account ST4 positions the child simultaneously as the taught and 

the learner.  From her categorisation of him as the taught flows her 
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expectation that he should be doing what everyone else is doing (89), 

and from her categorisation of him as the learner flows her expectation 

that he may be able to correct his behaviour independently through 

observing his peers (89).  A CBA of learners is that they use their own 

abilities to learn from situations or from independent, self motivated 

activities.  A CBA of the taught is that they do what the teacher tells 

them.  So we see from one small example how ST4 orders, reorders, 

combines and constructs different categories and sorts the value 

conflicts inherent in her shifting discursive positioning of the child.  This 

further demonstrates the centrality of individual teacher agency and 

adds further weight to the categorisation of artistry as a CBA of 

teaching. 

In the extract above, following or fitting in, is assigned a preferred status 

over doing something different from the class, yet later on this status 

changes, as shown in this example, ST4 127-161. 

 202



 203

127 

128 

129 

130 

131 

132 

133 

13 

135 

136 

137 

138 

139 

140 

141 

142 

143 

144 

145 

146 

147 

148 

149 

150 

151 

252 

153 

154 

155 

156 

157 

158 

159 

160 

161 

R You’re smiling Jenny. What’s causing you to smile? 

ST Just the chain reaction of this age group. When someone 

wants to go to the toilet or have a drink or ah put their tissues 

in the bin they all want to get up at the same time whether 

you’re mid sentence or (?) 

R So what were you thinking at that point? 

ST Ah (:::) I was thinking that we were losing the plot. We were 

losing (:) 

R Mm. 

ST Yeh I was losing their concentration and on on reflecting on it I 

think if I did it again I would stop then and say right lets all hop 

up and have a wee stretch and that will give those who’ve got 

tissues time to put them in the bin. 

R OK. 

ST Yeh.  

R Looking at the video um now of what's happening around then 

do you think the impression you had at the time was correct? 

Do you think you are losing it or? 

ST No. No.  

R OK.

ST Yeh but when you’re in a middle of a teaching  

R Yeh.

ST session yes. 

R So what are you cueing into now you you’re looking at the 

video. What are you cueing into that tells you that you weren’t 

losing it? 

ST Just the children that are still sitting looking straight at the 

book and not moving around and the child that has got up he’s 

still looking at the book 

R Yeh. 

ST as he’s walking away. (laugh) 

R Yeh. 

ST Yeh so yeh perhaps next time I would stop and just have a 

break from the book for a minute. Get up. Have a wriggle. 

Have a stretch and sit back down. 

 



 

When the children all want to go to the toilet and put their tissues in the 

bin at once, following is not seen as desirable self normalising 

behaviour, but as a “chain reaction” (128), and a problem which causes 

ST4 to think she has “lost the plot”. ST4 accounts for losing the plot in 

terms of losing the children’s concentration (136) and her pronoun 

alignment demonstrates her awareness of her own agency  “yeh, I was 

losing their concentration” (136) as opposed to the children losing their 

own concentration.  When ST4 views the video she reviews her opinion 

of what was happening and decides she wasn’t losing the plot because 

the children were still focused on the book and not moving around (153-

155), and even the child who is walking away to put his tissue in the bin 

is still looking at the book (153). 

The differential depiction of the power of routine, sometimes to 

encourage following, and sometimes to discourage following is a good 

example of the “potential instability of meaning in every day life” (Miller, 

1997, p.29), and points once more to the teacher’s individual agency in 

framing the complex problems of practice for action.  It is also a prime 

example of how moral order is assigned in the local context, by the 

individual teacher, drawing on her knowledge of the presenting factors.  

Over time, the changing moral order has to be (re)communicated to the 

children so that they learn when they should ‘follow’ and when to behave 

independently, which involves them shifting role from the taught to the 

learner.  At a different point in her lesson ST4 directly assigns the 

children to another role, as “scientists” ST4 232-241, and articulates her 

purpose for this.  Working in the performative paradigm, ST4 attributes 

to children the ability to understand the concept of role and to connect it, 

not just with the cultural demands of the dramatic tradition, where taking 

on a role involves acting in particular ways, but also with a wide body of 

knowledge about science and scientists.  In this example we see how 

children are momentarily positioned in different discourses as the 
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taught, as learners and as actors, all of which impose different 

behavioural expectations. 

232 

233 

234 

235 

236 

237 

238 

239 

240 

241 

ST Now that was one way of putting them into a role as a 

scientist. Scientist so that they understood that Scientists don’t 

often eat what they touch and and that things may be 

poisonous or breakable so they need to be aware of that and 

just be careful. 

R OK. 

ST So it was just one way that I found was really effective by 

putting them in the role they knew that when they are in that 

role there are certain things that they weren’t to do unless they 

were asked to do it. 

There are inherent value conflicts and contradictions in these very 

simple activities and in the positioning of children in the discourse(s).  

The complexity of the teachers’ task in interpreting the variables and 

framing them for action is matched only by that of the children’s (in this 

case new entrants) in negotiating the normative minefield which is the 

classroom, for they also handle a vast amount of stuff (Sacks, 1996) 

during their learning.  Their need to negotiate this minefield stems from 

their categorisation as the taught and/or the learner in this discourse, a 

positioning which creates a range of expectations which are very 

different from each other and from the expectations for children when 

they are positioned in the stage of life category.  This exemplifies the 

power of discourse in institutional settings to constitute social life as well 

as be a constituent of it and allows glimpses of how discourse may 

figure in “the unequal relations of power” (Fairclough, 2001, p.28).  

The CBAs of the taught constructed by STs are that students must be 

on task, pay attention, do their work and not distract others, none of 
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which apply to children in the stage of life category, where CBAs are 

more likely to be that they play with toys, use lots of energy and learn 

from exploring the world around them. This differential positioning of 

children in the discourse could be shown in an analysis of the Early 

Childhood Curriculum document11 which consistently positions children 

as learners, rather than the taught  offering great potential for further 

research.  It would be interesting to see if the stage of life categorisation 

device is used to order children rather than the MCD, people in the 

education system, and how this discursive positioning impacts on policy 

makers in early childhood education. 

6.10 Summary of the Barriers to the Representation of Teaching 
in a Discourse of Professional Artistry  

The Performance Management Guidelines represent teaching in a 

unitary, official discourse of technical rationality in which the positioning 

of the social actors does not shift and change as it does in practice.  The 

value conflicts inherent in the shifting positioning of the social   actors  

and how these make teachers’ decision making  difficult are therefore  

obscured in the official discourse and  discounted in representations of 

their work.  The teacher/taught relationship is represented as a straight 

forward one which positions                 teachers as accountable for what 

children learn, while limiting individual teacher and learner agency in this 

relationship.  An example of this can be seen in the following 

performance indicators for fully registered teachers: 

• frequently identifies each student’s abilities and learning needs and 

structures lessons that target those abilities and needs  

                                                 

11 Ministry of Education, (1996).Te Whariki:Early Childhood Curriculum. Wellington, N.Z.:Leaning 

Media 
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• takes account of group needs when planning and preparing 

• frequently demonstrates a balanced coverage of the seven essential 

learning areas in lesson plans  

(MoE, 1998, p.28) 

While the first two points may seem to represent a child centred 

pedagogy, this perspective cannot be sustained on closer analysis.  

Teaching is overtly inculcated in a discourse of care for the child, but the 

needs and abilities of children are to be “targeted” and “taken account 

of” by teachers, who must also demonstrate balanced curriculum 

coverage in their lessons and planning.  This firmly positions children as 

the taught and therefore dependent on teachers to guide their learning 

and the state to prescribe what they must learn.  It positions children’s 

needs as important only in so far as they relate to the curriculum 

objectives.   

Overall this analysis has shown how the diverse problems of practice 

are artfully constructed and framed for action by the individual teacher in 

the local context, and how viewing and reflecting on their work allows 

practitioners to recognise their individual agency and explicate their 

professional artistry.  However in the wider context representations of 

teaching in a discourse of professional artistry at worst fail to 

rematerialise and at best prove to be unstable.  This indicates that there 

are significant barriers to the rematerialisation of teaching in a discourse 

of professional artistry inherent in and entrenched by the textually 

mediated discourses (Smith, 1993) which make up the genre chain 

(Fairclough, 2002) of teaching practice.  

In CDA terms, the barriers to the representation of teaching in a 

discourse of professional artistry are as follows:   
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1. Although professional artistry can be explicated by practitioners, they 

need opportunities to view and reflect on their own work to do so.  In 

viewing their work they connect actions and purpose in the local 

context and this knowledge of own purpose is pivotal to their 

understanding of the complexity of their problem framing and ethical-

decision-making-in-action.  There are no opportunities currently 

offered in the genre chain (Fairclough, 2002) of teaching for teachers 

to view and reflect on their practice.  In the absence of such 

opportunities teachers have allowed their work to be represented in a 

discourse of technical rationality as epitomised in the performance 

management document and perpetuated in the genre chain of 

performance management. 

2. In the ordering of discourses of teaching, the discourse of 

performance management is official and hegemonic.  The written 

Performance Management Guidelines inculcate teaching in a 

discourse of technical rationality discursively positioning teachers as 

implementers of technical solutions to rational problems.  The 

education system needs this ordering as the Tomorrow’s Schools 

legislation has commodified education into a product which can be 

traded around the world, a product which has become a valuable 

income earner and dollar saver for New Zealand.  Many state 

secondary schools, for example, would require more state funding to 

run as they do if it were not for their revenue from overseas students.  

Quality Control systems which are relevant in industry to standardise 

the consistent, mechanised production of quality products as cost 

effectively as possible, have been imported into education.  This 

ideological shift in education has failed to recognise how egalitarian 

ideals “engaged the loving and revolutionary commitment of many” 

(Smith, 1998 p.11).  To sacrifice those ideals is to possibly lose 

teacher commitment and alienate them from their profession. 
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3. The dominant ordering of technical rationality in the discourse 

marginalises representations of teaching which valorise individual 

teacher agency in problem framing and decision making.  This 

alienates teachers from their professional artistry by placing them in 

a deficit model as needing to come up to the centrally prescribed 

professional standards which they know they regularly and routinely 

exceed.  

4. Although professional artistry can be explicated at the local or 

individual level when practitioners view their own practice, 

practitioners have inadequate terms and an unsuitable vocabulary to 

ensure the essence of professional artistry is accurately described.  

The essence of professional artistry lies in the way teachers 

individually interpret the complex variables of practice to frame and 

solve problems.  The Membership Categorisation Analysis has 

shown that this involves teachers in ethical decision making in 

situations where value conflicts have to be prioritised.  In the local 

accounts and in transsituational settings this lack of discursive 

resources leads to the explication of artistry in lesser, mutant 

discourses such as technical rationality or the born teacher.  This 

entrenches the alienation of teachers from their professional artistry 

by ensuring that the problem is not resolved naturally within the 

social life of teaching.  

5. When teachers view and discuss their practice they do so in 

individualistic ways.  Their constructions are local, unstable and 

dynamic and change with context and through individual teacher 

agency.  Teaching  policy, on the other hand, is operationalised in 

the written genre, for example through the Professional Standards 

and Performance Management Guidelines, in a discourse of 

technical rationality populated by unitary, consistent, unchanging 
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constructs which reduce the complexity of teacher problem framing 

and solving to a yes/no decision making process.  Policy and 

practice in teaching are therefore operationalised, represented and 

inculcated in contesting and seemingly irreconcilable discourses.  

However the analysis above shows how the problem may be 

discourse based, and how the semiosis of the networked practices of 

teaching contribute to “the unequal relations of power” between the 

discourses (Fairclough, 2001, p.28) leading to the dominance of a 

stable, consistent discourse of technical rationality as the discourse 

on teaching.  Policy needs this problem because it is mediated 

through the written genre for the very purpose of unifying and 

standardising practice, so that it can be consistently and formally 

communicated to social actors within and beyond the institution of 

education. 

6. Many aspects of teachers’ work are often described in terms of a 

contrast structure or two class set (Sacks, 1996, p.48).  For example 

children are off task or on task; children are motivated or 

unmotivated; children behave badly or children behave well; 

teachers are competent or incompetent.  This obscures the 

complexity of the fine distinctions made by teachers in interpreting 

the variables of practice and framing and solving the problems of 

practice.  These distinctions can only be explicated by teachers 

viewing their own practice and connecting them to their purpose in a 

reflective dialogue with a knowledgeable other.  In the absence of 

finely drawn accounts of how teachers make these distinctions 

intricate complexities of practice, such as how teachers assess 

children’s intellectual ability, children’s emotional states and social 

needs and prioritise them against the demands of the curriculum 

objectives are assimilated into a single predominant feature of the 

behaviour, that is whether it is on or off task. 
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One factor which links all these obstacles together is the way they 

highlight tensions between policy, and practice.  In short, they exemplify 

a rhetoric/reality gap which the social life of teaching currently functions 

to widen rather than bridge.  

The following, final chapter in this study reviews the social problem 

identified as my research focus and looks at how the barriers to the 

representation of teaching in a discourse of professional artistry may be 

overcome.  In doing so it identifies the new knowledge about teaching 

and research generated from the discourse analysis, suggests how this 

new knowledge may be used to stimulate change and signals how 

further research could advance the ideas presented here. 
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Chapter Seven

Conclusions: Overcoming The Barriers 
To The Representation Of Teaching In A 
Discourse Of Professional Artistry. 

7.1  Overview 

This study began with the identification of “a social problem which has a 

semiotic aspect” (Fairclough, 2001, p.30). The social problem identified 

was the alienation of teachers from, and their dissatisfaction with, the 

profession of teaching due to the representation of their work in a 

discourse of technical rationality which masks/erodes their professional 

artistry.  The semiotic aspect of the problem was harder to identify. 

Typically the semiosis of the discourse is so covert, so taken for 

granted, that a common sense interpretation is insufficient to allow it to 

be fully explicated, allowing the power relations embedded in the 

semiosis to gather momentum in the decade or so of educational 

change following the Tomorrow’s Schools Legislation:  “(t)his is one of 

the dangers of discourse: it creates such a strong sense of what is 

normal that it often becomes impossible to think that things could be any 

different” (Toll, 2002, para. 2). 

The previous chapter showed how robust analytical tools were needed 

to expose how the social actors, through the networked aspects or 

genre chain (Fairclough, 2002) of education unwittingly conspire to 

obscure the complexity of teaching. This chapter will suggest how the 

barriers to teaching rematerialising in a discourse of professional artistry 

can be addressed thus also addressing the identified social problem of 

teacher alienation from the profession.  In accordance with the 
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critical intent of its underpinning Critical Discourse Analysis approach, 

this study aimed “to produce knowledge which can lead to emancipatory 

change” (Fairclough, 2001, p.30).  I offer the following insights into the 

relationship between teaching theory and practice, gained from this 

study, as having the potential to stimulate change as outlined below.  

7.2  New Knowledge About Teaching 

Teaching is a highly complex activity, but this complexity, and therefore 

teachers’ artistry, cannot be recognised unless practitioners view and 

explicate their own purposes for their own actions in the local, 

individualised context and such opportunities are not currently available 

in the genre chain (Fairclough, 2002) of teaching.  Even when 

recognised, the complexity and the significance of individual teacher 

agency are difficult to describe due to the following four factors: 

• a paucity of linguistic terms and resources are available to 

encapsulate the essence of teachers’ personal professional artistry 

leading to a tendency for teachers to describe their work in lesser, 

mutant discourses such as the born teacher and/or technical 

rationality 

• individual teacher agency is marginalised in the discourse of 

teaching through the nominalisation/objectification of teachers’ 

creative abilities, so that terms such as teaching strategies and 

lesson plans can be used to mask individual teachers’ creativity, 

innovation and flair in the actions of planning and implementing 

lessons.  It is easier to standardise and control objects than actions.  

Lesson plans, for example, must be based on the national 

achievement objectives and therefore monitoring the observable 

outcome of planning, that is the lesson plan, is much easier than 

monitoring the complex cognitive processes and actions involved in 
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teachers’ planning.  

• children’s individual attributes, detrimental and/or incremental to their 

success and agency as learners  are marginalised by the discursive 

positioning of children as the taught in a standard relational pair, with 

teachers, as if this were a natural, incontestable social order.  The 

many infinitely variable, highly individualised characteristics of the 

social actors, the roles that they play and the inherent value conflicts 

which they experience are thus obscured 

• aspects of teaching are frequently represented in a two set class 

(Sacks, 1996, p. 42) such as on task or off task behaviour, high 

ability or low ability children which obscures the multiplicity of 

teachers’ purposes and mask the complexity of the non 

“mathematicalizable” (Sacks, 1996, p.59) basis for measurement 

used by individual teachers in framing/solving the problems of 

practice 

In any accounts of teaching practice children and teachers figure 

significantly but they are positioned differently in different accounts.  

Because the discursive positioning of social actors, though seemingly 

unremarkable is “politically consequential” for them (Miller, 1997, p.33) it 

is important to expose the power relations inherent in the discourse. In 

the performance management document children are categorised as the 

taught and positioned as subject to the authority of the teacher and 

dependent on the teacher for their learning.  Unremarkable as this may 

seem, many attributes and activities flow from this discursive formation.  

These characteristics appear in the document to be unitary, 

transsituational truths but are in fact cultural constructions of the 

document.  In the STs’ local accounts the children are differentially 

categorised, often as the learners  and one of the category bound 

activities (CBAs) of learners is that they have individual agency, that is 
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they can learn with or without the teacher actively teaching or informing 

them, so that the teacher must factor this into lesson design.  Reflexively 

if children have the individual agency to learn, they also have the 

individual agency not to learn and ways of minimising such a proclivity 

must be considered by the teacher in lesson design.  While all 

practitioners know this from their own experience, the performance 

management document appears at worst not to acknowledge it, or at 

best to underestimate how it requires individual teacher agency to 

interpret and respond to the individual agency of children.  The 

positioning of teachers in the hegemonic discourse of technical 

rationality is highly significant for them as it places them in a deficit 

model which allows them to be “blamed” by the institution of education 

for all that goes wrong in the education system.  It gives the warrant to 

successive politicians to redress teachers’ shortcomings by increasing 

centralised prescription and control of their work.  The performance 

management discourse, for example, steadfastly continues to place 

teachers’ skills, knowledge and expertise in a deficit model which must 

be continually topped up with the aid of centrally prescribed professional 

development opportunities and to hold teachers solely accountable for 

children’s learning outcomes which are measured in terms of centrally 

prescribed curriculum objectives.  In this way the discourse of 

performance management wields considerable power over teachers 

especially in terms of the recruitment, retention and reward processes of 

the profession, for the Professional Standards  which form the basis of 

performance management in New Zealand primary schools, are the 

criteria which teacher education courses address (recruitment); the 

criteria by which competency is appraised (retention); and the criteria by 

which incremental salary progression is attested (reward).  

The Professional Standards and the sample performance indicators set 

out in the performance management document represent the official 
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standard of teaching to be aimed at by members of the teaching 

profession.  However the local accounts suggest that even student 

teachers set themselves higher goals and that those goals can only be 

achieved through their individual teacher agency in activating their own 

flair and creativity in determining which skills to apply to the infinitely 

variable problems of teaching practice, and how, when and why those 

skills should be applied.  The official standards are therefore redundant 

in terms of their stated aim of enhancing teaching performance 

signalling that the commitment of individual professionals to do a good 

job for its own sake is a more powerful force than a panoptican 

surveillance mechanism (Foucault, 1977) which sits outside of teaching 

practice itself.  

While it may not be new knowledge that there is a rhetoric/reality gap 

between theory and practice, the explication of the gap through critical 

examination of the discourse does yield new knowledge as to how  that 

gap is, has been and will continue to be perpetuated.  As long as official, 

transsituational representations of social reality, such as those found in 

written policy and practice guidelines, take little or no account of the 

significance of individual agency , both in terms of how it makes difficult 

practices look simple (Labaree, 2000) and in terms of the part that 

individuals play in continually constructing and reconstructing local 

reality, the gap will continue to widen.  These unstable local 

constructions are pivotal to how teachers frame and solve the problems 

of practice and policies and guidelines which insist on representing a 

unitary reality in which the social actors are accorded stable, 

unchanging characteristics as opposed to unstable dynamic 

characteristics which shift and change and are open to interpretation by 

the social actors themselves, are misrepresenting the profession of 

teaching. 
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The paradigms of teaching discussed in the literature review are 

circulated in the discourses of the genre chain (Fairclough, 2002) in 

which teaching is enacted.  From the analysis of the STs’ accounts it 

became clear that there is a ready up take of the prescribed or 

compulsory elements of teaching in the discourse, even though these do 

not figure highly in the circulating paradigms.  The must dos of teaching 

were clearly understood by STs and contrasted with the can dos of 

teaching in their accounts.  Professional artistry was often described in 

terms of the can dos of teaching and attributed to inherent qualities of 

the teacher self such as creativity and flair, rather than qualities which 

can be taught or learned from experience and this discursive positioning 

contributes to the marginalisation of professional artistry into a mutant 

discourse of the born teacher.  If teachers are born not made, the whole 

teacher education and teacher professional development industry 

becomes redundant so the very elements of the genre chain which 

could foster teaching in a discourse of professional artistry are 

constrained by the mutant discourse and may instead function to 

marginalise artistry.   

7.3   New Knowledge About Research 

This study offers as “new” knowledge the following insights into research 

into practice yielded by the research design which combined video 

stimulated recall with critical discourse analysis techniques: 

• video stimulated recall is a powerful reflective tool for allowing 

individuals to explicate the purpose for their actions and thus access 

the complexity of their practice  

• as well as being an effective research methodology, video stimulated 

recall could be used effectively to enhance practice, for example in 

performance appraisal and teacher education courses 
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• video stimulated recall allows participants to understand and 

appreciate their practice more fully moving them from a deficit model 

of thinking about their teaching 

• video stimulated recall is pivotal to the rematerialisation of teaching 

in a discourse of professional artistry as it allows the holistic 

complexity of teaching to be explicated 

• a common sense interpretation of language data in research is 

problematic as it fails to reveal the power relations inherent in the 

operand discourse 

• Discourse Analysis and the ethnomethodological tools of 

Membership Categorisation Analysis can be effectively employed in 

tandem with a Foucauldian approach to discourse analysis although 

they spring from different philosophical underpinnings 

Throughout this study I have signalled areas where further research, 

although outside my current scope, could further advance the ideas 

presented here.  Such areas include close analysis of the Early 

Childhood Curriculum to determine how children are positioned in the 

discourse, and how this positioning impacts on practice; research into 

performance appraisal systems to see how these could be more 

empowering for teachers; comparative studies which combine research 

into policy with research into teaching practice to explore how the 

rhetoric/reality gap functions and how it impacts on education; research 

into the effect of individual professional commitment as opposed to 

imposed professional standards on the enhancement of teaching and 

learning; research into how teachers can become more “discourse wise” 

and how this discursive awareness might enhance their personal 

growth; research into teacher education courses to establish how the 

person who is the (student) teacher is recognised and developed, and 
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research into teacher education courses to establish how teachers can 

come to identify and ethically justify the purposes of their actions thus 

recognising their professional artistry as well as their technical 

competence. 

7.4  Towards Emancipatory Change 

Given that professional artistry can be explicated as a type of teaching 

and that most of teaching is so complex that teachers must make 

decisions in situations which are routinely unique and fraught with value 

conflicts, teaching needs to rematerialise in a discourse of professional 

artistry if the reality of practice is to be accurately represented.  Only 

then will teachers’ alienation from their professional artistry be 

recognised and checked.  The research method of video stimulated 

recall is pivotal in the explication of artistry, not just as a tool for the 

collection of data, but also as a means for implementing the study’s 

findings. Teacher purpose, while it may be viewed in a Foucauldian 

sense as constrained by the pre-existing structures in which teachers 

work, is nevertheless shaped by the human agency of the individual 

teacher in interpreting the presenting variables as frames for action.  

The video stimulated recall interviews in which STs reflected on aspects 

of their practice in relation to their purposes proved to be an effective 

way to explicate teachers’ decision-making-in-action and would 

therefore be an effective way to empower experienced teachers to 

access their professional artistry.  As discussed above, there is already 

a link in the genre chain of practice where teachers could be 

encouraged to reflect in video stimulated interviews, that is in school 

appraisal systems.  Rather than have an observer in the classroom 

taking notes on a teaching session, the teaching session could be 

videoed and used to stimulate recall for the teacher in an interview 

which allows them to reflect on and account for their decision making.  

This would make appraisal a more collaborative process, remove the 
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deficit orientation of current systems and be more a empowering 

experience for teachers.  As it has the potential to maximise and 

capitalise on, rather than obscure and minimise, the pivotal source of 

expertise in teaching, that is the teacher’s individual agency, such a 

process would have greater potential to enhance teaching and learning 

than the existing one, which functions to prove rather than improve 

performance. 

The fact that professional artistry has been marginalised for so long in 

the discourse, points to the need for teachers and policy makers to 

become more aware of how “language and/or semiosis figure in unequal 

relations of power, in processes of exploitation and domination of some 

people by others“ (Fairclough, 2001, p.25), and this would necessitate 

raising the awareness of all learners to aspects of critical discourse 

analysis throughout their education.  In the compulsory education sector 

in New Zealand a start has been made with the Visual Language Strand 

of the language curriculum which looks at semiosis and the power of 

persuasive language, but this would need to be extended to allow the 

political consequences of discursive positioning to be explored and 

explicated.  A key starting point could be an audit of the official 

discourse to identify how the social actors, particularly children and 

teachers, are positioned in the discourse and the relationships and 

consequences which this official positioning sets in place.  A 

comparative study of the Early Childhood Curriculum and the School 

Curriculum statements would highlight how the categorisation of the 

social actors in the discourse reflect different understandings of what 

education is/could be/should be and the significance of these different 

categories as  “the categories that lock the discourse into place, and 

possibly the practices that flow from them” (Baker, 2000, p.112).  

A vocabulary of terms for professional artistry would need to be 
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developed to allow its coded ideology (Smith, 1993) to be exposed and 

to prevent the mutation of the discourse into other lesser, easily 

marginalised discourses such as that of the born teacher or into the 

dominant discourse of technical rationality which contests and obscures 

professional artistry.  In developing the terms particular note should be 

taken of how the written genre of policy and guidelines tend to obscure 

the complexity of practice.  In trying to standardise and consistently 

represent practice for readers, documents represent reality as stable 

and unitary when it is constantly under construction by the social actors 

in the local context.  This suggests that to close the rhetoric/reality gap, 

policies and guidelines should credit the social actors with decision 

making powers in the local context and be written in ways which 

empower people to deal with issues in accordance with the ethical and 

philosophical underpinnings of education.  This is problematic because it 

would involve those in power recognising, admitting and articulating that 

current educational policy is driven by economics and market forces 

which commodify education and make teachers producers of a good 

proportion of New Zealand’s present and future wealth.  This is not a 

palatable message for educators who unwittingly comply with these 

dictates while they remain covert, but would be unlikely to do so if they 

were overtly stated.  As Smith (1998) explains,  

(p)ublic education was not instituted as a means to the equality of 

a people, yet is has been deeply shaped by that ideal . . . . 

Education could be seen also as a means through which people 

could become capable of citizenship and hence of true 

participation in a democratic society, as well as the means through 

which injustices and inequities were to be rectified by standardising 

opportunities to learn and advance.  Such ideals in education have 

engaged the loving and revolutionary commitment of many (Smith, 

1998, p.11).   
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So we see that closing the rhetoric/reality gap in education would 

involve admitting that education has become an “engine of inequality” 

(Smith, 1998, p.11) and thus risk the further disillusionment and 

alienation of teachers.  It is much simpler to put in place and maintain 

control mechanisms which impose the required outcomes on practice.  

Ironically teacher preparation courses, which might have afforded 

opportunities for such issues to be explored and contested, have, as a 

consequence of market forces polices been shortened,  so that a focus 

on the historical, ethical and philosophical underpinnings of education is 

now largely avoided.  Technical rationality is now the dominant 

discourse of teaching and the STs’ accounts demonstrate the ready 

uptake of this discourse in their practice.  Exposure to those paradigms 

which stress individual teacher agency linked to teacher identity and 

teacher self concept could be pivotal in allowing student teachers and 

teachers to explicate their individuality and flair using terms which link to 

an identifiable professional knowledge base, rather than to qualities 

such as creativity, intuition, wisdom and flair.  Schon (1983, 1987,1995) 

has explained how such qualities have been sidelined in today’s 

knowledge based society as having no legitimating rigour and this 

discursive positioning contributes to the mutation of the discourse from 

one of professional artistry to one of the born teacher.   

As professional artistry is most readily explicated when practitioners 

view their own practice and connect their actions to their purposes 

through reflective discourse with a knowledgeable other, then 

opportunities to do this must be built into the genre chain of teaching 

practice.  This could be done in teacher education courses, performance 

appraisal systems and many forms of professional development.  In 

each of these links it would be important to clarify the role of critical 

reflection in the process and to teach participants how to reflect critically 

and holistically on their practice as it constitutes and is constituted by 
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the wider professional discourse.  One way to minimise misinterpretation 

and misuse of reflective practice may be to study and then teach 

reflective practice as a (series of contesting) discourse(s) and identify 

the consequences for the profession of the different positioning of 

activities and actors within the discourses.  Johnson (2002b) points to 

the need for reflection to be taught and opportunities for different ways 

of reflecting to be offered to student teachers. It would be of particular 

importance to avoid using videos of teachers’ sessions simply to “prove” 

aspects of competence.  The value of the video is in the way it allows 

teachers to explicate the complexity of practice with a view to them 

approving or improving it, rather than simply to prove their competence.  

Opportunities for the new learning about practice to be fed back into the 

genre chain of teaching, that is for practice to inform theory, must be 

found.  For example this study has shown that in practice the 

Professional Standards, although they inform teacher practice, are 

redundant in terms of representing a standard of best practice which 

teachers strive to achieve.  The enthusiasm and commitment of the 

individual teacher are what create the standard of practice to be aimed 

at and this explication of individual professional commitment has 

enormous ramifications for how teachers should be trained and retained 

in the profession.  Teacher education and professional development 

courses should be geared to maximising this commitment and 

enthusiasm, rather than doggedly checking teachers’ performance 

against a lesser centrally prescribed standard. 

Recognition of and affirmation for individual teacher agency, rather than 

the positioning of teachers in a deficit model as needing what centrally 

prescribed policy has to offer, would be a key element of any 

empowering teacher education/development system and essential to 

redressing the alienation of teachers from their professional artistry.  For 
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practice to inform theory teachers, teacher educators, policy makers and 

researchers will need to work collaboratively to bridge the gaps between 

their speech communities so that findings can be promulgated in a 

genre which appeals not just to academia but practitioners as well, 

ultimately contributing to the bridging of the rhetoric/reality gap. 

While the genre chain of practice currently functions to marginalise 

discourses which contest the hegemonic discourse of technical 

rationality, it paradoxically also offers the resources for the struggle 

against the dominant discourse.  The strong links of the genre chain 

which textually mediate the practices of teaching through their strongly 

networked practices which transmit the semiosis of the dominant 

discourse are best placed to act as catalysts for change within the 

system, even though this will mean “a radical restructuring of the social 

order” (Fairclough, 2001, p.33).  Potential change agents are: 

• the newly formed Teachers’ Council, which replaces the former 

Teacher Registration Board and has wider powers and scope to 

impact on the discourse of best practice in teaching 

• the professional organisations/unions of teachers which are the 

gatekeepers of professional conditions especially those which 

govern the recruitment, retention and reward of teachers 

• the Education Review Office which reviews all New Zealand Schools 

and the Ministry of Education which formulates educational policy 

informed by those reviews 

Each of the above institutions has structurally determined power in the 

education system which makes them pivotal in the dominance of the 

hegemonic discourse but paradoxically positions them as pivotal in the 

struggle against the marginalisation of other discourses.  As the lack of 
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recognition for individual teacher agency has been demonstrated to be 

the most significant barrier to the representation of teaching in a 

discourse of professional artistry this is the discursive positioning which 

most needs to be examined. Practitioners, policy makers and 

researchers need to give increasing attention to the pivotal role played 

by individual teacher agency in framing and solving the problems of 

practice.  This is the point of contrast and contest between the teacher 

as technician and other circulating paradigms of teaching and it has 

allowed the institutions legitimated in the dominant discourse to 

assimilate other paradigms of teaching into an opposing two set class 

and therefore become an easily managed target for the dominant 

technical rational discourse to socially control (Sacks, 1996).  Teaching 

cannot be sustained in a discourse of technical rationality when 

individual teacher agency in connecting actions and purpose is 

explicated.  The inculcation of teaching in a discourse such as 

professional artistry which valorises individual agency must therefore be 

the focus of teachers’ struggle if emancipatory change is to be achieved.   

Finally then, this study concludes that: 

• professional artistry is routinely present in teaching  

• that the hallmark of professional artistry is teacher agency in framing 

and solving the problems of practice which are routinely complex and 

laden with value conflicts requiring teachers to make ethical 

decisions 

• that knowledge of own purpose  which is a multi-dimensional, ever 

changing, locally generated, highly contextualised construct is an 

aspect of teacher knowledge which is critical to the explication of 

teaching in a discourse of professional artistry and that viewing and 

talking about one’s own teaching is the best way to access this 
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knowledge  

• the rhetoric/reality gap between policy and practice functions to 

alienate teachers from the profession by placing them in a deficit 

model, as well as functioning to maintain their commitment to it by 

obscuring the changing ideological goals of education to which 

teachers would not readily commit 

• the rhetoric/reality gap will always be difficult to bridge so long as 

policy depicts a consistent unitary reality which fails to reflect the 

individual agency of social actors in framing and solving the 

problems of practice 

In so concluding this study highlights that a common sense 

interpretation of teacher’s work is insufficient to explicate its complexity 

and I caution that “we cannot take the role of semiosis in social practices 

for granted; it has to be established through analysis” (Fairclough, 2001, 

p.28).  While this study “sees social subjects as shaped by discursive 

practices” it nevertheless sees them as “also capable of reshaping and 

restructuring those practices” (Fairclough, 1992, p.45).  This study 

therefore offers an empowering message for teachers and teacher 

educators and issues a political challenge to administrators and policy 

makers.  Not only does it expose how “language and semiosis feature in 

unequal relations of power” (Fairclough, 2001, p. 25) but it also signals 

ways in which a wide range of educational stakeholders may resist “the 

processes of exploitation and domination of some people by others” ( 

Fairclough, 2001, p.25).  In this way the social problem identified in 

chapter one, that is the alienation of teachers from their professional 

artistry, has been explicated; the barriers to the problem being solved in 

the natural life of teaching have been identified; the ways in which the 

social life of teaching has depended on the problem have been 

highlighted; and finally ways around the barriers have been 
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suggested. 
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Appendix One

Notation Style 

General Points 

The tapes of the interviews with the student teachers were transcribed 

using a simplified version of the Jeffersonian Transcription System 

(Jefferson 1984a) to get the words on the page as close as possible to 

the student teachers’ everyday speech, while still ensuring the 

accessibility of the text for readers.  The adapted version used in this 

study is outlined below. 

In appendix two each transcript is printed complete with line numbers.  

Extracts from the talk reproduced in the main body of the thesis are 

identified by the student teacher number and the line numbers from the 

transcript, for example ST1 (33-50). so that  extracts reproduced in the 

main body of the thesis may be readily located in the full transcript.  

The transcripts do not contain commas as this grammatical convention 

in written language, usually represents a pause for sense making mid 

sentence.  Pauses in the talk are not always for this purpose and they 

can be represented more precisely with the notation shown below.  

Specific Conventions Used 

R =     Researcher 

ST =     Student Teacher 

Lengthened words    For example we-e-ell 

Emphasis     Bold 
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Rising tone but not a question  (?) 

Pauses per 1/5th of a second  (:) 

Pauses while we view the video  For example: Video viewing 10 

The figure refers to the 

revolutions  

of the audio tape counter  

Overlaps where both speak at once Simultaneous words underlined  

Lack of clarity on tape   (unclear) 

Relevant noises    For example (laughs) 

Interruptions or explanations  For example [end side A] 
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1 

2 

3 

4 

5 

26.07.01 

ST 1 

CT School   Year 6 

 

R Hi Polly how’re you doing? 

6 ST I’m good thank you Sheila. 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

R  Good Pretty exhausted? 

ST I am I’m really tired. Yeh second week of teaching practice and 

yeh it’s quite a full on afternoon so I’m getting really tired so I 

can sit and relax. 

R OK. Well what what we’re going to to do is ah first of all I want 

to thank you for taking part in the study in to the professional 

artistry of teachers a-a-nd in a moment will start the video and 

I’ll get you to comment on your teaching. But just before we do 

that just like you to take a moment to talk about what you 

understand by professional artistry. 

ST Umm (throat clearance) excuse me I take it as a combination of 

things. Um professional it’s probably um basically teaching to 

the guide to the guidelines in a professional manner that we’ve 

been learning to do through our course. And the artistry part is 

the creativity the extra part that we can put into ourselves. So I 

take it to mean a combination of what perhaps what we’ve got 

to do and what we um our creative individual teacher and    as 

well. 

R How do you think you came by this understanding? 

ST Thr-ou-ou-gh our professional studies course. Talking about 

um yeh just talking about what makes a good teacher and (::) 

you know just the guidelines of being a teacher. 

R OK. If you had to choose three key words to describe 

professional artistry what would they be? 

   -  -  
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31 

32 

33 

34 

35 

36 

37 

38 

39 

40 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

56 

57 

58 

59 

60 

ST Umm (:::) creativity (?) um formal and informal. I suppose 

would be the three key words. 

R Thank you. OK well for the next part then we are going to 

watch the video of you teaching. You’re going to um have be in 

charge of the remote and what I’d like you to do is stop the 

tape at any point that you’d like to comment on. So any point at 

all but most particularly I’d like you to show me where artistry 

happens. 

ST Right. 

R OK. 

ST Ah hum. Great. 

R So-o-o. Play about nothing. 

ST Right. 

R Oh put the tape in first. 

ST Stop when I see artistry. 

R Now I had trouble stopping it a minute ago. That is supposed to 

be stop. 

ST Yeh. 

R Just have a practice to see if you can stop it. 

ST Oh I’m pressing stop but it’s not stopping. No it doesn’t appear 

to be unless I’m meant to press these arrows do I or not? 

R Try that. 

ST No that’s fast forward. 

[shuffling of paper] 

R OK we’ve got that (:) organised now. 

Video viewing 10 

ST Ha-Ha I’m telling people to go (unclear) 

R (unclear) and let you know you can fast forward past bits you 

that you don’t want to watch. ( : ) OK fast forward. 

ST OK thank you. 

   -  -  
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61 

62 

63 

Video viewing 13 

R Fast forward (unclear) 

ST OK was helped by me I suppose suppose this isn’t really 

anything much. 64 

65 

66 

67 

68 

69 

70 

71 

72 

73 

74 

75 

76 

77 

78 

79 

80 

81 

82 

83 

84 

85 

86 

87 

88 

89 

90 

R No no carry on if you’d like to but just tell me when you’d like to 

stop. 

ST OK. 

Video viewing 16 

ST  (::) You’re not taping me at the moment are you?  

(whisper) Yeh OK. 

Video viewing 4 

ST That wasn’t very clear was it? (:) The instructions to the 

children. 

R Sorry? 

ST Those instructions for the children that I just gave that wasn’t 

very clear was it? Mumbled that a wee bit. 

R What what made you think it wasn’t clear? 

ST I just seem to look down and mumble (:) slightly. (unclear) 

R So how might you do that differently? 

ST Um speak a bit quieter and keep my head up and (:) yeh. I was 

doing that and then I I think I was rushing to get that bit finished 

and I looked down and it that sentence certainly like mumbled 

to me. So yeh (unclear)  

R Is there a pause button? 

ST It could just be that stop I think. (unclear) 

Video viewing 10 

ST I’ll stop I’ll just stop there for a minute. 

R OK. 

ST Now I I consider that (:) professional artistry. The way I set up 

that lesson. Um basically all work went into the preparation of 

   -  -  
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91 

92 

93 

94 

95 

96 

97 

the lesson and then once the lesson started I was just the 

facilitator (:) and I just monitored what was happening. So all 

the artistry (:) and creativity went into setting it up and I have 

prior to the lesson put group names on the groups and was all 

set (unclear) didn’t have to do anything it was all there and they 

could see that their group name colour (unclear) so I consider 

that to be part of the artisry 

98 R So organisation was really important to you. 

99 

100 

101 

102 

103 

104 

105 

106 

107 

108 

109 

110 

111 

112 

113 

114 

115 

116 

117 

118 

119 

120 

ST Um and just a little bit different too making it a bit of fun the 

colours and (:) and yeh just sort of setting up things differently 

to help (unclear). 

R Great. Good. 

Video viewing 43 

ST Um so I’m asking them questions but I’m (:) getting them the 

children to tell me what they would be doing. So that I feel that 

it is more um it is going to be easy for them because I’m not 

just just telling them what to do they are feeding back to me 

about the lesson and I’ve added a bit of an extra one at the 

bottom of the sheet. About their own choice so um yeh 

basically I’ve been cre-creating um a lesson format for them to 

(:) to follow. (unclear) 

R So so what’s special about this part? 

ST I think giving them instruction initially is really important and the 

way I’m emphasising the words as I’m speaking and I’m trying 

to (:) speak clearly and slowly. I think that’s really important 

because if I started the lesson and haven’t given them enough 

instructions it could have just I just feel that it wouldn’t have 

worked at all. Whereas setting it all up completely thoroughly 

initially then I think the lesson is more likely to be successful. 

R We’ll just stop a minute. 

   -  -  
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121 

122 

123 

124 

125 

126 

127 

128 

129 

130 

131 

132 

133 

134 

135 

136 

137 

138 

139 

140 

141 

[Crashing and banging] 

ST I’m really really interested in watching the video so far. It’s just 

a wee way into it but I look like a teacher up there and 

sometimes when I’m up there talking to the children I don’t feel 

like a teacher and I’m not sure how they perceive me. But 

looking at myself like that I actually look like a teacher. Which 

is great great to see that. 

R Ohh. What what is it do you think‘s making you look like a 

teacher? 

ST Um my presence(?) in front of the children(?). When I’m 

walking around and the expression I’m using and how I’m 

explaining everything properly and showing them what they are 

going to be doing. I’m a visual learner so I like to show (:) them 

exactly what they’re going to be doing because otherwise 

personally I don’t learn just from being told something so I like 

to always show them something as well (?) and I actually yeh 

just look like a teacher up there. 

R  Great. Good. OK. 

Video viewing 25 

ST That was interesting because during the lesson a lot of the 

children asked me about consistency. And I felt oh I haven’t 

explained it properly. But I 142 

143 

144 

145 

146 

R    So you mean during 

the lesson when you were going round monitoring. 

ST During the lesson I had a lot most of my questions were “I don’t 

understand what consistency means.” And I thought ohh I 

haven’t explained it properly initially but I did.  147 

148 

149 

150 

R So seeing the tape again (?) 

ST Yes it yeh I did actually go over that reasonably perhaps I 

should have gone into a bit more depth with it and um given 

   -  -  
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151 

152 

153 

154 

155 

156 

157 

158 

159 

160 

161 

162 

163 

164 

165 

166 

167 

168 

169 

170 

171 

172 

173 

174 

175 

176 

177 

178 

them a bit more examples perhaps. (:) But I feel I did just 

listening to that then I think I feel I did really explain it 

reasonably well and told them how they could test for it.  

R What what when you say you explained it really well what to 

you are the features of explaining something really well? 

ST Ummm. (:) Giving them an example of how how to do it. Um I 

told them they could put the toothpick in and move it round and 

check if it’s lumpy obviously that wasn’t that consistent and just 

just the texture basically and the way it looks there does it look 

like nice consistent even sort of um moisteriser (unclear). So 

um I told them about about it in children’s terms and gave them 

a idea of how to test it so I think I did (:) do that. 

R How are children’s terms different from adult’s terms? 

ST Ummm. Just a little bit (:) just probably the words I used really. 

Probably just um yeh like the word “lumpy.” 

R OK. 

ST (unclear) texture probably. (unclear) 

Video viewing 58 

ST (cough) Um (throat clearing) Talking about what’s um the sort 

of people that would use moisturisers I suppose that’s 

professional artistry in a way I’m referring them I’ve got the 

posters up on the wall over there by our topic area and um I’ve 

been talking about the posters and the different types of 

moisturisers for a few days now (:) and a lot of preconceived 

ideas that the children had (:) have altered already for example 

a lot of them in their diagnostic assessment said that they felt 

moisturisers were all white most of the class did so I made sure 

I put a poster up there with a tube and a blue (:) moisturiser 

coming out.  179 

R Oh right. 180 

   -  -  
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181 

182 

183 

184 

185 

186 

187 

188 

189 

190 

191 

192 

193 

194 

195 

196 

197 

198 

199 

200 

201 

202 

203 

204 

205 

206 

207 

208 

209 

ST So things like that so I wanted to show them that to just 

challenge the initial thinking. But um I’m so I’m basically I’m 

referring them to look at the posters for some ideas on who 

might be the users of them. There was a sportswoman on the 

poster (:) and just yeh and hopefully they’d get some ideas 

from that so that is sort of a little bit of artistry coming in there. 

Video viewing 24 

ST Just rewind that. Did I say the first part of the question or the 

first part of the lesson? 

R Don’t know. 

Video viewing 45 

ST I did say “question” I meant to say “lesson”.  

Video viewing 29 

ST You can fast forward a little. 

R If you like yeh (unclear) 

ST (unclear) same setting up organising clear instructions writing 

um here we go I’m writing the groups (:::) on the board. Talking 

about groups skills the ah needs of the class are um social and 

co-operative group skills so we’re trying to bring that into this 

lesson too. 

R OK. 

Video viewing 11 

ST So that that again I consider that to be professional artistry 

because I’m teaching (:) the (:) objectives of the science unit 

and but I am creating a lesson an experiment the children 

would enjoy to do as well but based on the science objectives. 

R OK. So what makes that special? 

ST Umm. It’s just student centred (:) and linked to the children’s 

needs and just um (::) yeh it’s not just straight a straight lesson 

   -  -  
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it’s not just giving out information um through feeding them 

information and talking to 

210 

them  211 

212 

213 

214 

215 

216 

217 

218 

219 

220 

221 

222 

223 

224 

225 

226 

227 

228 

229 

230 

231 

232 

233 

234 

235 

236 

237 

238 

239 

R OK 

ST it’s it’s creating a lesson that they’re going to to learn that 

information I want them to learn on their own. (throat 

clearance) 

Video viewing 9 

ST I seem to be up there for a long time talking don’t I? 

R What do you feel about that? 

ST It does seem a long time (::) but I think it was necessary to give 

them that much (:) information to um yeh I think it is necessary 

but did seem like an awfully long (:) introduction (?) perhaps. 

Video viewing 4 

ST In organising I think organising the groups the way I did was 

good. It worked really well for me I didn’t have everyone 

rushing up for the same information and the same resources at 

the same time I was measuring it out one at a time so there 

wouldn’t be a big stampede. 

R OK? 

Video viewing 6 

ST Organisation is the key. 

R Talk about that for a moment? (throat clearance) How how 

what do you mean by organisation? 

ST Prepare proper preparation for the lesson and organising (:) it 

so there won’t be any to try and limit the amount of things that 

can go wrong. Setting it up as well as can be if possible initially 

I think that’s really really important. 

R What sorts of things can go wrong? 

ST Umm unexpected interruptions um children (:) not getting on 

together um some external type of (:) problems cropping up 

   -  -  
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240 

241 

242 

243 

244 

245 

246 

247 

248 

249 

250 

251 

252 

253 

254 

255 

256 

257 

258 

259 

260 

261 

262 

263 

264 

265 

266 

and and possibly um (:) yeh just (:) conflicts and interruptions 

basically that can go wrong. 

R And how does your organisation (:) help to avoid those? 

ST Umm the children I think the children will know what they are 

doing (:) which is they know the purpose of the lesson (::) and if 

they know what they are doing they’re more settled and (:) 

happier to just get on with it rather than tearing round asking 

questions all the time. 

R Great. 

Video viewing 63 

R What are you conscious of doing as you go round the groups 

Polly? 

ST Um two things mainly. I’m conscious of (:) children that are a 

little bit stuck on something and going and helping them and 

encouraging them and also in (:) going to children that mightn’t 

be doing exactly what I want them to and just (:) targeting 

certain children in the class that mightn’t be quite um (:) you 

know contributing as much as they should be.(:) So and I was 

very conscious of the fact that I wanted to get around all of the 

children. I wanted to make sure that I covered everybody (:) but 

um (:) and children were coming up and hi-jacking me a little bit 

but I wanted to be really conscious of working my way 

systematically round the classroom so that anybody that 

wanted to ask me anything (:) did. And I noticed some of the 

children were really really enthusiastic about what they were 

doing they had hu-uge beaming smiles on their faces which 

was just really fantastic. 

267 R Oh Great. 

268 

269 

ST Um. 

Video viewing 24 
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270 

271 

272 

273 

274 

275 

276 

277 

278 

279 

280 

281 

ST  It’s really interesting to see all the children at this point really 

out doing what they should be most of them doing what they 

should be doing. (::) Quite interested in that. 

Video viewing 8 

R So it’s quite important that the children do are all doing what 

they’re supposed to be doing? 

ST Yes it is. I think it’s very important. I know that um (unclear) 

they can go on and extend and learn other things but basically I 

set a purpose of the lesson and I wanted them to learn (:) so 

much and I have directed it so that they’ll learn what I wanted 

them to learn so that was the that’s really the professional part 

of it. That’s the professional side of it. And the artistry probably 

is how I did it. How I set it up and organised it. 282 

R  OK. That’s interesting. So you see it that the professional 

artistry has two 

283 

parts.284 

285 

286 

287 

288 

289 

290 

291 

292 

293 

294 

295 

296 

297 

298 

299 

ST Umm. Yeh it does.  

R That the professional part relates to what sorts of things? 

ST Um the curriculum and the school’s system and the my 

associate teacher in that situation and (:) yeh the Ministry of 

Education and all of that is the professional side of it and being 

professional with the children 

R OK 

ST and just keeping the environment safe I had um gloves set up 

probably didn’t make that really clear but I had already initially 

sorted that out any allergies so I had rubber gloves organised 

for any children that were worrying about sensitive skin um (:) 

yeh so yeh just a safe a safe environment where they’re going 

to learn what what (:) really they need to learn for the age for 

their level. (unclear) 

R Right. 

   -  -  
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300 

301 

302 

303 

304 

305 

306 

307 

308 

309 

310 

311 

312 

313 

314 

315 

316 

317 

ST And that there that’s the one. 

R So it’s the professional side. 

ST And then the artistry side is how I did it. 

R Right. 

ST I wasn’t told how to do it. I did it my own way (:) sort of set it up 

to do it my own way but um you have a play around and 

hopefully enjoy it it’s got to be fun. 

R What sorts of things were special about how you did it? 

ST Umm (::) the the coloured name groups the (:) containers with 

all the labelled samples all the different I tried to find 

moisturisers that would be a little bit different. The protection 

vitamins aloe vera (:) for baby and a concentrated one um yeh 

just just the way it was all set up so that they a little bit um (:) 

yeh limited yeh I did limit um the failure rate.  

R Yeh. 

ST The way I set it up and I had everything labelled carefully and I 

had a mystery side of it I had the the um icecream container 

with the moisturiser in it underneath the cloth (?) so it was like 

a wee mystery and they didn’t know (unclear) 318 

319 

320 

R They didn’t know what was happening. 

ST and they all wanted to know what they were and I got a lot of 

questions “what which one what is it?” 321 

322 

323 

324 

325 

326 

327 

328 

329 

R Yeh.  

ST No not this it’s this that both at the end to this a mystery so yeh 

that’s the artistry part. 

R Great. I’m just keeping an eye on the tape in case it runs out on 

us. 

ST Definitely. Do you want me (unclear) 

R You just (unclear) however you are (:::) We’ve got more tape. 

Video viewing 11 
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330 

331 

332 

333 

334 

335 

336 

337 

338 

339 

340 

341 

342 

343 

344 

345 

346 

347 

348 

349 

350 

351 

ST So I’m asking them open questions as I go round “how (:) how 

is it different (?) what do you like the most (?) why do you like it 

(?)” so I’m asking them all those how what when why open 

questions so that they’re thinking and talking about it and um 

um putting down what I want them to put down really thinking 

carefully about what they’re doing. 

Video viewing 12 

ST Lots of positive encouragement as I go round to make sure that 

(:) they keep doing what they’re doing right not doing what 

they’re not doing right (:::). Any good words that come up I’m 

(:) reinforcing that.  

Video viewing 10 

ST Look as if they really want to know. (throat clearance) 

Video viewing 12 

ST I was a bit conscious of the fact initially when my associate 

suggested that I I teach this topic he wanted me to I imme-

ediately jumped (:) only you know thinking oh the boys there’s 

eighteen boys in that class they are going to hate this. No I I’m 

I’ll go with it whatever you know um I’m flexible I’ll go with it and 

give it a go and the boys loved it too. 

R OK. What made you think the boys may not like it? 

ST Cosmetic sort of (:) um I searched magazine after magazine to 

find one photo of a male moisturiser and I couldn’t.  352 

353 

354 

355 

356 

357 

358 

359 

R Oh wow. 

ST So it seems to be more of a female orientated sort of subject (:) 

um the cosmetics side of things but not but obviously 

sportsmen and wear them and and cosmetics are becoming 

more of a male thing today anyway but the boys yeh the boys 

really (:) got involved in that thing. 

R Nice surprise. 
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360 

361 

362 

363 

364 

365 

ST Great really good. 

R Can we just stop for a minute. 

ST Yes. 

ST I’m not programmed to their (:) ohh (ST gasps) 

R What do you what did you want to say about that bit Polly. 

ST Well (:) when you’re up when you’re up there teaching it feels 

so-o-o different to seeing when I’m seeing it there  366 

367 

368 

369 

370 

R Yeh.  

ST and I do um yeh I have I suppose I have this impression of what I’m 

like as a teacher and watching myself I’m yeh I’m not too bad. (laugh) 

R (laugh) What makes you think you’re not too bad? 

ST (throat clearance) OK I I’m371 

372 

373 

374 

375 

376 

377 

378 

379 

380 

381 

382 

383 

384 

385 

386 

387 

388 

389 

R It’s great that you feel it. 

ST I’m a wee bit animated(?) I’m wandering around(?) I’m 

interacting with all the children(?) I’m actually responding to 

them quite well (:) and I’m responding to what they’re saying 

and I’m sending them off with a question or OK that’s great 

now go and have a look and I’m actually managing to cope with 

all of the children that are coming to me at this point of the 

lesson anyway (throat clearance) that are coming to me and 

um yeh basically basically keeping a lid on everything. Umm. 

R Great. 

ST Yeh. Umm. 

R Got to watch this (:) I don’t run out. Great. Excellent. 

Video viewing 29 

ST (throat clearance) OK and there was one child I was aware of 

(:) Rupert a one child (throat clearance) that would be it 

(unclear) who was totally off task but he had complete 

completed everything. He’s quite a high ability child very much 

into reading and (:) writing um he’s in an extension group and 
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390 

391 

392 

393 

394 

395 

396 

397 

398 

he’s (:) um I’m always giving him extra work to finish with and 

he is (:) he has completed everything but unfortunately with this 

lesson I didn’t have anything for him to go on to  

R OK. 

ST Which I possibly should have anticipated happening but um I 

didn’t want to race onto the next part of the lesson until 

everyone else had was at at that stage and he was just way 

ahead (:) of everybody he had some quite good answers too. I 

was aware of him 

R You were aware of him and you were choosing to399 

400 

401 

402 

403 

404 

405 

406 

407 

408 

409 

410 

411 

412 

413 

414 

415 

416 

417 

418 

419 

ST to just (:) I had a (:) had a talk to him and I um he was reading 

quietly and that was fine so I I sorted that out and he knew that 

that he could sit there and do that and I was just choosing to carry 

on with the lesson  

R Great. 

ST with everybody else 

R Great. 

ST Umm. And on reflection I probably should have had (::) 

something (:) for him to go on to from there somehow. 

Video viewing 16 

ST Suddenly at this point I think about this point I was aware of the 

fact that the some of the children were getting restless and I 

wanted to um stop this part and move on. I felt that even 

though some of them hadn’t finished exactly that they were 

starting to get restless and we it was definitely time to stop it 

there. 

R How did you become awa-a-re of that? 

ST Um the noise levels was rising and I wanted them to discuss 

and talk and explain and everything. But (throat clearance) I 

was aware that the noise level was gra-adually rising and rising 
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420 

421 

422 

423 

424 

425 

426 

427 

428 

429 

430 

431 

432 

433 

434 

435 

436 

437 

438 

439 

440 

441 

442 

443 

444 

445 

446 

447 

448 

and also a few more children were out of their seats than 

before as well. 

R OK. 

Video viewing 5 

ST (laughs) 

R (unclear) What it feels like things are happening at that speed 

doesn’t it? [tape being fast forwarded] 

ST Exactly. (unclear) It really does. 

Video viewing 7 

R I’m just keeping a close eye on it.  

[Discussion on tape] (unclear) 

ST Now at this point I decided to stop the first part of the lesson 

and go through into the second part um not just as they finish 

but (:) the whole class together and (:) I’m ki-ind of rushing 

through this a little bit more. I had set it up initially for 

explanations as well but this part I’m sort of rushing into 

because I’m aware of um I think I’m just aware that the children 

(:) Thursday afternoon and you know and they’ve been doing 

this for about 40 minutes or so now so I was aware that I 

should you know get into this last stage pretty quickly and knew 

what to do um.(:::) Yeh the one mistake I made at this point 

was I collected in the sheets for the first part of the lesson first 

and I shouldn’t have collected them in at all because they 

needed the sheet for the second part. It crossed my mind what 

do I do? 

R Uh uh. 

ST And then I thought no no it’s not fair it’s not going to work I’ve 

just I’m going to have to hand them (:) back out again because 

I made a mistake. Hand them back out because they needed 
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449 

450 

451 

452 

453 

454 

455 

456 

457 

458 

459 

460 

461 

462 

463 

464 

465 

466 

467 

468 

469 

470 

471 

472 

473 

474 

475 

476 

477 

them for the second part and for the present (:) presentation. 

No I thought I’m just going to hand them back out. 

R Right. So you made a decision at that point. 

ST I made a decision at that point that it would be better for me to 

do that so I think I asked four children to come up and I gave 

them four piles.(::) And the other problem with that was a 

couple of papers hadn’t been named but (:) we got round that. 

R OK. 

ST Yeh. 

R Good. 

Video viewing 8 

ST (throat clearance) Another mistake I made at that point was as 

well I had the sheets of paper for the second part of the lesson 

had group number and names on them (:) and I had just 

because the children kind of hi-jacked me at that point they 

came up to me um I didn’t want to call I didn’t I’d made a 

decision I didn’t want to call the whole class in back to hold it 

sit down eyes this way I didn’t want to have to do that. I didn’t 

want to break it all up at that point I just wanted to carry on with 

it flowing of it I wanted to carry on so I just um thought I’d given 

them out too quickly and the wrong groups had the wrong 

names not that it mattered hugely although it would be better 

when I look at them afterwards but um (:) so I so I quickly 

altered that. (:) So that the groups had the had the right ones. 

So I quickly changed that found out it was a mistake.(unclear) 

Video viewing 9 

ST Lots of rewards um for positive behave for good behaviour. 

Positive reinforcement. 

Video viewing 6 

ST Trying to use my presence for quiet without having478 
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479 

480 

481 

482 

483 

484 

485 

486 

487 

488 

489 

490 

491 

492 

493 

494 

495 

496 

497 

498 

499 

500 

501 

502 

503 

504 

505 

506 

507 

R Would you like to stop it and tell me what happened? 

ST (throat clearance) OK I decided that then um (:) just to vary it a 

little bit instead of hold it or hand out I thought I’d just stand 

there and look at everybody see if see what happens and it 

worked. Within a wee while they had all stopped and were 

looking at me so I didn’t have to say anything(?). 

R Great. (laugh) 

Video viewing 12  [End side A] 

[Side B] Video viewing 11 

ST  I forgot about that I did a run through of it all over again. 

R That’s good to reinforce it. 

ST Um my memory of that was a little bit different. I thought that I 

had whizzed through that stage completely and it turns out I did 

call them in and give them more instructions. 

R Ooh right. 

ST So I don’t yeh that’s good. 

R Interesting. 

ST So it’s sort of yeh I had initially given them those instructions 

but I suppose I was just setting it up but um yeh (:). No I had 

forgotten that I had done that. 

R So what have you done here? 

ST I was um re refocusing them on the next set. Making sure that 

they remembered what to do. I suppose I felt after so long you 

know time that they may have just forgotten that it’s a group 

sheet that (unclear) and so it’s kind of just refocusing them so I 

had done that properly after all. 

Video viewing 9 

ST I’m checking for understanding. 

Video viewing 13 
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508 

509 

510 

511 

512 

513 

514 

515 

516 

517 

518 

519 

520 

521 

522 

523 

524 

525 

526 

527 

ST I gave them a time frame which is good and they were aware of 

how their own time management how they can work to that 5 – 

10 minute time frame.  

Video viewing 17 

ST Ummm. I probably um that OK OK was a bit brief (:) for that 

child. 

R What was happening there? 

ST He was he was excited and he was telling me about 

 something really important to him and I “OK OK.” I 

 should have um yeh perhaps I (:) him a question and  given 

him some more just a wee bit longer I think. 

R You think that might have helped? 

ST Umm. That child does tend to to give you know he does tend to 

be around and talking a lot um and I was probably was at that 

point aware (:) of the time limit the fact that I wanted to get 

round all the children again(?) and wanted to make sure just 

like to keep continue to keep a lid on things (:) as well because 

it had been a while. And so I was conscious of all that but in 

actual fact in a different stage of the lesson I may (:) have given 

him more time but I just felt I was a little bit um (:) short then 

R OK528 

529 

530 

531 

532 

533 

534 

535 

536 

537 

ST which is a shame. 

Video viewing 32 

ST This is interesting to observe the child that’s um the extension 

child that’s working hard there wanting to get it all finished 

really quickly(?) and the other child in his group is just 

completely off task (:) totally. 

R Who’s that? Who’s the other child? 

ST The one in the red with dark hair just there. 

R Over there I see. 
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538 

539 

540 

541 

542 

543 

544 

545 

546 

547 

548 

549 

550 

551 

552 

553 

ST Yeh sitting up there on the desk there. 

R Ohh right. 

ST Yeh she’s just not um (::) yeh she’s a low lower achiever and 

um she’s just not quite sure I don’t think of what what she 

should be doing.  

R Ah hm. 

ST Whereas these two are really discussing it quite well and they 

totally finished everything and did some really good work there 

too. 

R So how can you what are you tu-uning into you say these two 

are obviously really discussing it quite well (:) what (:) tells you 

that? 

ST Um one’s writing one’s leaning over and talking they’re close 

by they’re looking at each other interacting looking really 

engrossed in what they’re doing. And I know they’re on task 

because of um that boy is writing the whole time. See him 

writing. 554 

R OK. Good.555 

556 

557 

558 

559 

560 

561 

562 

563 

564 

Video viewing 10 

ST I’ve monitored that checked that (:) and off I go. 

R How did you (:) just stop it a minute. How did you mo-o-nitor 

that? 

ST I went over had a look at him he was writing he was on task 

and he was I could tell by what he had written he’d been 

obviously he had been on task the whole time to have achieved 

that much I think he was practically on the last (:) one. 

R That took you about a nonno second  

565 ST Yeh to do that. 

566 

567 

R do that. Yeh. OK. 

Video viewing 4 
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568 

569 

570 

571 

572 

573 

574 

575 

576 

577 

578 

579 

580 

581 

582 

583 

584 

585 

586 

587 

588 

589 

590 

591 

592 

593 

594 

595 

596 

597 

ST And (unclear) I go I’ve been hi-jacked by two children that have 

totally finished once again which is my cue to suddenly monitor 

everybody else and be aware of the fact that they’ve finished 

and that um (:) I may have to speed things up a wee bit 

because um (::) yeh I wanted everyone to finish but obviously 

there’s a huge range so that obviously we weren’t going to. But 

um I was just aware I probably wanted to balance them being 

finished (:) by (:) the others not having finished some strike a 

kind of happy medium there so that they didn’t have to wait too 

long if they’re finished and the others just could do a little bit 

more.  Kind of balancing act there. 

Video viewing 15 

ST Yeh I’ve just made a mention of girl sitting quietly but I’ve made 

it really clear that everybody can talk and discuss and justify 

and explain so um yeh (laugh) but I’ve just just put (unclear) girl 

not saying anything at all sitting quietly so. 

R So what does that make you think(?) now. 

ST Umm well the other one the other children were fine as well.(:) 

So perhaps I should have mentioned to a lot of children that 

even though they were talking they were doing the right thing 

as well. Yeh (:) umm (:) that’s an interesting thought. 

Video viewing 5 

ST Now I’m sort of feeling a little bit pressured now because of 

those children that were finished and wanted to move on so I 

was so I decided at that point make a decision to look at the 

time make a decision to everybody (:) class noises building a 

few children wanted to wash their hands getting restless. Right 

call it quits that’s it (:) end it. 

R So that’s a judgement call? 

ST  Umm. Yeh. 
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598 

599 

600 

Video viewing 18 

ST Once again I was (unclear) waiting to see how long it takes by 

not doing anything. See how long they take to quieten (:::)  

601  Rea-ea-sonably quickly. 

602 

603 

604 

605 

606 

607 

608 

609 

610 

611 

612 

613 

614 

615 

616 

617 

618 

619 

620 

621 

622 

623 

624 

625 

626 

627 

R Uhmm 

Video viewing 7 

ST They’re whispering (unclear) can they hear me if I whisper.  

Video viewing 26 

ST Is that the point that I realized? 

Video viewing 12 

ST I must have handed them out at that point. 

Video viewing 7 

ST This time this point I’m trying to explain with a conclusion (:) 

um their find link their findings with the uses and the type of 

people that would use the moisturiser. Link link the consistency 

and the type of things that would go into it like smell and 

everything that they’ve tested for link that with who it might be 

for. 

R OK. 

ST So um and I didn’t want the presentation to go on for too long so I 

just picked one I just chose um two groups per sample. (:) Yeh 

we’ll go round the classroom fairly quickly and it wouldn’t be a lot 

of children are very very reluctant to present orally so I just wanted 

didn’t want them to be high focus for too long so I just wanted 

basically to zap round the classroom really quickly (:) with the 

conclusion. 

R OK. 

Video viewing 12 

ST Oh is that wait a minute. 

R She’s giving them back now 

   -  -  



 261  

628 

629 

630 

631 

632 

633 

634 

635 

636 

637 

638 

639 

640 

641 

642 

ST At that point I realised what I was talking about before I realised 

that I had made a mistake they needed really needed those 

forms for the presentations. So I made a point to stop it hand 

them out and carry on at that point. 

Video viewing 14 

ST OK. So that was a mistake I’d ma-ade that I tried to correct. I I 

made a decision (:) to correct it and I wasn’t happy about it but 

that was the lessor of two (:) evils really. 

R Are you happy with what you did? 

ST Yes although I would have liked to have done it a bit sooner (:) 

but but (:) I still feel that I did the right thing at that point. 

Video viewing 11 

ST  Didn’t want to focus on children that really didn’t want to say 

too much. Didn’t um force them to speak. 

Video viewing 14 

643 ST I’m I’m scanning the room the whole time. 

644 

645 

646 

647 

648 

649 

650 

651 

R    umhum. Eyes. 

ST Mmmm. Monitoring everybody. 

Video viewing 10 

ST I’m saying “OK” an awful lot I’m afraid. 

Video viewing 35 

ST Always moving make sure they didn’t all stampede up the front. 

Video viewing 10 

ST And um and I probably made a mistake there those shouldn’t 

have gone in the rubbish either. Never mind I will.652 

653 

654 

R They didn’t go in. 

ST They didn’t go in oh thank you Sheila. 

R Oh no they got washed.655 

656 

657 

ST Thank you Sheila. 

R (laughing) 
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658 

659 

660 

661 

662 

663 

664 

665 

666 

667 

668 

669 

670 

671 

672 

673 

674 

675 

676 

677 

678 

679 

680 

681 

682 

ST I thought I’d gone and put ooh why do I say that? Why did I say 

that? They’re not to go in the rubbish (?) They’re not 

disposable(?) I notice that child was still sitting there not (:) he 

did not appear to be listening but in actual fact he would have 

been (:) he would have taken every thing in but he didn’t 

appear to be. (unclear) watching his reading but um yeh he 

pretty much knows what he is doing I think. And then it’s pack 

up time. 

R Great. 

ST And I think they all know what they’re doing. 

Video viewing 6 

ST Lot of children rubbing moisturisers into their faces and hands. 

R Yes. (::::) And the children are just coming down to the mat 

now. 

ST (laughs) Her and (:) her gloves she’s got allergies. 

Video viewing 4 

ST  I dealt with the glove problem. (:::) And that’s about it I think 

isn’t it? 

R OK.  

R  Thank you Polly. Is there anything else you’d like to say or 

ask? 

ST Um no it was just I found that very helpful (:) seeing myself on 

video like that seeing what I’m doing. What what I’d try (:) 

everything I’ve learnt during the course it’s good to see that I’m 

doing it. 

683 R You you can identify that can you? 

ST I can I can identify a whole lot of things coming together in that 

lesson. I don’t know what how you feel about the lesson but I 

identify a lot of things coming together and that I’m just doing 

naturally and automatically without even thinking about it and 

684 

685 

686 

687 
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688 

689 

690 

691 

692 

693 

then I walk away and don’t not even aware I’ve done it but 

when I’m looking at myself on screen I realise that I have that I 

do do it. 

R OK. That’s good. 

ST So that’s a really positive thing that I feel from watching that. 

R Great. OK. 
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1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

30.07.01 

ST  2 

H School  Year 0-3 

 

R Student Teacher 2 (:) H School. 

R Thank you for agreeing to be part of this study into the 

Professional Artistry of teachers. In a moment we’ll start the 

video and I’ll get you to stop it um and comment on your 

teaching. But before we do that I’d like you to talk about first of 

all just what you understand by professional artistry. 

ST I guess it’s the difference between what makes you a teacher a 

good teacher and what makes you a an average teacher aw 

yeh.  13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

R  OK  

ST Yeh something that makes you stand out as (:) as the teacher 

in the classroom. 

R Right. What sorts of things might that be? 

ST Things like your interaction with the children how you react to 

them. Umm individual flair and creativity that you bring to the 

classroom programme. Umm how you treat each child as an 

individual. Um and I guess teaching to the children’s needs. 

Every child’s slightly different so you need to have your finger 

on exactly where they are and where they need to move on to. 

R OK. So if you had to choose sort of three key words to describe 

professional artistry what would they be? 

ST Well I guess interaction that to me is so important. If you 

haven’t got good interaction with the children well why be 

there. Umm and individuality both yourself and the children’s 

acknowledging that they’re all individuals but also bringing your 

individuality into the classroom and the way you run your 
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31 

32 

programmes and all those sorts of things the different activities 

you do. And (::) ahh  

R So individuality33 

34 

35 

36 

37 

38 

39 

40 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

56 

57 

58 

59 

60 

ST Individuality  

R Interaction 

ST Interaction and flair or yeh variety variety of activities variety of 

why you do things. 

R OK  thanks Poppy. 

R OK now we’re going to watch the tape of your teaching session 

and you’ll be in charge of the remote control for the video. I’d 

like you to stop the tape at any point that you want to comment 

on anything and most particularly I’d like you to stop the tape 

and talk about where artistry happens. You just stop it and talk 

about anything you want. 

ST OK. 

Video viewing 20. 

ST That’s not right at the very start is it? 

R No that’s where he lost (unclear) 

Video viewing 20. 

ST I guess there I’m using positive reinforcement and interacting 

with the children but making but making the ones who aren’t 

doing as they are told aware of what they should have been 

doing but in a positive way rather than a negative way. 

Video viewing 30. 

ST And there I’m trying to think on my feet because the all the 

letterboxes had been shifted and they weren’t at their own 

desks which I thought would originally worry them when they 

came back into classroom. I thought there would be a big 

cofuffle but it wasn’t so I thought I’d get (:) but still I thought I’d 

get them to put them on their own desks so trying to keep an 

   -  - 



 266  

61 

62 

63 

64 

65 

66 

67 

68 

69 

70 

71 

72 

73 

74 

75 

76 

77 

78 

79 

80 

81 

82 

83 

84 

85 

86 

87 

88 

89 

eye on everything everyone in the classroom and at the same 

time get them to move quickly which isn’t always easy at this 

age they very easily get side-tracked. 

R OK. So what when you say you thought there might be a 

cofuffle what what sorts of things make a cofuffle? 

ST Well the fact that at this stage they’re they’re still so egocentric 

and I I guess it was because they came back into the room and 

the cameras the cameras were there but if they hadn’t if the 

cameras hadn’t been there I’m pretty sure they would have 

come back and said “Hey that’s not my letterbox that’s my 

space and mine’s not there” so we would have had a bit of a 

(:::) (laugh) incident there. So that was what I was trying to 

alleviate but it didn’t happen ‘cos they’re obviously looking at 

the cameras and things I’d say. So yeh. 

R OK. Good. 

Video viewing 45. 

ST When I’m reading don’t even really realise I’m doing it but I’m 

constantly looking back at the children I’m not looking at the 

book all the time so I’m constantly my eyes are constantly 

roving to see what they’re all doing on the mat. 

R Why do you think you do that? 

ST Well just so you can pick up anybody that might be annoying 

anybody else or not paying attention or crawling under the 

desk as happened a bit later on. Yeh just just to keep them 

where I want them to be basically and focusing on the story. 

Video viewing 75. 

ST I’m trying to read the story in an interesting way. Using 

expression and um things like that and like someone made a 

comment just before something they spotted in the picture so 
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without interrupting the whole flow of the story I did 

acknowledge what they 

90 

said. 91 

92 

93 

94 

95 

96 

97 

98 

99 

100 

101 

102 

103 

104 

105 

106 

107 

108 

109 

110 

111 

112 

113 

114 

115 

116 

117 

118 

119 

R Right. 

ST So. 

R Is that important? 

ST Yeh I think so. I think if I hadn’t acknowledged them they would 

have got louder and probably kept on saying it. 

R Right. 

ST So Yeh. 

R And do you want to comment on what the children are doing? 

ST Well they’re all fairly attentive to the story they’re all hooked in. 

Yeh. Yeh they love stories they you can really capture their 

attention. Yeh. 

Video viewing 70. 

ST I was thinking on my feet there I guess because originally I 

thought I’d get them all to bring their letterboxes down to the 

sharing circle and then I realised that they were all far too big 

so that was why I um asked the girls to bring theirs down first 

and then the boys and I was trying to get them to focus on 

things we talked about the other day when the rural delivery 

lady came and spoke and she pointed out that a letterbox in 

the country has to have a flag and it has to have a front 

opening lid that goes down so I was trying to ask open-ended 

questions to get them to think about that and at the same time I 

was giving them an opportunity to share their letterboxes 

because they brought them to school this morning and they’re 

all so proud of them when they walked in the classroom and 

we yeh we decided now was the time to share them so um and 

also modelling what they’re having to do on the sheet because 

I’m asking some of them to see if the parcel fits in or the milk 
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120 

121 

122 

123 

124 

125 

126 

127 

128 

129 

130 

131 

132 

133 

134 

135 

136 

137 

138 

bottle fits in or the letters fit in which is what we do later on that 

self assessment sheet. 

R So how does what you’re doing here how does that relate to 

your ideas of professional artistry? 

ST Well the whole the whole letterbox thing and them making their 

own letterboxes brings in the creativity and the variety of 

activities and then I thought that I’d get them to do this self 

assessment which is something a bit different to what they’ve 

done before rather than them having to write things or me note 

down what they do know what they don’t know I’m giving them 

a chance to take responsibility for it so. 

Video viewing 70. 

R Could you just stop it there. What were you doing there Poppy? 

ST I was acknowledging that her letterbox was a bit different by 

getting her to stand up and I was also trying to get out of her 

that it was big enough for a parcel and that it opened at the 

front that that didn’t always come through from the children 

they didn’t always verbalise that although they knew they’d 

they’d had to do it like that umm. 

R So you’ve actually asked her to put a parcel 139 

ST Umm. Yeh physically with this age group you know they need 

to be doing things and this actually ended up quite a long time 

on the mat for them but I couldn’t really see any other way 

round it because they all were so keen to share their 

letterboxes. But by getting them to actually put the parcel in or 

put the milk bottle in or the letters in um they they could then 

tell exactly. For for children of that age it’s hard for them to 

visualise you know if I’d just said now would a parcel this big fit 

in a lot of them would probably have said no or yes because 

140 

141 

142 

143 

144 

145 

146 

147 

148 
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149 

150 

151 
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160 
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164 

165 

166 

167 

168 

169 

170 

171 

172 

173 

174 

175 

176 

177 

178 

they need yeh they need the actual doing of it to reinforce the 

idea. 

R Right. 

Video viewing 5. 

ST And just there I put my finger on (laugh) on my lips to indicate 

just tell them to be quiet so without actually interrupting or 

making a big deal about it I just acknowledged to them that that 

was what I wanted them to do. And it worked. 

R Good. 

ST Yeh. 

Video viewing 30. 

ST I was um I was aware of saying something positive about 

everybody’s letterbox because they’d all made a wonderful 

effort on them so by saying that I I tried to get her to stop 

because I thought she was going to go on and on but by 

making a positive comment and commenting about something 

that we had been focusing on I felt the other children would 

pick up on that. 

R Right. So that was a conscious decision. 

ST It was. Yep. 

Video viewing 45. 

ST We negotiated a class contract in the first week of the term and 

one of the things we’ve been trying to focus on which I think 

you have to at this age group is good listening and only one 

person talking at a time. So I don’t think it’s shown up in the 

video but we’ve got the class contract laminated and every 

child had to sign it and it’s stuck up on the white board. So 

quite often we’ve been referring back to the class contract and 

the good listening thing just to reinforce that. 

Video view 40. 
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179 

180 

181 

182 

183 

184 

185 

186 

187 

188 

189 

190 

191 

192 

193 

194 

195 

196 

197 

198 

199 

200 

201 

202 

203 

204 

205 

ST I think I’m constantly aware there that they’ve perhaps had long 

enough on the mat but that its important for every child to have 

the opportunity to share their letterbox. So I felt there that I was 

in a bit of a catch 22 and I thought that I I still needed to give 

every child the opportunity and I felt that they would hold it long 

enough for that to happen but I was aware of that all the time 

and you said before about conscious and unconscious 

decisions I can see all sorts of things I’m doing here that I do 

unconsciously just like the roving of the eyes and the fingers to 

the lips that you do but you don’t always realise you’re doing 

them. You just do them as a matter of course. 

R OK. And (:) and why’re they important do you think? 

ST Well I yeh (::)The children are then aware of what you expect of 

them and you’re doing it without stopping them all the time that 

they can tell what you mean so without stopping all the time 

and saying now listen here this is what I expect you’d never get 

any teaching done if you did that at this age group so you have 

to have a balance I think of stopping them and making a really 

good point and also of reinforcing those points along the way 

without it interrupting the flow of the classroom. 

R Right. 

Video viewing 10. 

ST That was another thing we’d focused on with our letterboxes 

the fact that they had to be opening out the front onto the road 

so once again I was trying to get well get the children to 

remember that point and put it across rather than me just telling 

them they remember it far more if one of them says it or they’ve 

come to that idea them self rather than me. 206 

207 

208 

R OK. 

Video viewing 40. 
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209 

210 

211 

212 

213 

214 

215 

216 

217 

218 

219 

220 

221 

222 

223 

224 

225 

226 

227 

228 

229 

230 

ST That little girl there that came up to me and I put my arm on her 

shoulder she was a bit concerned because her letterbox had 

broken a bit. So I just put my hand on her shoulder and said 

well we’d have time to fix it later so I was acknowledging that 

she was unhappy about that but at the same time I couldn’t go 

off and do anything about it then and there so that made her 

feel quite happy I’d acknowledged what yeh how she was 

feeling. 

R Right. 

Video viewing 45. 

ST The other thing is being down on the floor with the children I’m 

not sitting up on my chair. I’m right down there with them and 

that makes them feel as if um while I’m involved in the learning 

I’m not um I’m what am I trying to say? (laugh) um I’m at their 

level and it’s probably um it makes it easier for them to relate to 

me rather than me sitting up here so I a mean that was a 

conscious decision I made to be down on the floor with them 

also so that I um direct or control their conversation a bit more 

and make eye contact more than if I was sitting up on the chair 

or standing up so I think that’s (voice faded) 

Video viewing 30. 

ST Now that was a conscious decision too “just tell me one thing” 

to try and remind them not to go231 

232 

233 

234 

235 

236 

237 

238 

R So the word one is significant. 

ST It was (:) yeh yeh because they were getting a bit restless there 

and we still had those boys to listen to about their letterbox so 

the one thing I wanted that was significant I made that 

conscious decision (laugh) so that the time on the mat would 

end up a bit shorter otherwise some of them would go on all 

day. 
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239 

240 

241 

242 

243 

244 

245 

246 

247 

248 

249 

250 

251 

252 

253 

254 

255 

256 

257 

Video viewing 20. 

ST Now he started telling me how he made his letterbox which 

wasn’t exactly what I wanted them all to say. So by then 

focusing on the flag which he said you know he painted and he 

made out of cardboard I tried to turn it around so that he would 

tell the rest of the class why we needed a flag so once again to 

reinforce that. 

R Right. 

ST Tur turning it around but still acknowledging their you know 

what they’re saying and but turning it into a teaching point I 

guess. 

Video viewing 35. 

ST  I’m acknowledging there that I I know they’ve had enough on 

the mat and I’m just telling them how much longer it will be OK 

that they’ll (:::) 

Video viewing 35. 

St Now with his letterbox there for their homework they were 

given the specifications that a rural delivery box has to be and 

that was what they were supposed to build them to. Now his 

letterbox he wouldn’t have fitted a milk bottle in to it upright  258 

259 

260 

261 

262 

263 

264 

265 

266 

267 

268 

R No. 

ST but I chose not to give him a milk bottle then because I wanted 

him to find that out later and I also didn’t want him to feel 

embarrassed or that he’d done something wrong in front of the 

whole class so that was a conscious decision there to give him 

letters to see if they’d fit in his letterbox. 

R OK. 

ST So it would be interesting I haven’t actually had a glance at his 

self assessment sheet but it’ll be interesting to see if he’s 

circled the milk bottles to say they fit in or not. 
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269 

270 

271 

272 

273 

274 

275 

276 

277 

278 

279 

280 

281 

282 

283 

284 

285 

286 

287 

288 

289 

290 

291 

292 

293 

294 

295 

296 

297 

R OK. What what will that tell you? 

ST Well it will tell me perhaps he (:) he could fit milk bottles in his 

lying down so perhaps I should have made that point too that 

the milk bottles should have been able to stand up in the 

letterbox but also we’ll we’ll probably discuss later on in the 

afternoon a bit more about them and the fact that did you follow 

the specifications on the sheet. And that that once again is a bit 

tricky because they made them at home with their parents so it 

would depend on the materials they they had available you 

know he mightn’t have had a box big enough or some 

cardboard big enough so yeh. 

R So you feel it’s important to not let that dominate? 

ST Yeh I think so. Yeh Yeh. I mean he you know he made the 

effort he made it he brought it to school um and I hope that on 

his sheet it shows that he can’t fit a milk bottle in so he’ll think 

now why mmm. 

R OK. 

Video viewing 30. 

ST Now I guess there by saying there do you think we still followed 

the rules I’ve followed on from the fact that Jonty’s wasn’t as 

big as it should have been so without telling him directly I’ve 

brought that in which would hopefully make him think about it. 

I’ve also acknowledged that um Jack did his quite differently to 

everyone else and the fact that he’s made his into a mouse but 

he still stuck to the specifications. So I’ve acknowledged his 

creativity hopefully without making the rest of the class think 

“Oh (::) I should have made mine a dog or a cat or a car or 

something”. 

R Right. 
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298 

299 

300 

301 

302 

303 

304 

305 

306 

ST So yeh yeh and we we have talked about letterboxes and I 

went on one of the um up Lud Valley the other day with the 

rural delivery lady with two boys from the class and we looked 

at all the different letterboxes and discussed them so we’d 

discussed letterboxes quite a bit before we did this but he’s 

really the only one in the class that’s come with some one quite 

different so I felt that had to be acknowledged. Yeh. 

Video viewing 180. 

ST Now in retrospect looking at that I should have got them to pile 

them up on the floor straight away  307 

308 R  OK 

309 ST because later on they need to use their desks you see. So I  

310 

311 

312 

313 

314 

315 

R Ohh  

ST I hadn’t sort of thought that through I got them to put them back 

on their desks and what I should have done with the girls as 

well was to put them over in that corner that I asked them to 

because I realised after I’d got the boys to do that that they 

needed to use their desks to (::) 

316 R So how would that have made things different? 

317 

318 

319 

320 

321 

322 

323 

324 

325 

326 

327 

ST Oh, no just a minute no no no I’m I’m thinking ahead. No they 

did need to put them back on their desks because they needed 

to use them to actually try and put the at this stage try and put 

the milk bottle and the parcel and everything in so yeh. 

R OK. So the other part comes up in a minute. 

ST It does. Sorry Sheila. 

Video viewing 15. 

ST  Now I got them all to wriggle up there a bit closer because if 

they’re closer on the mat you feel well you haven’t got as far to 

look to keep your eye on them and you feel as if you’ve got a 

bit more control of them and also I wanted them to know that I 
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328 

329 

330 

331 

332 

333 

334 

335 

336 

337 

338 

339 

340 

341 

knew exactly where they were and I wanted to know if they’re 

paying attention. So. 

R Ahum. 

Video viewing 30. 

ST I’ve tried to give them a bit of responsibility for their own actions 

there by suggesting they move away from each other ‘cos 

they’re obviously just going to niggle at each other on the mat 

so that I mean that’s that’s something as a teacher you do 

constantly you’re constantly roving and monitoring what each 

child’s doing and trying to make it so they’re all doing what they 

should be. 

Video viewing 75. 

ST I started off there by me doing all the explaining and then from 

now on in I’m I’m trying to make sure that um they understand 

the instructions by getting them involved in the (unclear) of it.342 

343 

344 

345 

346 

347 

348 

349 

350 

351 

352 

353 

354 

355 

356 

R OK how (:) how does it help? 

ST Well I mean if I just sit there and tell them you’re going to do 

this this and this then I have no idea whether they’ve taken it 

on board and by getting them involved and asking them what I 

should do here or what I should there it gets them involved and 

hopefully it gets in there before they go back to their tables to 

do it. 

R OK. 

Video viewing 10. 

ST Also by giving an individual child’s name there I’m hopefully 

bypassing the fact that I might have twenty-one children all 

yelling so I’m trying to use someone’s name at the start then to 

get a quieter response (voice fades away). 

Video viewing 45. 
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357 

358 

359 

360 

361 

362 

ST I guess there that’s a bit of my individuality coming in I thought 

if I did the expressions on my own face and altered my voice 

well they’d get more of an idea of what was great what was OK 

and what was not great. 

R Right. 

ST It looks a bit goofy on camera I guess but (laugh)…. 

363 R So you’re reinforcing  

364 ST re rein yeh reinforcing the teach… 

365 R body language gesture  

366 

367 

368 

369 

370 

371 

372 

373 

374 

375 

376 

377 

378 

379 

380 

381 

382 

383 

384 

385 

386 

ST exactly. Yeh. 

Video viewing 35. 

ST I’ve used the triangle there which hangs above the teachers 

whiteboard and the idea is that when they hear the triangle 

they stop and they put their hands up and as you can see from 

this they didn’t all stop and I think it was because I’d said find a 

friend so all of a sudden they got excited and thought right I’ll 

find that friend right now and we’ll talk about it so I could have 

done that a bit differently. I could have said to them you know 

now when I say go you find a friend um yeh. 

Video viewing 25. 

ST At this bit here I felt it was a bit chaotic because (laugh) I 

needed to hand the sheets out and put the milk bottles on the 

table and that but I’d had the milk bottles and the parcels up 

beside me so that I had them in the circle and that I mean I had 

one sheet up there to model but I also feel that if I had all those 

sheets on the tables beforehand and they’d spotted them when 

they’d come in straight after interval there would have been 

questions “What’s this for Mrs Mills?” so there’s a fine line 

there between um I mean I was organised with an older age 

group I probably would have put them on the table because 
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387 

388 

389 

390 

391 

392 

393 

they would have been more aware that they weren’t to touch 

and it was something they were doing later so yeh. 

R Yeh. 

Video viewing 30. 

ST Now even though the noise level got up there a bit it was it was 

on task noise and I feel…every teacher’s got a different idea of 

how noisy their classroom should be and I don’t mind if there’s 

a working hum but I think if you stop them all the time too they  394 

R Yeh.395 

396 

397 

398 

399 

400 

401 

402 

403 

404 

405 

406 

407 

408 

409 

410 

411 

412 

413 

414 

415 

ST get sick of it and then they don’t take it on board so I think I 

made a conscious effort there to just let them go for a little bit 

longer until they’d settled  

R How do you recognise a working hum? 

ST You can you can tell by the conversation whether they’re still on 

task or whether they’re not so yeh and also if they start running 

round the room or voices you know if the if the level just keeps 

going up and up and up well then it’s not a working hum is it? 

(laugh) 

Video viewing 35. 

ST See there I’ve decided it wasn’t a working hum it was getting a 

bit loud and I felt I wanted to make a point. 

R Having a look at the classroom there what are the signals do you 

think you are responding to? 

ST Movement yeh they started moving a bit around a bit more then 

than I felt they should be which indicated to me that some of 

them might be off task. And also I felt perhaps that some of them 

weren’t a hundred per cent sure of what they had to do and so I 

felt I had to reinforce it which I think is what I do here. 

R What what made you feel that they weren’t sure what to do? 
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438 

439 

440 

441 

442 

443 

444 

445 

ST Listening to a a couple of them talking I decided that they were 

off task and perhaps they just needed to be redirected in the 

right direction again. 

R OK. 

Video viewing 15. 

ST And there I felt that didn’t work I’d rung the triangle they weren’t 

paying any attention so I thought I’d have to try a different 

technique so then I said the “freeze” and dear little Sophie still 

kept on walking so then made a point of saying her name to um 

make sure that she was paying attention. 

Video viewing 35. 

ST I heard one child say there I haven’t brought my letterbox in I 

haven’t got a partner so I’ve gone and tried to redirect them and 

say to him where should you be and what should you be doing 

and get them to work with somebody. 

R OK. 

ST And I’ve I’ve bent down to his level there so that I’m just talking 

to him so that he knows that I’m aware that um he hasn’t got 

someone. 

R Has he not got a letterbox? 

ST No he didn’t bring one. 

R OK. 

ST That that was one you know concern of mine of doing this was 

the fact that they’d have to make them at home and bring them 

but because of the school community they’re generally nearly all 

of them do something like this. Very supportive parents so I felt I 

was pretty safe and when most of them walked un with it in the 

morning I thought right we’re all right and and none of the 

children did make a big fuss about I hadn’t made one they were 

quite happy to go and work with someone else. So.  
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460 
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465 

466 

467 

Video viewing 25. 

ST Even though it’s a bit noisy there it is all work related they’re all 

trying to fit their parcels in and their milk bottles in and their 

letters in and they’re they’re questioning perhaps their next door 

neighbour about the sheet if they’re not quite sure where they 

should put their circle and everything. So. 

R So so how do you feel about noise in general in teaching? 

ST I don’t mind I mean I don’t like a completely silent classroom I 

couldn’t work like that and the children can’t learn like that either 

I don’t think I mean as I said a lot of it is is interaction and the 

social side of school is just as important especially at this age 

group.  

R Mmm. 

ST As the academic side I mean so I don’t mind if there is a hum but 

I certainly can’t take high decibels all the time (laughing) and 

they have to be aware too that you know outside’s for the loud 

noise the running round the shouting and everything and another 

technique that we use sometimes um that obviously my 

associate uses if if some of the children themselves think there 

is too much noise they come up and tell her and the class gets 

stopped and that child says well I’m getting a headache and I 

can’t learn [voice fades] there’s this much noise. 

468 R So that I’m getting a headache is a sort of  

ST it’s a signal469 

470 R signal (unclear) 

ST to say that the classroom is too noisy for me to work in and you 

have to acknowledge that every child can work effectively at a 

different noise level so you know some might need more noise to 

work others might need it quieter so there’s a fine balance there 

in a classroom between. 

471 

472 

473 

474 

475 
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497 

R Uhum. 

Video viewing  17 

ST That little girl there I’ve got by the hand she-e’s on a school visit 

today ?) 

[End side A.  Start side B.] 

R OK. 

ST She’s on a school visit today she starts school on Wednesday. 

R Oh right. 

ST Um so (:) she’s she’s had she’s been coming on Monday for a 

couple of weeks and but just by taking her by the hand and 

explaining something to her I've acknowledged that she she 

doesn’t know exactly where she’s supposed to be or what she’s 

doing maybe(?) um that she’s new to the class but also you 

know she’s not doing anything wrong. I was just trying to help 

her a bit there. So. 

R Mmhum(?) 

Video Viewing  11 

ST And there I’ve acknowledged how I’m feeling which um makes 

them aware that that I’ve got feelings too and that (:) well that I’m 

the teacher and that yeh. 

R Mmm. 

ST That’s that’s what I can’t work in a noise like that so a lot of them 

can’t either. 498 

499 

500 

501 

502 

503 

504 

R Mmm. 

ST So just by sharing your feelings. 

Video viewing  21 

ST So I acknowledged there that some of them are off task and I’ve 

I’ve used one of the children as a reminder to remind them what 

they should be doing and how many things they should be doing. 
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524 

525 

526 

527 

528 

529 

530 

R Did did you choose an off task child or or was it an on task child 

(:) to give the answers to your questions. 

ST She had been a bit off task (:) um (:) and quite often in the past 

she’s slow to do things. So I felt that she was a good one to 

choose just to reinforce to her that she should be doing it and 

that she hasn’t got all day to do it and also I knew that she’d 

know the three correct things to say them to the rest of the class. 

Video viewing  8 

ST That’s another little strategy I use sometimes put the timer on for 

two minutes ‘cos at this age the children really have no idea of 

the concept of time. 

R Right. 

ST So by using the timer um for some of them you know two 

minutes might be two hours (laugh) but by using that and then 

making the little bell go they know their two minutes is up and it 

also gives them a bit of a hurry up and they’ve they’ve had plenty 

of time to put their milk bottles and their parcels and their letters 

in there so some of them are just dallying a wee bit. (:) So by 

doing that I’ve um made a conscious decision that it’s time this 

activity came to an end. 

Video viewing  13 

ST And I’ve also tried to help those um newer ones who (:) probably 

haven’t come across this concept before of the smily faces by 

just going over it again with them and making sure they know 

what they should do and reading reading what it says to them 

too. 

R OK ‘cos they wouldn’t be able to?531 

ST No,  no that little guy’s only been at school three weeks so he’s 

doing pretty well. (::::::)Um (:) 

532 

um 533 
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535 
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537 

538 

539 

540 

541 

542 

543 

544 

545 

546 

547 

548 

549 

550 

551 

552 

553 

554 

555 

R Right. OK and w-when you did that how how could you tell if they 

were u-understanding? 

ST (::) Um by the reactions on their faces and and just by the little 

comments they made and I mean he went straight away and 

coloured in the one he he felt his was so he obviously 

understood. 

R Great. 

ST Yeh. 

Video viewing  8 

R As you look at ar-look at what’s happening you’ve got a good 

shot of the class there how do you feel about what’s happening? 

If you look look at the class. 

ST Well there’s interaction going on. Some of them are talking to 

each other but the ones that are like the two little girls over there 

right on the right one of them’s got the sheet up she’s actually 

explaining to the other little girl what was going on um (:) the one 

here in the yellow vest she’s busy working away. They’re they’re 

still fairly much on task and they’re also very much aware that 

that buzzer’s going to beep any minute. (laugh) 

R Mmmm. 

ST And give them their two minutes but (:) no yeh looking at that no 

they’re pretty much all on task. 

556 R They’re all very busy aren’t they. 

ST Yeh, yeh. And and you know(?) what’s wrong I mean you’ve got 

to have a busy classroom don’t you? And the fact that they’re 

actually doing things and I’ve got them to physically try things in 

their letterboxes and then fill the sheet out themselves I think has 

really enforced the learning (:) more than if I went round and said 

right this does this doesn’t this does this 

557 

558 

559 

560 

561 

doesn’t.562 

R Mmm. 563 
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564 

565 

566 

ST Um Yeh. 

Video viewing  53 

ST I’ve acknowledged there that some people’ve been more on task 

than others  567 

568 

569 

570 

571 

572 

573 

574 

575 

576 

577 

578 

579 

580 

581 

582 

583 

584 

585 

586 

587 

588 

589 

590 

591 

592 

R Mmhum. 

ST but I’ve also given the ones that haven’t finished an opportunity 

to finish as quickly as they can before they come down to the 

mat so. 

R Is it important that they finish? 

ST I think it is I wanted them all to finish that um (:) if they don’t start 

finishing work at this age they’re going to think that they don’t 

have to and and it’s important that they see something finished 

too and the fact that it’s their letterbox I wanted their feelings on 

how they thought their letterbox (voice fades) was I felt it was 

important for them to finish it and I’m going to use it as as an 

assessment activity. 

R Right. 

Video viewing  30 

ST That’s where I should have said to them “when you’re finished 

with the letterboxes pile them over in the corner” because then 

once I got them all sitting on the mat and on to the next activity I 

suddenly realised now they need their desks to do this. (laugh) 

They need to be able to put their piece of paper down on the 

desk to sellotape it to make their envelope and everything so yeh 

rushed (unclear) thought that through. 

Video viewing  25 

ST I’d also gauged there that they’d had enough of the triangle (:) 

(laugh) I tried the clapping 

R Right. 
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593 

594 

ST so I thought right by saying “one two three” they might respond a 

bit better. 

595 R How long was was the session? ‘Bout 45 minutes (unclear) 

596 

597 

598 

599 

600 

601 

602 

603 

604 

605 

606 

607 

608 

609 

610 

611 

612 

613 

614 

615 

616 

617 

618 

619 

620 

621 

622 

ST It was, it was quite a long time. Yeh by the time we shared those 

letterboxes on the mat (?) um. (:) Yeh what I probably should 

have done after they’d done that mat time looking at that now 

was done a few stretches or a bit of an energizer just to you 

know let them have a real move around. 

R OK. 

ST And and you know get a bit of energy out before we went on to 

the next task so on introspect I should (voice fades away 

unclear) it’s all very easy to say these things when there’s a 

camera on you (laugh) and a microphone (laugh). 

Video viewing  19 

ST I’m trying to use another another tactic there (laugh) to get them 

all to pay attention refer (:)referring to the class contract but 

without you know bawling two boys out who are obviously aren’t 

paying attention I’m trying to get them to realise that everybody 

else is sitting waiting. 

R Mmm. 

ST And that it’s them that’s holding people up. 

R Right. 

Video viewing  22 

ST So what I’m doing here is I’m explaining the purpose behind the 

activity they’re going to do so that they (:) understand why 

they’re doing it and it’s got meaning for them and uh it’s also 

bringing up the fact that we’re going to go and have this visit 

tomorrow. We made envelopes the other week and we’ve got a 

class letterbox I don’t know if it’s shown in the video at the back 

um and so they’d already made an envelope and written a letter 
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and posted it and then the rural delivery lady came and she took 

them all out and delivered them and made a big fuss “well I can’t 

deliver this one ‘cos it hasn’t got the stamp in the right place and 

I don’t know who this one’s from and who it’s going to”. S

623 

624 

625 

o, so 626 

R (laugh)627 

628 

629 

630 

631 

632 

633 

634 

635 

636 

637 

638 

639 

640 

641 

642 

643 

644 

645 

646 

647 

648 

649 

ST we’re sort of trying to go over that learning a bit more but also tell 

them why they’re making this envelope and that they’re going to 

use it tomorrow when they go and visit. 

Video viewing  45 

ST Tried to use some positive reinforcement there because I’m 

aware they’re all a bit restless on the mat and some of them are 

climbing all over each other and that. 

R Right. 

Video viewing  1 

R (unclear) say you can fast forward it if you want. 

ST OK. Right let’s do that. 

R (unclear) points if you want to. U-um. (:::::) It’s quite. (:::) What’s 

happening here? (::::) 

ST I’ve used one child as a model there because we’d already made 

the envelopes. I’m trying to see how many of them can 

remember how to make them so I’ve chosen one child there that 

I was pretty sure would know what to do(?) to model to the rest 

of the class (:) and I’ve also brought in “which is the front which 

is the back” there to reinforce that point because the other day 

we had some stamps stuck on the back. 

R Oh right. 

ST All sorts of things like that so. 

650 R So you’ve actually tailored your teaching (:) based on experience 

ST Yeh,yeh, and 651 
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652 

653 

654 

655 

656 

657 

658 

659 

660 

661 

662 

663 

664 

665 

666 

667 

668 

669 

670 

R (unclear) as well. Yeh, and yeh based on needs I’ve assessed 

(::) informal assessment of the other day when we did the 

envelopes. 

Video viewing  10 

ST There once again I’ve I’ve got a child up the front to model the 

designing of the stamp. So I think it’s important that they don’t 

always see you modelling that you can use your more able 

children in the class. 

R Mmhum. 

Video viewing  7 

ST Thank goodness for that. 

R There we go. Oka-ay. Well thanks (:) for helping (:) me with this 

Poppy. Is there anything else you want to say or or or ask? 

ST Probably that I’ve through the session thought “Oh my goodness 

it’s turning to custard” but when I see it on the video (:) I realise 

all the things I am doing that make me a teacher that (:) some of 

them you do self consciously but just watching unconsciously I 

mean but just watching myself there I realise I’m doing far more 

things than I ever realise and I look far more like a teacher on 

there (laugh) 671 

R (laugh)672 

673 

674 

675 

676 

677 

678 

679 

680 

681 

ST than I probably felt (laughing while speaking) at the time.  Right. 

R Right right. 

ST Yeh. 

R And it (:) you said at the beginning that your three key words 

were individuality (:) interaction and flair. 

R Yep. 

ST Where did you see that happening in the video? 

ST Well I think the interaction was fairly evident the way I interact 

with the children and acknowledge them and (:) um (:) 

   -  - 



 287  

acknowledge the special things they did but without um (:) trying 

to put them on a pedestal make the others you 

682 

know 683 

R Umhum.684 

685 

686 

687 

688 

689 

690 

691 

692 

693 

694 

ST feel lesser about themselves. Just the way I roved round the 

classroom and um talked to them (:) um (:). (::) The (:) their 

individuality yeh once again I decided for that age group that 

they needed the concrete hands on thing so I was I was um 

aware of what they needed as individuals and just the way I 

brought the um teaching points round and back and modelled 

and and all that yeh. Things like that. Yeh. 

R  Right. OK thank you. 

ST Thank you. 
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1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

31.07.01 

ST 3 

BG School Year 7-8 

 

[paper shuffling] 

R That’s on(?) (unclear)  

R   OK.  Ada  thank you for agreeing to be part of the project. 

ST That’s fine. 

R Um  the study is is into the professional artistry of teachers and 

in a moment we’re going to start the video and I’ll get you to 

comment on your teaching (:) but just before we do that  I’d 

like you to talk about what you understand by professional 

artistry. 

ST Um  to me (::) more on the professional artistry is about the 

flair of the teacher  creativity  um  and how they reflect their 

own (:) I guess to me it is like the way they reflect their 

philosophy(?) of teaching or (:) their spark on how they get 

something across  to the children or the way they interact. 

19 R Right. (::) Have you any   

20 

21 

22 

23 

24 

25 

ST  (laugh) 

R any idea how you came by by that sort of understanding? 

ST Um (:) from obviously yes in our lectures  from doing just little 

workshops and activities um (:) though I would say when we 

di-id that in our lectures I was confused  it bewildered me a 

wee bit.  But (:) I think also from (unclear) today reading (:) 

(unclear)26 

27 

28 

29 

R Oh. 

ST written  when you said “oh look here’s (unclear)  I haven’t seen 

it before”  just opened it a bit more up with like the creativity 
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30 

31 

32 

33 

34 

35 

36 

and the flair of the teacher and how they are and who they 

are.(?)  I guess so. 

R Right. Great.  OK then.  Now if you had to pick three key words 

to describe professional artistry what would they be? 

ST Um (::) well  as I’ve already said like artistry to me is arty  

obviously the short word is arty  arty farty  but um creativity  

flair (:) and maybe (::) I don’t know anymore. (unclear) 

R Creativity  flair37 

38 

39 

40 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

56 

ST Flair (:) maybe in (:) not initiative but maybe innovative.(?) 

R An innovation. An innovative teacher.(?) 

ST I guess. 

R Right.(?)   OK  great.  Now  I’ll give you the remote. (::) What 

you can do is you can fast forward through sections that um  

you don’t particularly want to comment on  or and um  watch  

word for word if you want to  but I’d like you to  stop the video 

(:) um and (:) talk at ah any point that you want to comment 

on(?) but in particular I’d like you to show me where you feel 

your artistry’s coming through on the tape.  Where artistry’s 

happening. 

ST U-uhh.  It was such a (unclear)  

R Alright  so you’ve got the pause button. 

ST Yes  yep. 

Video viewing 6   

ST Um  there(?) 

R Yep. 

ST Since my time at (:) Broadgreen (:) it’s taken them a lo-ong 

time to get into the reading routine of being quiet and actually 

SSR so where  57 

R Uhum58 
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59 

60 

61 

62 

63 

64 

65 

66 

67 

68 

ST they don’t talk unless they’re been peer tutored and I was 

really impressed with that and I think maybe “yes” because 

there were cameras around(?) or (:) a lot of people a lot of the 

students were put on a code yesterday which is a behaviour 

tracking sheet and they have to write out a page of the school 

code. 

R Uhh.(?) 

ST So quite a few of (laughing) them got that in reading time 

yesterday so I think they were (:) um they knew.  They knew 

not to talk and (:) I don’t know there’s just little things I think 

that I say or the way I say it.  I think is me. (unclear)69 

R You  you said  you said that  “that was the bet” in a particular 

way. 

70 

Did (?) 71 

72 

73 

74 

75 

76 

77 

78 

79 

ST Just my expression(?) I think  I actually think that I do that 

quite a bit and maybe I don’t pick up on it or um or whether or 

not I’m aware of it I just think it comes because I speak like it 

quite of-ten. (laughing) 

R Right. 

ST So. 

Video viewing   11   

ST I use a lot of hand ges-gestures. 

80 R So you use ? (unclear) 

81 

82 

83 

84 

85 

86 

ST I do  I tend to I don’t know whether or not it was because I was 

nervous. 

R What do think that adds to your teaching? 

ST Umm (:) I guess it helps the children (:) know even maybe 

different styles that it’s fine to have  I’m doing it now  have your 

hands moving or facial expression and maybe it’s teaching 

them what  even helping them pay attention to me(?) um 87 

R OK. 88 
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89 

90 

91 

92 

93 

94 

95 

96 

97 

98 

99 

100 

101 

102 

103 

104 

105 

106 

107 

108 

109 

110 

ST because I’m moving something and they’re watching me or it 

maybe how  maybe how it seems to be more focused. 

R   OK. 

ST Maybe(?) 

Video viewing   26    

ST With my eyeballing them  I do that a lot  because (:) um  I feel 

sometimes up until (:) yesterday the children aren’t doing 

something quickly when they’ve been asked to  or even still 

sitting in their desks and are meant to be coming down on to 

the floor(?) or not touching equipment whatever. (:) Instead of 

saying “look come on so and so we need to be here”  because 

it then puts  to me it often puts out a negative feeling and I 

don’t want to be a negative or a nagging teacher  so I use my 

eyes and I stare at them  and that works and  a-also just 

covering it was in my observation that I use that and seeing it 

(laugh) it’s like “wow  I do”. (laugh) 

R Yeh. 

ST Those big eyes(?) 

Video viewing   30     

ST Is that I think is that just normal where (::) um the children are 

given an answer and then me repeating it for reassurance or 

even the fact to show the children that I am listening and  to 

what they have to say.(?) 111 

112 

113 

114 

R   OK. 

ST  Um  then there’s the odd gesture thing there isn’t there? 

R What’s happening with the gesture there? 

ST I’m  I’m using them  I’m counting115 

116 

117 

118 

R Right. .  

ST  I’m saying “right how many is there?  We need four”. So I’m 

using (:) like yes we’ve got the cumulus and there’s one and 
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119 

120 

121 

122 

123 

124 

125 

126 

127 

128 

129 

130 

131 

132 

133 

134 

135 

136 

137 

138 

139 

140 

141 

142 

143 

144 

145 

146 

147 

148 

then there’s two we’ve got the stratus.  Um  and I also (:) it 

gives them the fact that they know  like if I got to three and I 

said “right is that all of them?”  

R Mhmm. 

ST And they looked at my fingers and no I only had three  so then 

there was one more to go and they knew that from visual and 

also from the  

R Great. 

ST listening skills. 

Video viewing   2   

ST Basically we were just recapping yesterday’s work.  Fast 

forward it. (laugh) 

Video viewing   21    

ST That there  I didn’t make myself clear to the children um  so 

and that’s fine I can make mistakes so I thought right I need to 

fix it so I don’t leave them (::) in a blur. 

R (unclear) 

ST So I thought right I’ll correct myself and then at the end of what 

I’m about to say I said “right does that make sense or do you 

understand that now?” and they said “yes”  so I just worded it 

incorre-ectly and didn’t make it clear so I thought right (:) and I 

think that’s (:) good  

R Right. 

ST  to do that. 

R What  what’s signal did you pick up that you had been unclear 

this time? 

ST Uh  with the answer that Brodie had given me  I thought right 

um (::) that no that doesn’t go with what it should what I 

actually wanted(?) 

R   OK(?) 
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149 

150 

151 

152 

153 

154 

155 

156 

157 

158 

159 

160 

161 

162 

163 

164 

165 

166 

167 

168 

169 

170 

171 

172 

173 

ST And also because I said a cloud and it wasn’t actually that 

cloud  that I said Brodie actually said the right cloud and I 

thought woops (laugh) it is the wrong cloud and he knows 

about his clouds so I just thought right I’d recorrect it  change it  

change the sentence slightly so they understand it.   

R  OK. 

ST So I did that.(?) So (:::::::) 

 Just move on or something (unclear) transitional. 

Video viewing   2    

ST I just don’t know where everything is on here. (laugh) It’s quite 

(:::) 

R It might be good to just watch  you’d like to? 

Video viewing   4    

R What’s happening there? 

ST Ummmm was it yesterday? No last week on Wednesday (:) we 

did our first experiment for science and we made a 

thermometer and I said right that it’d work  I said it may work 

but sometimes they don’t work because we did them in 

science and they didn’t work and then I tried it at home and it 

did work and we did it he-ere and they didn’t work at all and I 

was really embarrassed (:) um  we talked about the fact that 

what could we change or what could we do to make it work 

next time and the result was the water wasn’t hot enough so I 

quickly went and got some boiling water brought it over and it 

started to work but the fact was that we had waited for so long 

and time was  time 174 

175 

176 

177 

178 

R  What  what about the children’s reaction and your interaction 

with the children? 

ST Um. 

R What can you tell me is happening there? 
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179 

180 

181 

182 

183 

184 

185 

186 

187 

188 

189 

190 

191 

192 

193 

ST I think (:) it’s just a friendly a joking around way but they know 

where the limit is. Yeh. 

R Great.  Yep.   Thank you. 

Video viewing    17    

ST With me  (:) with me um saying about the blue pen  the red 

pen I’m reinforcing that because a lot of them will either write 

in a red pen and underline in a red pen or they won’t use a pen 

they’ll use a pencil which is fine  but they forget to underline so 

it’s just from discussion with my associate teachers that we’re 

trying to reinforce that  because they’re Yr 7 & 8 students and 

they should know that(?) 

R So  you   it’s a school wide thing? 

ST Um  it is a school wide thi-ing (:) it should be (:) but obviously 

it’s never been drummed in to them prior to  arriving at school.  

So it’s a bit hard trying to reinforce it at that age because 

they’re used to doing what they are  194 

195 R Aha 

196 

197 

198 

199 

200 

201 

202 

203 

204 

205 

206 

207 

208 

ST but that’s I guess probably just a school like er content maybe. 

Video viewing   37  

R What’s happening there? 

ST I’d realised that there were two little wee girls still sitting on the 

mat and I’m like looking at them and I’m thinking your name is 

not on my list  even though we’d done it at lunchtime  and it’s 

not an excuse but I actually never rewrote the list out someone 

else did it for me(?) but I should have checked it and made 

sure that it was correct  and I thought o-oh no-o(?) and they’re 

looking at me staring with these big eyes and I’m like o-oh n-

oo and I thought right  just  I think the way that I said it  and not 

being horrible about it. 

R So what are you trying to do? 
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209 

210 

211 

212 

213 

214 

215 

216 

217 

218 

219 

220 

221 

222 

223 

ST Um  feel for them(?) and be compassionate(?)  

R Yeh. 

ST to them so then I just fitted them into another group and they 

said “can I go with so and so?” and I said “that’s fine.”  So. 

R   OK. 

Video viewing   11  

ST I knew she was with Margaret .  I remembered that. 

Video viewing   5  

ST Clapping (laugh)  It’s reinforced from here isn’t it? 

R What’s that? 

ST Just a management strategy  I guess it works it’s (:) you know 

straight to the point really.  They hear the clap they stop.  

They’re supposed to. 

R   OK  so it was working for you? 

ST It is.  Sometimes it doesn’t work  but (:) yeh  it’s also what they 

do at the school  they obviously do it in assemblies  as well  224 

R OK.225 

226 

227 

228 

229 

230 

231 

232 

233 

234 

235 

236 

237 

238 

ST as a school wide management strategy. 

Video viewing   41  

ST Um you can’t really see but I’m crouched down  I’ve got the 

gladwrap  and because they’re at the age they are I feel that I 

don’t need to have everything prepared for them   

R Mhum. 

ST but because there are some children in there that (:) aren’t 

very responsible with equipment  

R Mhmm. 

ST  or don’t respect it (:) I have everything up the front of the 

classroom or on my desk to set up instead of having it ready 

on desks.(?) 

R   OK. 
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239 

240 

241 

242 

243 

244 

ST Um and they were cutting their own gladwrap up the front and I 

was passing them what they needed. 

R So that was a conscious decision of yours or not to have the 

stuff on their desks? 

ST Yes  because um  even when they are sitting there meant to 

be working and they’ve been asked asked not to touch any 

equipment  they still do(?)  245 

246 

247 

248 

249 

250 

251 

252 

253 

254 

255 

256 

257 

258 

259 

260 

261 

262 

263 

264 

265 

266 

267 

268 

R Mmm. 

ST and (:) it’s  it’s just a management (:) it’s easier for me to have 

it up there. 

R OK. 

ST Rather than having it set out. 

R Great. 

Video viewing   2     

ST Someone just about took my fingers off (unclear). 

Video viewing 7  

R What was happening there? 

ST Um  when they’re cutting the gladwrap (:) they’d the scissors 

aren’t straight they’re going on an angle (laugh) and I could 

see them getting closer to my fingers  so I just (:) I don’t know  

it’s just my expression  the way I do it and they’re like “What 

ooh” and they laugh and like you can see on Crystal’s face  

R Mmm. 

ST on the girl on the left (:) with her laughing 

R Yeh  (unclear) is focused at you to start that (unclear) 

ST so I just moved my fingers and (unclear) my all clenched up.  

Don’t really want to lose my fingers today.(?) 

Video viewing  4  

ST [Loud noise on tape]. That must be me moving. 

Video viewing   17  
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269 

270 

271 

272 

273 

274 

275 

276 

277 

278 

279 

280 

281 

282 

283 

284 

285 

286 

287 

288 

ST Just reinforcing and using a positive statement for what most 

of them actually did so I’m just saying well done for being quiet 

and it also makes the other people who are still talking to look 

at me and at the others and stop and listen. 

R Mmhum. 

ST So. 

Video viewing   7    

R You changed your mind there about something you were going 

to do. 

ST Um  the hot water in the thermos.(:) Originally I was going to 

get one student to come up with a jar put the hot water in and 

then walk back and then I thought well (:) because its hot 

water it’s safer  it’s safer for me to even walk around with the 

thermos and put it in the jars instead of having six children 

walking around with the water(?) so it was basically for safety. 

R   OK. 

ST Safety reasons. 

Video viewing   58   

ST Um  when I said “now maybe Thai that is what you could do 

now” he was  not doing what he was supposed to be doing.  

He was um 289 

290 

291 

292 

R Oh  right. 

ST he was playing with the equipment or he didn’t have his book 

open and there were times where  

293 

294 

295 

296 

297 

298 

R Mhum. 

ST  that tended to happen  and I thought instead of because of the 

background of that child  I thought instead of  like picking him 

out  pulling him out of the class so every one could hear 

exactly like saying “don’t do this with so and so” I just thought 

right I can see that’s happening and I just (:) slipped his name 
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299 

300 

301 

302 

303 

304 

305 

306 

307 

308 

309 

310 

311 

312 

313 

314 

halfway through my conversation and no-one else picked up 

on it they didn’t stare at him(?) 

R   OK. 

ST and I think that’s because of his background for me it’s quite a 

courtesy thing (:) and a safe thing  (:) for him. 

R Right. 

Video viewing   52  

[Silence on tape] 

Video viewing   28  

ST Oh  there I got  a girl to help me instead of it being all teacher 

input. 

R Mhum. 

ST I though um  at that stage I thought I could have got them to do 

the ice  but (:) I needed to make sure at each group I 

reinforced the fact that the ice stayed on the gladwrap(?) and if 

I got a student to do it they wouldn’t say it.  So I thought I’d 

bring Rebecca around with me and she can do the salt. So 315 

316 

317 

318 

319 

320 

321 

322 

323 

324 

325 

R Mmm.  Was there any particular reason for choosing 

Rebecca? 

ST Um  no  she was just right there  but um  now that I think about 

it and you ask me that she (:) it’s good to ask her to do things 

(::) for personal reasons and background reasons from home. 

R Mmm. 

ST So  I think (:) that maybe she felt that she was actually 

valued(?) and her face even lit up a wee bit when she was 

coming round and it was good because she actually worked 

very very well for the rest of the activity and often I speak to 

her about being on task or326 

R Great. 327 
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328 

329 

330 

331 

332 

333 

334 

335 

336 

337 

338 

339 

340 

341 

342 

343 

344 

345 

346 

347 

348 

349 

350 

351 

352 

ST so it (:) when I look  when I see it’s (laugh) like wow  you know.  

So I’d  fast forward around this part.  We all know what’s 

happening.(?) 

Video viewing   25     

R What is it that’s making you laugh at this point? 

ST Just  Sam  he Sam comes up with everything (:) he answers 

every question and the fact that (:) in the pre tests no-one at all 

came up with condensation or evaporation or the actual 

correct terminology until today which is the (laugh) first lesson 

(:) where someone has actually used it.   

R Oh right.(?) 

ST And that’s why I’m like (:) wow well why (laugh) haven’t you 

used it beforehand? And also the fact that it’s like a wee joke 

going on between everyone.(?) 

R Right. 

ST So  it’s just (unclear) 

R Good. 

Video viewing   12  

R What’s happening there? 

ST It’s the same as before (:) their nice (:) faith in me  because the 

last experiment didn’t work (::) so  and Simon put his hand up 

and said “yes it will work” and then he said there  that “nothing 

would happen” and I said “why? Because nothing will, nothing 

it won’t happen or something won’t work? and he looked at me 

and goes “yeh” and I was thinking well “thanks ‘cos you said 

before it would work ”(:) but (:) (unclear) 353 

354 

355 

356 

R (unclear)  

ST We have a lot of jokes in that class (laugh) so. 

Video viewing   9     
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R When you (:) when you said “just like we did the other day with 

our thermometer” did you notice (:) your facial expression 

there? Do you want to 

357 

358 

rewind it?359 

360 

361 

362 

363 

364 

365 

366 

367 

368 

369 

370 

ST Yeh.(?) 

R I’d like you to have a look at it and comment on it.(:::)  It’s back 

there. 

Video viewing   4     

R What (throat clearance) would you like to comment on just 

what’s happening there? 

ST  I’ve um  with the thermometer and I’m like shaking my head 

sort of and my eyes are rolling back it’s like yeh yeh like that 

works sort of thing.(?)   

R So  that was the experiment that didn’t work?. 

ST It (:) that didn’t work. (laugh) 

371 R OK.  It’s another little (unclear) 

372 

373 

374 

375 

376 

377 

378 

379 

380 

381 

382 

383 

384 

385 

ST it is. 

Video viewing   1  

ST (unclear) and just to keep them focused as well  I think in 

interest  interested.(::) 

Video viewing   13    

ST Um  (unclear) amazing um when you’re trying to keep  be 

aware of everything in the classroom and then when you see it 

on camera and see (unclear) not doing anything(?) (laugh) 

Video viewing   9     

R What was happening there? 

ST Uh  Thai was not doing his work and he was disturbing (:) the 

person next to him um   and I thought the easiest solution is to 

move the source so (:) just basically just said “right Thai you 

need to move”  in a strict but not (::) what’s the word  not in a 

horrible way I don’t think  386 
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387 

388 

389 

390 

391 

392 

393 

394 

395 

396 

397 

398 

399 

400 

401 

402 

403 

404 

405 

406 

407 

408 

409 

410 

411 

412 

413 

414 

415 

416 

R mhum 

ST but  just so he knew  right he’d done something wrong. 

R How did you become aware that he was off task? 

ST Um  by observing  having a wandering eye around the class  

making sure that  like  you know  I always even if I was on the 

other side wasn’t I (?) with another group and I just turned 

around and I just managed to see him.  So I guess just the 

glare  not the glare the wandering eye and making sure that I 

am moving  around the class and I’m being aware and 

focusing on every child  and not just one group.(?) 

R   OK. 

Video viewing   8    

ST Um  getting down to their level. 

R Yeh. 

ST Is a good thing um  instead of just standing up and leaning 

over and also I think (:) it shows (:) the children that I am 

interested in them and that I don’t mind to come down to their 

level as well  not their level you know their easy talking range. 

R   OK. 

ST And repeating their questions  reading what they’ve written to 

show interest. 

R Great. 

Video viewing    25      

R What  were you were smiling at that part.(?) 

ST Um (:) I think I knew what Brodie was meaning but I needed to 

make it clearer and more specific to everyone else to 

understand. 

R Mhum. 

ST Um (:) and especially ‘cos he was quite an intelligent child and 

the words he was using someone else in there wouldn’t have 
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417 

418 

419 

420 

421 

422 

423 

424 

425 

426 

427 

428 

429 

430 

431 

432 

433 

434 

understood it so I was (:) breaking it down  for the children and 

also making him think about what he had said um because he 

said about the water and I thought   OK well there’s water on 

top and there’s water inside the jar  so I asked him “what 

water?” and he said “the water in the jar” and I was glad that 

he got it correct because it’s obvious that your teaching is 

working(?) and I’m getting the point across so I just went 

(::)spot on and the (laughing) thumbs up  just yeh. (laugh) 

R Good.(?) 

Video viewing   40     

R What was the “wow” bit? 

ST Um  Dominic’s one of our (:::) we actually don’t know what. 

(unclear) The doctors they can’t figure out what’s wrong with 

him at this stage. Um  but he had observed that the gladwrap 

had drops of water stuck on top(?). That make sense(?) or 

underneath like on the roof sort of thing and he had observed 

that and he told the class.  And I was just (:) getting down to hi-

is level (:) of expression and that and I was like “wow” to show 

that yeh I am interested in  435 

436 

437 

438 

439 

440 

441 

442 

443 

444 

445 

446 

R Yeh. 

ST what you have to say  and just yeh.  Think it’s just a spark 

maybe like a flair of my feelings I think. 

Video viewing    11      [End side A. Start Side B] 

ST It’s not working anymore(?) 

Video viewing    24        

ST  I knew  with the class (:) and (:) when I said does everyone 

want to come around and have a look (:) I knew I wouldn’t get 

everyone  because that’s just the way some students are they 

don’t like to get up and move around they like to stay seated 

but I just thought it was a chance to observe someone elses 
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447 

448 

449 

450 

451 

452 

453 

454 

455 

456 

457 

458 

459 

460 

461 

462 

463 

464 

465 

466 

467 

468 

469 

470 

471 

472 

473 

474 

and see the difference of experiments and what can actually 

happen and I guess for the children who (:) um  I can’t even 

think of the word (:) who like to go and see like comparing and 

contrasting to their own  so i-it didn’t worry me that others sat 

back. 

R   OK. 

ST So. 

Video viewing   111     

ST Using my notes  my book.(?) (laugh) 

Video viewing   55     

ST There  I had ooh  um  one of the child  students down the back 

(:) hadn’t written the questions (:) even though(?) it was written 

on the board(?) and it said “you need to write the questions in 

the book and then answer them” and I had also (:) said it twice 

I think and then he was practically arguing with me and I (:) 

everytime he asked me something I knew I had an answer for 

it but the fact that you have to do it there’s no buts about it  so 

at the end I thought right no  just like your maths you rule off 

and you rewrite them (:) and I left it as that and went on to 

someone else. I just moved my focus  so he had to do it. 

R   OK. 

Video viewing   15     

ST So my basic explanation of the atmosphere (unclear) (laugh)  

Video viewing   36     

ST I think with words that I say like um (:) up with Shinaid I said 

“true” and she went “true”(?) and so I went “true”(?) back and 

then “oh cool.”or “awesome” is words that they use as well. 

R   OK. 
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475 

476 

477 

478 

479 

480 

481 

482 

483 

484 

485 

486 

487 

488 

489 

490 

491 

492 

493 

494 

495 

496 

497 

498 

499 

500 

501 

502 

503 

ST So  just trying to relate because I’m (:) a younger teach or I will 

be a younger teacher I guess that I can relate easier with them 

as well and because they’re words that I still use(?) 

R Yep. 

ST Instead of  “oh well that’s like wonderful”  sort of  you know 

what I mean? 

R   OK. 

Video viewing   18    

ST It’s actually good to see (:) on the camera that  they are 

actually doing what they’re meant to be doing like they’re all 

looking at the board and writing and answering questions(?) 

where you he-ea-ar them (:) like at one stage I think coming up 

and I tell (unclear) do say quite strictly “look you need to be 

quiet” because they were noisy and they’re meant to be silent 

individual but when I see it they’re actually chatting about what 

they’re doing which is good.   It’s on task (unclear) really so 

that’s positive. 

Video viewing   34     

ST It’s easy. (unclear)  

Video viewing  4     

ST (Unclear)(:::::)  I think I just got heyed by someone. 

R Oh (:) yeh. 

ST So I said “hey Shinaid” back and I said “its (unclear) I beg your 

pardon  or excuse me.”   So just (:::) yeh I think yeh  seeing 

this I don’t really looking at it I know I don’t want to tell people 

off say a negative thing and I guess by incorporating it into 

sentences or (:) just modelling the appropriate behaviour is 

me(?) it just comes naturally  I think. (laugh) 

Video viewing  26    
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504 

505 

506 

507 

508 

509 

510 

511 

512 

513 

514 

515 

516 

517 

518 

519 

520 

521 

522 

523 

524 

525 

526 

527 

528 

529 

530 

531 

532 

ST That’s another joke going on the fact that some students in the 

class are writing  and I cannot read it and it’s about marking 

(laugh) I threatened that they would do all the marking for the 

rest of the time I was there.(?)  So  so I can do your marking 

and they they know what I’m talking about(?). 

R Right. 

Video viewing   50    

ST That’s good. (laugh) 

Video viewing   15    

ST Reinforcing the blue and red pen thingy. 

Video viewing   33   

ST Sorry.  I ah can’t remember what the question was but I didn’t 

know the answer there and then on the spot (?) I could have 

looked in my book but then it’s what we’ve been taught to do 

or initiative is say “well maybe I don’t know that one  maybe 

you could find our for me and tell me the answer tomorrow” so 

it will be quite interesting tomorrow if I asked Shannon his 

question and he came back and told me. 

R Uhum.  

ST So because it’s a continuing topic (:) I it will be brought up 

anyway(?). 

R   OK. 

ST So  be interesting. 

R Mmm. 

Video viewing   121    

ST Pause or stop it?  Stop it.  Do you want it rewound? 

R Good  Yeh. Great(?)  Thanks Ada and ju-ust while this is 

rewinding now 

ST Yes? 
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533 

534 

R I’d like to take you back to your three key words now that you 

said at the beginning.  Can you remember what they were? 

ST Creativity  um  yeh improvisation and flair(?).535 

536 

537 

538 

539 

540 

541 

542 

543 

544 

545 

546 

547 

548 

549 

550 

551 

552 

553 

554 

555 

556 

557 

558 

R Flair was one and I think innovation. 

ST Yeh innovation that’s the one  sorry not improvisation. 

R So can you relate (:) those to what you were doing today? 

ST Um  I think the main one that I would relate to would be flair uh 

even creativity creativity  kind of comes in interweaves with 

each other I guess. 

R Yeh. 

ST The fact of that my facial expressions is me which is my flair of 

my personality I guess.(?) 

R Yes. 

ST Um (:) the way  the way I am with the children(?) it’s I think 

watching it’s like a hap it is a happy (:::) um wa-arm 

environment  

R Uhum. 

ST where everyone relates with each other and everyone gets on 

with each other (::) um yet  they know the boundaries  they 

know the limit that if they step over it then I’m not afraid to say 

anything.(?) Um  creativity I guess is by (:) keeping  to me 

keeping on task with the contents or  what I am teaching then 

bringing in everyday things that relate to it(?) or what I have 

done in the past.(?) 

R Yep. 

ST Um  and then (:) what was it?  

559 R Innovation was the (unclear) you said. 

ST Innovation is being put on the spot I guess and either yes  I 

can answer it now or no I can’t I’m not afraid to be (::) I’m I’m 

not afraid to be honest.  I’m who I am and if I don’t know it then 

560 

561 

562 

   



 307

I won’t make something up because then they may go home 

and tell their parents and it’s like well actually that’s not true(?) 

it’s incorrect you need to go back and tell your teacher.  The 

fact is I (:) when Shannon asked me a question I didn’t know 

the answer so I thought well (laugh) “OK how can I get out of 

this?” (:) um “maybe you could find that out and let me know 

tomorrow?” . Um yeh  just 

563 

564 

565 

566 

567 

568 

my (unclear) 569 

570 

571 

572 

573 

574 

575 

576 

577 

578 

579 

580 

581 

582 

583 

R Great. 

ST Just tenacity I guess (::) maybe(?). 

R   OK.  I is there anything you want to ask or um (:) discuss? 

ST Um (::) it’s actually quite amazing seeing yourself on there um 

(:) like yes there is areas that I would like to work on.(?) 

R Mhum. 

ST Um  or maybe not do but then I think (:) things that I do-on’t do 

or things that I shouldn’t do maybe wouldn’t then make up the 

person that I am.(?) 

R   OK.(?) 

ST Um  there’s no (:) to me there’s no boundaries there’s no um  

guidelines on who you can be as a teacher. I mean there are 

(::) 

R Right. 

ST certainly  things that you cannot do584 

585 

586 

587 

588 

589 

590 

591 

592 

R Mhum.  

ST and (:) that’s just with any job  bu-ut I think if you’re a fun 

person (:) then  and I actually look at it and I think wow I am 

quite fun I’m not this old  not old  strict teacher (:) 

R Yeh. 

ST um (:) and I listen to the children.(?) 

R Yes. 

ST I take on what they think (?) 
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593 

594 

595 

596 

597 

598 

R Mhum. 

ST and it’s actually what you said to me what someone else said 

when they saw themselves (:) it was like wow I’m actually 

doing what I’m meant to be doing.(laugh) 

R   OK. 

ST Um  and it does look as if I am a teacher 

R Good599 

600 

601 

602 

603 

604 

605 

606 

ST and it’s actually (laugh) really (:)  what’s the word  sort of boost 

your confidence up a wee bit. 

R Good. 

ST So. 

R   OK. Thank you. 

ST That’s it. 

R Yeh. 
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1.08.01 1 

2 

3 

4 

5 

6 
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8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

ST 4 

BW School Year 0-4  

R Hi Jenny. Thank you for helping me with this study into 

professional artistry. One of the the things I am going to get 

you to do in a minute is is to watch the video. Stop it (:) talk it 

about the parts you want to but just for a start I’d like to talk (:) 

ask you what you understand about professional artistry. What 

do you understand by professional artistry? 

ST Just the art of being a teacher. The things that we do as a 

teacher that become part of um your professional growth and 

development. Yeh. 

R OK. And any particular things that spring to mind? 

ST Um. I guess (:) I sort of look at it on the lines of the way that 

you present things to the children and the way that you take 

their ideas on board. 

R OK. Yeh. 

ST And also just your daily management. That becomes (:) a part 

of who you are as a teacher and yeh helps in your growth. 

Yeh.  

R So what do you mean by management: Your daily 

management? 

ST Well the day (:) the management of the actual classroom: 

management of the routines and of the child behaviour and I 

guess that includes setting your expectations of what you want 

in your classroom. What's acceptable and (:) 

R OK. Right. And if you had to choose three key words to sum 

up what artistry was what would they be? 

ST Um (::::::::) Individuality. 

R Mm 
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ST And alongside that comes valuing. 31 

R Yeh.32 

ST Valuing would be my second one. 33 

34 

35 

36 

R Yeh. 

ST And (:::::::) creativity I think would be another one that would 

be really important as teachers. 

R OK 37 

ST Creativity would have to be my third. 38 

39 R So we’ve got individuality valuing and creativity. 

ST That’s right. 40 

R OK. Right oh we’ll start the video then. What I’d like you to do 

um as you’re watching the tape is um to be in charge of the 

remote. 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

56 

57 

58 

59 

60 

ST (unclear) 

R You have that. That will pause it. I’d like you to stop the tape at 

any point that you’d like to comment on but most particularly 

I’d like you to show me where artistry happens. OK. So if you 

just press play. If you want to fast forward it at any point you 

can but otherwise you’re just watching it through and you stop 

it. 

Video viewing 8  

R What are you doing there Jenny? 

ST I’m just trying to guide a new child um in the classroom to the 

routines of the day and try to help him take responsibility for 

what he needs to do by giving another child also responsibility 

to help him. 

R OK so that’s a new child? 

ST That is a very new child and a very quiet child as well. 

R Thank you. 

Video viewing 5  
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ST And I think this brings in the valuing that the children have 

followed the routines and come in and sat down and yeh 

carried out what they are supposed to be doing. 

61 

62 

63 

64 

65 

66 

67 

68 

R Right. 

ST And it also helps bring the children into the ones that aren’t 

quite doing what they should be doing (:) 

R Right 

ST Directing them to see what the other children are doing and 

hopefully getting them to come and join in.69 

R Right. 70 

71 Video viewing 5  

ST That’s another way of setting expectations of 72 

R Mm. 73 

ST how yeh how the classroom (:) 74 

R What did you do there?75 

76 

77 

78 

79 

80 

81 

82 

83 

84 

85 

86 

87 

88 

89 

ST I redirected the child by telling (:) him to go back and walk in 

the way that he should walk when he comes into the 

classroom. 

R Instead of running? 

ST Yes. 

R Yeh. 

Video viewing 3  

ST And then by praising him for doing it correctly it hopefully 

means that he will try to do it next time the right way. The way 

that we like it. 

R OK. 

Video viewing 26  

ST And there just by giving a bit of wait time to (:) to see if the 

child noticed what everybody else was doing and followed and 
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therefore when he didn’t give him just (:) give him a little gentle 

reminder that we are doing something else at the moment. 

90 

91 

92 

93 

94 

95 

96 

97 

98 

99 

100 

101 

102 

103 

104 

105 

106 

107 

108 

109 

Video viewing 18  

R What are you trying to achieve there Jenny? 

ST I’m trying to draw them in to look at the book that we’re going 

to start reading and also just to get them to share their ideas of 

what they think it might be about and what they think boring 

might mean. 

R OK. And um how do you think that relates to to professional 

artistry there? 

ST (::::::) Um it’s just (::::::::) 

(slight shuffle of paper/equipment) 

ST Just by using a variety of questions and once they’ve 

answered a question then asking them another question to get 

them to broaden on their ideas and the answer. Just helps 

them to focus. 

R Ok. Good. 

Video viewing 4  

ST Just just there was just giving one of the children time to 

process because at this age they tend to put their hands up 

before they have actually thought  110 

R Yep. 111 

112 

113 

114 

115 

116 

117 

118 

119 

ST the answer through so it gives them (:) just by waiting it just 

gives them time to process it and still be allowed to give an 

answer instead of trying to rush them through. 

R OK 

Video viewing 21  

ST And that’s just valuing the children’s ideas and their 

comments. 

R Right yeh so you feel that’s important? 
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ST I do feel that’s important that yeh they’ve got to be prepared to 

take a risk and only by valuing every idea that they have 

whether its right or not will they be prepared to take another a 

risk at another time. 

120 

121 

122 

123 

124 

125 

126 

127 

128 

129 

130 

131 

132 

133 

134 

135 

136 

137 

138 

139 

140 

141 

142 

143 

R OK. 

Video viewing 13  

R You’re smiling Jenny. What’s causing you to smile? 

ST Just the chain reaction of this age group. When someone 

wants to go to the toilet or have a drink or ah put their tissues 

in the bin they all want to get up at the same time whether 

you’re mid sentence or (?) 

R So what were you thinking at that point? 

ST Ah (:::) I was thinking that we were losing the plot. We were 

losing (:) 

R Mm. 

ST Yeh I was losing their concentration and on on reflecting on it I 

think if I did it again I would stop then and say right lets all hop 

up and have a wee stretch and that will give those who’ve got 

tissues time to put them in the bin. 

R OK. 

ST Yeh.  

R Looking at the video um now of what's happening around then 

do you think the impression you had at the time was correct? 

Do you think you are losing it or? 

ST No. No.  144 

R OK.145 

ST Yeh but when you’re in a middle of a teaching  146 

R Yeh147 

148 ST session yes. 
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R So what are you cueing into now you you’re looking at the 

video. What are you cueing into that tells you that you weren’t 

losing it? 

149 

150 

151 

152 

153 

154 

155 

156 

157 

158 

159 

160 

161 

162 

163 

164 

165 

166 

ST Just the children that are still sitting looking straight at the book 

and not moving around and the child that has got up he’s still 

looking at the book 

R Yeh. 

ST as he’s walking away. (slight laugh) 

R Yeh. 

ST Yeh so yeh perhaps next time I would stop and just have a 

break from the book for a minute. Get up. Have a wriggle. 

Have a stretch and sit back down. 

R OK. 

Video viewing 2  

R (talk between person operating video and teacher) (laugh) 

(unclear)  

R Yeh. What was happening at that point? 

ST Just the amount of movement that was going around on 

around the children. 167 

R You were unhappy with that? 168 

169 

170 

171 

ST Yes yeh. 

R Yeh. Can you explain why? 

ST I think it was just because the video was there. Yeh. 

R Yeh.172 

ST Normally it wouldn’t. 173 

174 

175 

176 

177 

178 

R It was an intrusion. 

ST Yeh. Normally it wouldn’t bother me. 

R OK. 

ST And I yeh I probably would have stopped them and had a 

wriggle yeh. Got the fidgitiness out of us and 
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R So you didn’t feel you could do this because the video was on? 179 

180 

181 

182 

183 

184 

185 

186 

187 

188 

189 

190 

191 

ST Yeh. I think I (:) the nervousness came in (laugh) quite a lot 

about there. 

R OK. 

Video viewing 16  

ST Even though the other children haven’t got the right answer I 

still acknowledge what (:) what they said and said yes that 

could be 

R Yes. 

ST something. Yeh it could be that. 

R Yeh. What (:) do you think anything in particular contributed to 

you getting the answer in the end? [ST4 sounded the initial 

sound of the work she was wanting the child to say]. 

ST I’m hoping my “L L” did it and yes. Um and the exercise helped 192 

R So you were sort of giving cues clues. 193 

194 

195 

196 

197 

198 

199 

200 

201 

202 

203 

204 

205 

206 

207 

208 

ST Yeh. Yeh. Just by saying “It was nearly close you’re nearly 

there”. 

Video viewing 23  

ST And that was just relating the children back to (:) their using 

their prior knowledge to explain something in the book that 

probably they wouldn’t have understood otherwise. 

R OK. 

ST Because ‘smock’ isn’t language we use so much now. 

R Right. 

Video viewing 8  

ST And that was just getting another child who hadn’t put their 

hand up to contribute to the class and he’s a fairly new child 

too so it was just trying to build his confidence by asking him a 

question that there was an ans (:) you know the picture 

showed the answer to so he could get it right. 
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R OK. So you targeted the level? 209 

ST Yes. 210 

211 

212 

213 

214 

215 

216 

217 

218 

219 

R (unclear) the answer 

ST Yeh. 

Video viewing 39  

R What were you doing there when you said “Just have a guess 

because that’s all we’re doing?” 

ST Just just trying to make them feel like having a guess was 

alright because we didn’t know what was going to happen in 

this story and it didn’t really matter. It was just going to be our 

ideas we were sharing. 

R Links back to what you said about risk taking? 220 

221 

222 

223 

224 

225 

226 

227 

228 

229 

230 

231 

232 

233 

234 

235 

236 

237 

238 

ST Yes yes yep. 

Video viewing 12  

ST I just want to make a comment about reading the book. Just 

keeping the pace slow enough too so the children can keep up 

with what I am reading and by using expression it sort of drew 

them into (:) the story. 

R It did didn’t it? Yeh. 

Video viewing 20  

ST Now that was one way of putting them into a role as a 

scientist. Scientist so that they understood that Scientists don’t 

often eat what they touch and and that things may be 

poisonous or breakable so they need to be aware of that and 

just be careful. 

R OK. 

ST So it was just one way that I found was really effective by 

putting them in the role they knew that when they are in that 

role there are certain things that they weren’t to do unless they 

were asked to do it. 
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R OK. 239 

240 

241 

242 

243 

244 

245 

246 

247 

248 

249 

250 

251 

252 

253 

254 

255 

256 

257 

258 

259 

260 

261 

262 

263 

264 

265 

266 

267 

Video viewing 24  

R What's special about that part? 

ST Just by the child who knew what was going to happen. What to 

do. Just by giving him the responsibility of listening to other 

people’s ideas and saying whether he thinks they’re on the 

right track means that he didn’t ruin the whole experiment for 

the class (:) for the ones who didn’t know what was going to 

happen but it also gave him a responsibility and didn’t shut him 

out of the discussion and the involve yeh stop him from being 

involved in the class. 

R I I’m also noticing you you’ve got quite a few things ready 

already. 

ST Yes. 

R You’ve got some people organised. Any comments on that? 

ST You just need to be prepared I’ve found with this age group to 

have everything on hand because if you want if you’re trying to 

go away and get things it can be quite (::) you can lose the 

flow of the lesson and also you can the children can get 

sidetracked and 

R OK. 

ST start fiddling with things. 

Video viewing 12  

ST And the other thing I’ve noticed I’m doing too is actually 

looking making eye contact with the child. 

R Yes. 

ST And they’re joining in with the discussion (unclear) with their 

ideas. 

R How’s that important to them? 
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ST It just (:::::) I guess it’s just another way of valuing what the 

child says by actually looking at them and 

268 

269 

270 

271 

272 

273 

274 

275 

276 

277 

278 

279 

280 

281 

282 

283 

284 

285 

286 

287 

288 

289 

290 

291 

292 

293 

294 

295 

296 

R Yeh. 

ST And letting them know that you’re really interested in what 

they’ve got to tell you. 

R Ok. 

ST Video viewing 7 

R What made you decide to actually physically put the egg in the 

jug there? 

ST Just so that it’s by it’s also another way of valuing their ideas 

but also by showing them what happens when we put it into 

the jug. Well now we’ve got it in the jug what can we do with it 

next. Because we actually want it in the bottle. So it was just a 

a visual thing of what he’d actually told me. 

R Yeh. How is that important? 

ST Um I think its just with this age group they need to see things 

to understand. Its more a concrete (:) age group. 

R Yeh. 

Video viewing 34  

ST And that’s just reinforcing my expectations of putting their 

hands up. 

R OK. 

ST Which needs to be quite constant at this age group because 

they tend to forget and because they seem to be they’re at the 

age of their egocentric (:::)ness they just yeh they (unclear) 

their ideas so they need to learn that in a classroom situation 

they need to take turns. Just part of their development. 

Video viewing 6 

R What were you doing then Judy? Look at the close up. 

ST  (:::::). Just done that bit there or? 297 
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R Yeh just there298 

ST I (::) wasn’t watching I was watching this (laugh) the big one. 299 

300 

301 

302 

303 

304 

305 

306 

307 

308 

309 

310 

R It looks like you you you’re really focusing on them. 

ST Oh I’m watching what Sam’s doing so that it draws the other 

children’s eyes to watching what he was doing. 

R So you’re modeling? 

ST Yes and that’s part of looking at the person who’s speaking as 

well. If I do it it models to the other children as well that it’s the 

right thing to do. We need to look at the person whose 

speaking. 

Video viewing 10 

[End side A.  Side B begins] 

ST I’d just like to make a comment on the bit just before this 

where I was sort of down looking at the egg. 311 

R Yeh.312 

ST I was trying to get them to actually focus on  313 

R Yeh. 314 

315 

316 

317 

318 

319 

320 

321 

322 

323 

324 

325 

326 

327 

ST focus on the egg itself itself rather than the bottle in the water 

without actually giving them that clue. I just wanted them to 

because we had talked about the egg getting the egg into the 

bottle but as soon as something else came in they immediately 

focused on the ice and the water. 

R Ok. 

Video viewing 7 

ST And that was just by not directly making a comment to the 

child that is wriggling (:::) lying on the ground. By commenting 

on what everybody else was doing he brought himself back 

round and sat back up. 

R Oh OK. 

Video viewing 28 
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ST The children are starting to get a little bit restless now so yeh 

its time that I had wrapped (:) wrapped it up. 

328 

329 

330 

331 

332 

333 

334 

335 

336 

337 

338 

339 

340 

341 

342 

343 

344 

345 

346 

347 

348 

349 

350 

351 

352 

353 

354 

355 

356 

357 

R Ok. How could you how can you tell they’re getting restless? 

ST They’re just starting to move around and look around the room 

and not focus on because there’s not a lot happening (::) with 

the bottle and the egg so yeh you’re losing their attention. 

R Right. 

Video viewing 9 

ST And that was just using questions to draw out more information 

from him because he knew what he wanted he had it in his 

mind but it wasn’t all coming out. 

R OK. 

ST And I and I sort of cottoned on to that so I thought I can keep 

questioning him to get the information out. 

R How do you think you cottoned on to that? 

ST Um just (:::) just by the way he was yeh I could tell that he 

could see what was happening because he said it’s yeh it’s 

going going cold and its going so I knew that he knew that so I 

just needed to keep questioning him just to find out what he 

thought was going to happen to it. Where it was going to end 

up. 

R OK. 

Video viewing 11 

ST Just by giving them a ‘hands on’ because it wasn’t really an 

experiment that was physically possible to do with a whole (:) 

each child to have an egg um. 

R Yep. 

ST Just by giving them a ‘hands on’ its brought them back in a 

little bit more from their restlessness  

R Yeh. 
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ST and its just helped yeh (:) bring them back into the class into 

what we’re doing. 

358 

359 

360 

361 

362 

363 

364 

365 

366 

367 

368 

369 

370 

371 

372 

373 

374 

375 

376 

377 

378 

379 

380 

381 

382 

383 

384 

385 

386 

387 

Video viewing 6 

R What was (unclear) there Jenny? 

ST Just by um (:::) just by acknowledging what she’d said and 

thanking her for saying it but also telling her (:) um that it 

wasn’t actually a question she had asked it sort of helps her for 

the next time that there’s a difference between a statement 

and a question. 

R Mm. 

ST And yeh it’s just (::) all all teaching. It’s all yeh. 

R So it was another teaching point that you were bringing in 

related to things that you do in your language work? 

ST Mm.  

Video viewing 28 

R There we go. 

ST I’ve taken them out of role which brought them back into being 

normal Room 2 children as we call it. 

R Right. 

ST And back so it means that they yeh it just de-roles them and 

means that when they go outside they are no longer Scientists 

and they’re just children that are playing nicely and normally. 

R OK. Alright Jenny well we talked at the beginning about those 

three key words which were individuality valuing and creativity. 

Can you talk about how you saw that in the video? 

ST Um the valuing was accepting all the children’s ideas and even 

if they weren’t correct or right technically that they were um 

acknowledged for contributing and that was a really good idea 

so that was the valuing side of it. And the individuality I think it 

is really important at this age group because a lot of children 
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find it really hard with a different learning style to sit still for a 

long period of time so I find that I do let them just move around 

a little bit while we are on the mat and things. They don’t have 

to sit like soldiers clap hands like soldiers straight and that yeh. 

388 

389 

390 

391 

392 

393 

394 

395 

396 

397 

398 

399 

400 

401 

402 

403 

404 

405 

406 

407 

408 

409 

410 

411 

412 

413 

414 

415 

416 

417 

R So by individuality you mean the individuality of the children? 

ST Yes I do yes yeh yeh.  

 And the individual things that they you know the things that 

they bring with them to the classroom too is actually 

acknowledging that within their individuality so that they’re 

allowed to be individuals in a classroom setting. 

R OK. What about creativity? 

ST Creativity. Well hopefully that comes from the teacher as well 

as the children and (: ) by having a variety of different lessons 

planned and that. You know hands on and then write in books 

and having things that are exciting for the teachers that the 

teacher can actually show that she she’s really enjoying or 

he’s really enjoying as well helps in that creative ability. It 

expresses the way yeh. Because they’re finding it really 

exciting they are putting their creativity in  it so even though it 

might be something that’s been done lots and lots and lots just 

the bit of creativeness by the teacher helps to bring that out. 

Yeh. And hopefully that came out in the video. (laugh) 

R OK. Is there anything else you want to comment on or ask 

about? 

ST Um probably one thing I’d like to say is that I still think that (:::) 

um you know the reflection’s still got to be the main the main 

part or the refraction.  (unclear) (laugh) 

R Yeh. 

ST It’s really the main part of teaching because if you don’t do that 

and you have a lesson that you don’t think goes as well as 
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what you hoped then the next one might be just as bad and 

you can’t see (:::) 

418 

so 419 

R It teaches you to reflect. 420 

421 ST Yes. 

R Its very important to you.422 

ST Most definitely yeh. 423 

424 

425 

426 

427 

428 

429 

430 

R You think that’s part of professional artistry? 

ST I do yeh. 

R Ok thank you. 

ST Thanks.  

(rustling of paper) 

ST As a classroom (:) you are still focused on what you’re actually 

doing. They’re not the ones that aren’t moving around are still 

focused on you. So 431 

R The video allowed you to see things you weren’t actually 

aware of? 

432 

433 

434 

435 

436 

437 

438 

439 

440 

441 

ST Yes (:) no I wasn’t. I yeh because I think that we as a teacher I 

look at what what's going on that I need to be dealing with at 

that particular time and not realising that so many children are 

still focused on what you are actually doing and teaching. 

R So you as a teacher in there you are in tune with the things 

that you need to deal with (unclear) what you say. 

ST Yes. 

R Ok. Thank you. 
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1.08.01 1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

ST 5 

TH School  Year 3-4   

R Hello Molly. Thank you very much for participating in this 

project into looking at the professional artistry of teachers. Um 

in a minute we are going to look at the video session that that 

ah the video tape of the session and then I’m going to give you 

the opportunity to stop the tape um and talk about the things 

that you see happening. But just for a start um I’m going to ask 

you to talk about what what you you think of as professional 

artistry. 

ST (:::) I guess I see that professional artistry as um (::::) the 

creative side that you bring um to the classroom. (:::::::) It’s (:) 

it’s I guess if you think about the (:) a lot of what we do is 

prescribed by Ministry by school planning and things like that 

and so then to (:) what we do with that I guess we add to it the 

um professional artistry and I guess that comes from a 

knowledge of the students and (:) a knowledge of ideas that 

we have seen working ideas that we have tried ourselves um19 

R OK 20 

21 

22 

23 

24 

25 

26 

27 

28 

29 

30 

ST observations of the children. You know what what we through 

knowing your children well how you adapt to the lesson so it’s 

(:) I guess it’s just bringing the holistic aspect into it and yeh I 

guess it really is creative intrinsic within you. All those things. 

R OK. 

ST Mm. 

R Right. Thank you. So if you had to choose three key words to 

summarise artistry what would they be? 

ST (:::) Creative would certainly be one. Creativity (::::::) um 

(:)reflection (:) 
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R Mm 31 

32 

33 

34 

35 

36 

37 

38 

39 

40 

41 

42 

43 

44 

45 

46 

47 

48 

49 

50 

51 

52 

53 

54 

55 

56 

57 

58 

59 

60 

ST and um (:::) holistic.(?) 

R Alright thank you. Alright um Molly we’ll carry on. The tape’s 

working take no notice of that. It’s just an audio tape (:) tape 

record the session. Um what we are going to do now is to 

watch the tape of your session and you will be in charge of the 

remote and I’d like you to stop the tape at any point that you’d 

like to comment on. So anything at all you see you might want 

to comment on. OK so Molly we know we’ve got a few 

technical problems with the first part of the tape we’ve got no 

sound on the video. If you’d like to just stop it nevertheless if 

there’s anything you want to talk about and shortly the sound 

does cut in there. [The first ten minutes of ST5’s session did 

not have sound due to a technical fault]. OK so any time 

anything you want to comment on but particularly show me 

where artistry happens. 

Video viewing 2 

ST I guess you know if I start with (:) if I pause it here now and just 

start with um (:) perhaps what bringing in the role play um 

R Yeh 

ST And for the teacher in the role and that I brought in because I 

found that the children really sort of tuned in and so there's 

quite um a lengthy time here between talking about you know 

stories and legends and myths and legends. Um (::) it’s been a 

wet day and the children you know sort of tend to be you know 

harder to grip for even longer so but clearly I had already 

decided on the role play and that is is to (::) it breaks the time 

in a way you’re just sitting there and just talking so you just 

that gives them something different to focus on and they do 

sort of tend to be a little fascinated by just someone looking 
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different so they in a way they know you’re the teacher but 

they do seem to have with their imagination be able to 

transport it. Just a way of embracing it a little bit for the littleies. 

61 

62 

63 

64 

65 

66 

67 

68 

69 

70 

71 

72 

73 

74 

75 

76 

77 

78 

79 

80 

81 

82 

83 

84 

85 

86 

87 

88 

89 

90 

R OK good.  

Video viewing 6 

R Do you want to just comment on um why you choose the two 

things? 

ST (unclear) (rustling of paper) 

R Um on why you choose the two things that you did to bring in 

the role. You chose two items to create yourself in that role. Do 

you want to talk about what they were? 

ST OK.  

R If you just press play and then pause you’ll get the image while 

you are talking. 

ST Right. Um I presume that you’re referring to the talking stick 

and so I’ve introduced the um brought the talking stick in just 

as something that as the unit develops that will sort of stay an 

integral part of the unit that the children will come to 

understand that um stories are handed on by elders and it will 

be a little bit of the respect listening and so 

R Right. 

ST um the listening is one of the things that we’ve identified as a 

real problem in the class you know with the children at the 

moment and so when I sort of thought about the talking stick I 

could see that being a helpful thing to focus in on listening. Um 

and then the (:) I mean in role obviously the Maori elder and so 

we will talk a bit about that but I have focused in this particular 

lesson on stories being handed down so that’s probably why I 

went into role as an elderly Maori and then as um like I’ve just 

started the tape in the background with bush sound and things 
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like that because that um (:) it’s a big part of the story but I 

don’t know whether you’ll notice but in the background also 

there's the soft water as well as the birds? 

91 

92 

93 

94 

95 

96 

97 

98 

99 

100 

101 

102 

103 

104 

105 

106 

107 

108 

109 

110 

111 

112 

113 

114 

115 

116 

117 

118 

119 

R Mm. 

ST So one it’s it’s making the children think about you know (:) 

props they can use (:) what's happening but it’s also um it’s 

quietening and it adds for the effect too and I guess I was sort 

of looking for effect and to hold the children to hook the 

children into the whole concept. 

R OK. 

Video viewing 9 

ST So you will notice there that um (:) Connor um he very seldom 

shares so where there are a lot of children who actually put 

their hand up and clearly I’ve um you know said to the 

children that that’s an important part that they put their hands 

up but Connor so rarely shares um and it’s really interesting 

that he’s actually been grabbed by this particular um concept. 

R Yes. What makes you think he’s been grabbed by by what 

you’re doing? 

ST Well he he’s very very rarely focused on what's happening in 

in the group situation or in a teaching situation so you can 

really you know his eyes he’s really got the good contact and 

just even that he’s thinking ideas just even that something’s 

sort of going through his mind and he’s able to share is 

actually really something special 

R Mm. 

ST so it would have been tough on the rest of the children (slight 

laugh) if I’d taken his calling out but I really wanted him to be 

able to share what he said so that’s why I’ve taken um you 
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know reminded him to put his hand up but then valued what he 

(:) or given him the opportunity to speak. 

120 

121 

122 

123 

124 

125 

126 

127 

R Yep. 

Video viewing 5 

R Rewind it if you want to look again at something. 

ST Just um I guess the other obvious thing really with Connor 

then was that sharing (unclear). The fact that he actually even 

tuned in to what the word was in that he was you know (:) he 

had actually really thought of an answer.128 

R Ok. 129 

130 

131 

132 

133 

134 

135 

136 

137 

ST You know was really (::) that was perhaps the more obvious 

thing of why he’s hooked into. 

R OK. 

ST It just it’s amazing to actually see his body language and to 

see you know because my eyes weren’t on him the whole 

time. 

R So what can you see in the video in terms of his body 

language that that I can see something’s really exciting you 

about him. 138 

ST Yeh he got really excited and he sort of you know leaned 

forward and then he you know sort of got up on his little 

haunches there for a wee while (slight laugh) you know and 

then you know just prior to getting excited he’s actually sitting 

there and he you know got his little head in his hand and really 

just (:) focused. Actually that’s a really long concentration span 

for him. It’s amazing to see it. 

139 

140 

141 

142 

143 

144 

145 

146 

147 

R Great. 

Video viewing 5 
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ST There's a lot of times and one of the moments that just 

happened then there is a lot of times where um this was one of 

the simplest versions of the story I could find  

148 

149 

150 

151 

152 

R Mmm. 

St but there was an awful lot of changing the words as you go 

through to just a sort of a simpler form that you know (:) at153 

R Sorry are you? 154 

ST I’m changing the words as they go through.  155 

156 

157 

158 

159 

160 

161 

162 

163 

164 

165 

166 

167 

168 

169 

170 

171 

172 

173 

174 

175 

176 

177 

R Ah right 

ST Introducing new words and there are several types that I’ve 

asked the children or you know sort meaning  

R Mmm. 

ST to see whether they understand but there are a lot of times that 

I’m just changing the words as I go along because you can’t 

stop and clarify all the times because it just takes away from 

the stories then. 

R Good. 

Video viewing 3 

ST (unclear) Just modeling you know just by showing the 

children that you expect it well rather than just saying 

repetitively to put your hand up put your hand up. I mean I’m 

just yeh reminding the children I guess. Showing them what 

you expect. 

R OK. 

Video viewing 7 

ST So just as at the beginning (:) I’m trying to get through to the 

children or the main concept that I’m trying to teach them 

today key idea is that that stories are handed down through 

the generation and that um you know we can learn things from 

stories. 
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R Yep.  178 

179 

180 

181 

182 

ST So and those are probably the two things that you know we 

are going to build on through the unit. It’s only a one week unit 

so um we’ve only got two or three sort of ideas we hope to get 

through to the children so one is the handing on of stories 

R OK. 183 

ST and um (:) yeh the other one there you know that we can learn 

from the story 

184 

185 

186 

187 

188 

189 

190 

191 

192 

193 

194 

195 

196 

197 

198 

199 

200 

201 

202 

203 

204 

205 

206 

207 

R OK. 

ST or the legend. 

R OK. 

Video viewing 1 

ST So just removing the um scarf from my head now. It sort of 

takes you out of role 

R OK. 

ST and then um so then I guess I become the teacher in the 

children’s minds again whereas while you’ve still got the scarf 

up (laugh) I know I’ve got the moko on my chin still but yeh so 

it’s just going out of role really and back to the teacher. 

R OK. 

Video viewing 8 

ST There just trying to um encourage some thoughts. I could see 

by this time they were getting a little bit restless and the ideas 

are not flowing quite so freely so just really um giving them a 

few clues I suppose. 

R OK.. 

Video viewing 6 

ST Interesting now just sort of observing and you know like just 

saying going out of role just for a wee while it does give the 

children that something to focus on and you can I mean 
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they’ve been sitting a long time and they’re really loosing the 

attention span now so. 

208 

209 

210 

211 

212 

213 

214 

215 

216 

217 

218 

219 

220 

221 

222 

223 

224 

225 

226 

227 

228 

229 

230 

231 

232 

233 

234 

235 

236 

237 

R How can you tell? What what makes you think they’re losing 

their attention? 

ST  Just just for (laugh) they’re certainly more focused in the other 

direction. Um just getting restless. Just moving around and you 

can um if you actually look there’s probably about a third of 

them still looking in my direction I guess. And so they’re just 

restless so they really need to be moving into more active 

things now. 

Video viewing 12 

ST So that you know clearly to me I mean just even getting them 

to do to signal to me they really have lost their attention then 

so it’s you know definitely time to move on. Get into the 

activity. 

R Yes. 

ST And it’s just um (:) I guess you can be relentless and try and 

persevere and get them to actually you know signal to you in 

the called for manner but there’s times I think we’ve just got to 

recognise you’re not going to get it. You’ve got to put it aside 

and that’s one of them. 

R So this is a a sort of judgement call. 

ST Mm. 

Video viewing 4 

R You didn’t do that did you (laugh). The screen has just gone 

gone blank. We’ll carry on. 

Video viewing 2 

R It’s not that you’ve paused it (:) no. 

ST No. 

R [The video has some technical problems]. (unclear) 
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Video viewing 11 238 

239 

240 

241 

242 

243 

244 

245 

ST So I I mean you can probably come down a bit firmer on their 

lack of concentration but I really wouldn’t I guess the reflective 

part of the artistry would be that you can recognise that this is 

not the children. You know this is just a long type (unclear) and 

so it’s um you’ve just got to try and get the instructions through 

to them and um (::) I also at this moment I knew there was sort 

of quite a bit of information I had to get through to them about 

what246 

R Right.247 

248 

249 

250 

251 

252 

253 

254 

255 

256 

257 

258 

259 

260 

261 

262 

263 

264 

265 

266 

ST they needed to do and um (laugh) my head’s sort of you know 

running through my mind now how can I still get the 

information through to them when I I’ve they’re losing their 

focus a wee bit. Um and so I only recognising (::) at this stage 

a couple of instructions is about all they can cope with then we 

are going to sort of have you know a brief discussion about 

what's going to happen and try and get the feedback from 

them in the hope that they’ve understood what the requirement 

is but then just you know I thought I’m better to actually just let 

them go off and then just move around amongst the group 

because they needed to get moving. 

R OK. 

Video viewing 18 

ST So Ben’s probably had the most difficulty um sitting still and is 

really sort of you know distracting those around him and so 

much as you hate actually singling a child out because they 

probably tend to believe that every time you single them out 

they feel a little bit humiliated you’ve kind of got to take action 

because it’s an important important they get the instruction so. 
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R OK so you sort of balanced the need to for him to know what's 267 

happening. 268 

ST Happening and the others that were within the vicinity of him.  269 

270 

271 

272 

273 

274 

275 

276 

R Yeh. 

ST Because he’s a real you know he can distract (unclear) and 

um the chances were that probably two or three people either 

side of him would go away without the instructions as well so 

(?) 

R OK. 

Video viewing 2 

R So what are you doing there? 277 

ST Just giving them a little bit of a positive because I know that 

you know humiliation’s a really big thing for him um and you 

know they get very sensitive and so yeh just giving him a few 

positives to sort of (:) affirm him (laugh) straight after the 

negative. And hopefully he is um a leader so he does actually 

have to move into that responsible role and so I guess by um 

you know popping in that comment about um him being 

responsible as a leader and hopefully he’ll go away with that 

little message. 

278 

279 

280 

281 

282 

283 

284 

285 

286 

R As a sort of bait for him sort of carrot. Yep. 287 

ST Mm.288 

289 

290 

291 

292 

293 

294 

295 

296 

Video viewing 8 

ST (unclear) designating the spot where they had to go and just 

you know small management things that you know in advance 

you know can become problems so the name the groups are 

prepared and there's a um (:) a competent um (::) person that 

I’ve identified as being able to carry out the role and actually 

be able to you know if you had to lead the rest of the group so 

the groups have all been structured for this particular activity 
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that there’ll be one that will perhaps lead the others through. 

Um. 

297 

298 

299 

300 

301 

302 

303 

304 

305 

306 

307 

308 

309 

310 

311 

312 

313 

314 

315 

316 

317 

318 

319 

R How does that show your professional artistry Molly? 

ST Just um being I guess it’s you know (:) recognising that if I 

don’t do it then you the chaos will be (:) huge and um thinking 

in advance and then knowing the children you know. And I 

think that’s the big part of it that you know  the artistry to me in 

this situation is that having experienced it you know situations 

that don’t go so smoothly because you haven’t balanced the 

group um and I’m not saying you should always balance the 

groups but for this sort of occasion I believe it’s best um so it’s 

the knowing the children it’s reflecting on things that have 

happened before and thinking about how you can manage 

situations to avoid problems. I think all of those little things are 

just part of the artistry. So that to me is you know when I said 

before reflective that’s a big part of artistry and I think the 

reflective in this part. And the holistic the knowing the child 

knowing the situation um and knowing what might happen.  

Video viewing 10 

ST So just you know there's always a few that are not 100% sure 

what to do so I guess the first thing I’ve done is you know eyes 

roving and just moving around to make sure all of them have in 

actual fact gone in the direction of their groups and 

R OK.320 

ST and are sort of settling to the activity. Um (::) none of the 

children came up and asked what had to be done. Some of 

them were having you know an odd problem with you know 

once they tried once they had their pictures of how they were 

going to act out but you know the instruction side of it have 

321 

322 

323 

324 

325 
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worked and I guess you know asking some children you know 

one or two children to give back 

326 

327 

328 

329 

330 

331 

332 

333 

334 

335 

336 

337 

338 

339 

340 

R Mm. 

ST or to feed back what was expected of them sort of hopefully 

confirmed that before they left the mat but yeh that side of it 

has all worked there. 

Video viewing 3 

ST So they were supposed to have a third member in their group 

who had gone down to one of the other classrooms to work 

and um he had (:) he’s on a behavioural management thing 

which has just started and he will you know right at the end of 

lunch time I think he had been caught being good (:) doing 

great things by the DP. 

R Oh right. 

ST So he had um he was working with her at that stage and it was 

his decision as to when but that left them short in the group. 341 

R Yes. 342 

343 

344 

ST So they needed a little bit of um (::) positive feedback and just 

sort of to um I guess reinforce that you know they could do it 

on their own that they would be able to work just a little bit 

harder. 

345 

346 

347 

348 

349 

350 

351 

352 

353 

354 

355 

R Yeh. 

ST They’d get through without it so that it didn’t become a big 

issue and stop them working. 

R OK. 

Video viewing 6 

ST The thing that’s just you know now moving round trying to get 

the thoughts happening you know that just getting started is 

always a little bit difficult for them. Just trying you know get 

them thinking. A couple of them had difficulty coming up with 

 



 336

ideas and as I went round will probably come up shortly there’ll 

be one just saying we don’t know there’s nothing. 
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378 

379 

380 

381 

382 

383 

384 

385 

R Mm. 

ST No ideas in the picture so (:) just asking enough questions so 

that the thoughts are flowing in their minds and then just 

handing it back to them really. Just moving around once again 

making sure that they are all (:) you know all part of the group. 

R Mm. 

Video viewing 8 

ST So at the moment here they’ve um got their little pictures in 

front of them and I sort of think about how the reflective 

process you know um affects your professional artistry then 

the whole idea of giving them the pictures to work on is getting 

them to look closely at the pictures so whilst the unit is a social 

studies unit on Maori myths and legends. 

R Mm. 

ST You know a couple of the things that have have been 

problems with the listening so hence the the listening stick but 

looking comprehension and getting meaning from text and 

meaning from um you know illustration seems to (:) they seem 

to frequently miss deeper meanings and so um (::) it was a 

way of just sort of focusing on those skills and and I think that’s 

you know that’s the holistic thing in um professional artistry 

that you (:) know where the needs are and you know what 

needs development and you just sort of take every opportunity 

and with this particular unit there was I guess you could say a 

prescribed unit 

R Mm. 

ST that was sent to us I think by the Dance Company who are 

visiting in a week and you know so there was heaps of ideas 
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on it and you know I guess you could have sat down and just 

written a unit but when I sat down with the ideas there were 

some good ideas there but really they weren’t going to meet 

more than one need and that was the social studies need in 

the classroom I felt anyway. 

386 

387 

388 

389 

390 

R OK.391 

ST And and so um I don’t think there’s a single thing I when I first 

looked at their ideas I thought “Oh that’s a great introduction” 

and looking at it but then when you actually sit down and think 

about it with a view to the needs of your children then you 

don’t um that that no longer fit’s and so that to me is perhaps 

the professional artistry. You move beyond the prescribed and 

you move out into just sort of bring in what things going to suit 

the children’s developmental level the um (:) the children you 

know as individuals and and just yeh what all their needs are. 

392 

393 

394 

395 

396 

397 

398 

399 

400 

401 

402 

403 

404 

405 

406 

R Yeh. 

ST So that to me is I guess you know (:) where exactly they are 

now they’re having to listen to each other they’re having to 

share ideas and they’re having to focus on what might be 

happening in the picture and they’re having to develop 

imagination and whilst you know quite a bit of it’s social studies 

it’s meeting a lot of other needs. 407 

R Yeh. And that goes along with adapting units too doesn’t it. 

There’s no such thing as just a standard unit of work to able to 

fit all classes. 

408 

409 

410 

411 

412 

413 

414 

ST No. Yeh well this particular unit we sat down with just a 

standard social studies unit plan and um once I got into it you 

know it was clearly a big opportunity to write the integrated 

unit and um yeh bring in 
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R But you’ve adapted that designed a sort of different unit based 

on the same idea. Is that what you’ve done? 

415 

416 

417 

418 

419 

420 

421 

422 

423 

424 

425 

426 

427 

ST Do you mean the Hatu Patu or do you mean the group 

planning thing? 

R Yeh. 

ST Um no we just talked we talked about the um strands and that 

we were going to use as as a team but then no the unit was 

one um (::) that they were quite happy to just sort of run. Well 

for me to actually come up with a unit and they would run with 

it if it suited their classroom or this situation or but it 

recognising that um you know I wanted to have a few different 

ideas happening for this one (unclear) just plan something 

different so and drama’s been something I’ve been doing in 

the classroom so that was  428 

R Rght. 429 

430 

431 

432 

433 

434 

435 

436 

437 

438 

439 

440 

441 

442 

443 

444 

ST just another chance to reinforce the teacher in role and give 

the children another opportunity to use that as well so just a bit 

more of everything else that social studies (unclear). 

R OK. 

Video viewing 7 

ST It’s quite interesting just to watch this little bit here and I don’t 

think until you watch something like this you realise how many 

things you do with your hands and your face. 

R Mm. 

ST And you know you see this little scene and you sort of think oh 

yes you’re constantly (unclear) hearing you by putting a hand 

out or you know because there are so many children 

clambering and you’re trying to find a number of ways to sort 

of acknowledge them all and yeh you sort of see that you 

glance out the corner of your eye or put a hand out or or 
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whatever so you just I guess yeh there’s just heaps of little 

things happen (laugh) isn’t there? 
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469 

470 

471 

472 

473 

474 

R Lots of things happening there yes. 

Video viewing 5 

ST So I think that’s another important thing that you perhaps 

instinctively do but I think that coming down to the children’s 

level when you’re talking to them all the time and like they’re 

working in a group situation so just to act to be a part of the 

group for a little while so that you’re just one more member 

sharing and you’re not someone standing authoritatively over 

them and saying you know this this this must be done so 

R OK. 

Video viewing 10 

ST Although there’s um you know there’s one or two even 

wandering around occasionally generally the children they’re 

involved in what they’re doing. I think um (::) that’s probably 

part of the artistry again. You’ve actually tried to think of ideas 

of how is it going to be (:) how are they going to get involved in 

it how are they going to be hooked into it.  

R Yep. 

ST Um you’re constantly thinking how will it be their thing rather 

than me standing there and just sort of saying repetitively well 

you know this is what a legend is. You know just sort of 

leading them to um (::) I guess to (:) build on what they 

already know and sort of you know um come up with a whole 

lot of new ideas and yeh just just and also the group thing. You 

know the cooperative skills. Just having the more experiences 

of everything that you’re trying to introduce in a number of 

ways so I think if I look at this from the outside now I can see 

that this instinctively you bring in all the little things that you’re 

 



 340

trying to um have happen throughout your curriculum. You 

you’re just bringing them in to each 

475 

individual lesson.476 

R OK. 477 

478 

479 

480 

481 

482 

483 

484 

485 

486 

487 

488 

489 

490 

491 

492 

493 

494 

495 

496 

Video viewing 11 

ST You also constantly you know thinking of the ones that you 

know will really struggle with any concept and you know that 

it’s hard for them to be involved in. I guess you know like with 

this little guy here trying to to sort of draw him back in in the 

hope that he will get involved. 

R Yeh. 

ST But you know you also have to recognise his limitations I think. 

And that’s once again knowing the needs individual needs but 

still trying to build all the time on what is there and so if I can 

just talk him into bits occasionally he is going to pick up on little 

bits there yeh (:) that’s the knowing. 

Video viewing 7 

R Can we just pause it there a minute. We’re just looking at the 

group in the far corner. What's happening here? 

ST It’s like that’s interesting to actually see this because I walked 

around and kept on clapping thinking I must actually get all the 

children in and I can sort of think “Oh my goodness you know I 

failed to spot that group” but now that I’m actually looking at it 

from the outside I mean they’re actually beavering. 497 

R What are they doing? 498 

499 

500 

501 

502 

503 

504 

ST  On task and you know the wee chap that I’ve identified as 

struggling to be a part of the group and what's happening often 

it is happening over there but I can’t say that that was a 

conscious move on my part to actually leave him there so it’s 

quite good to stop and look from the outside. Mm. 

R Yeh interesting. 
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ST I think you know too the reflective thing again you know you 

just as you move around you’re just thinking If I do this again if 

I did this again and you know and straight away you know just 

the little thing that does make a big difference. Actually the 

instruction to glue the picture onto their sheets you know once 

they’ve put their puzzle together because otherwise it’s coming 

to bits and you think (:) meant to give that instruction and um 

you know but recognise also that then stop and get them off 

that would get them right away from what's happening in the 

group so the glue should have been there yep it’s a reflection. 
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530 

531 

532 

533 

534 

Video viewing 7  

[End of side A.  Side B begins.] 

R Yeh if we could just rewind it to the conversation with the little 

girl. 

Video viewing 1 

R I notice also that your roaming microphone’s not as good as it 

perhaps should be. [Dealing with  video]. 

ST OK so this situation here um where Jasmine’s upset that 

frequently happens with Jasmine and if in a group situation 

things are not working well um you know she would is often 

reduced to tears so I’ve made a conscious decision here to 

you know try and talk about the need for them to sort it as a 

group but I don’t actually um you know let things suddenly 

come right for her because she needs to kind of work out that 

um (:) it’s not a way to get the situation sorted so I made a 

decision to leave them to carry on talk about what they need to 

do let them carry on um and then if I could see you know I 

recognise the tears would probably keep going for the rest of 

the session and so I just kept watching her on the mat and 

hers was a group that didn’t actually get to perform that day 
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(cough) and every chance that tomorrow she’ll want to do it 

and she’ll be fine.  
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556 

557 

558 
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561 

R Yes. 

ST So I just choose you know knowing her what she needs I 

guess her need’s to learn how to work cooperatively and not 

think of herself only. 

Video viewing 19 

ST Now I can remember this moment very clearly and this is one 

of the reflective moments again. Ben has just come up to me 

and said that they can’t think of any ideas for what's going to 

happen in their picture. 

R OK. 

ST And so then (sigh) I’m sort of thinking now where to from here 

and where trying to assess whether to sort of give them a few 

more minutes or pull it in because we’ve got to wind up 

because we’ve got to move on and stay within time so um (::) 

once again knowing the child. Ben really likes you know um he 

has high expectations and he really wants it to go very well so 

(:) I could have given them a few more minutes but I had 

already been over to the group earlier and things seemed to 

be going so I’m just having to make a quick call here and 

decide what to do and I’ve just still decided to leave the 

session and it’s interesting to note that once they actually get 

up and perform that his group’s one of the first to stand up and 

go with it and so and and that could have been a wrong call 

and he actually could have his whole group could have been 

really disappointed because they hadn’t done anything but yeh 

I mean I could have562 

R So you based it on your knowledge that you picked up 563 

ST Just knowing. 564 
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R when you were monitoring his group earlier? 565 

566 ST Mm well and knowing him as a child.  

R OK.567 

ST And knowing him from prep you know like lots of situations.  

This is you know 
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R Yep. 

ST it’s once again you just sort of if you know the children you 

know um the sort of little things they will pull out on a regular 

basis and (:) I still recognise I could have read that wrong and 

he could his whole group could have not been ready at all but 

um yeh I guess then I’d have to think about how to handle that 

and what give them a chance to perhaps work on it but so I 

think you’re thinking all the time. It’s really interesting. I would 

have said that there was little to see for all of this session once 

we got beyond the beginning but yeh actually you just do little 

things all the time and you’re thinking on your feet all the time. 

I guess I can see it now. 

Video viewing 15 (laughter) 

R Would you just pause it there Molly. So you’ve come back to 

the little girl who was upset then and what are you doing 

there? 

ST Just asking are they ready um and hearing you know from 

them whether or not they are going to be prepared to actually 

go with it and Jasmine was clearly still upset. Felt a little bit 

sad for um like I can see little Kelly there you know watching 

anxiously and hoping that she was going to run with it but she 

doesn’t and so (:) um I do know from experience that she’ll be 

the next day when we run them she’ll be fine and they’ll be 

able to go into it. She’ll be disappointed not to do it and it’s 

really important that the work of the others is valued  
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R Mm. 595 

596 

597 

598 

599 

600 

601 

602 

603 

604 

605 

606 

607 

608 

609 

610 

611 

612 

613 

614 

ST But also knowing that little group she was actually (:) she 

would have been an important part of it. She’ll be the person 

that will be um she’ll be (:) want to be a key person. 

R Yep. 

ST And that’s probably her disappointment but she will also need 

have been needed by the group to be a key person so she 

needs to be there. Um probably tomorrow when we do the role 

plays Jasmine will be able to stand up and do a an absolutely 

polished presentation and speak about what's happening in 

the story. Once again the reflection thing when I I think that ah 

when we go into the end and maybe I should stop it and say it 

then. Actually I will. I’ll leave it and I’ll say it when we they go 

into their role plays perhaps what would (:) could have worked 

better. 

R OK. Alright. 

Video viewing 7 

ST So I sat down in my seat and the children immediately focused 

on me although I had said get into audience positions.  While I 

was sitting in the seat they were going to face me because 

that’s normal to face the teacher. 615 

R OK.616 

617 

618 

619 

620 

621 

622 

623 

624 

ST So I got back up again to try and sort of get them into the 

audience position so they were facing where the children were 

going to act from. It’s just knowing that that’s why they (:) even 

though you’ve said it that’s why they they’re still looking at you. 

R Right. 

Video viewing 5  

ST Using Kelly because Kelly was also um just getting slightly 

unsettled. So I’m actually using him as the person to stand up 
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and be the actor as such so the children knew where they 

should be looking but also just grabbing him so that he 

doesn’t ah get right out of it because he frequently does and 

when he does he takes four kids with him. 
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R OK. 

Video viewing 10 

ST Just recognising you’re not going to get them by using voice all 

the time so just bringing in action. 

R Yep. 

ST So just sort of the thinking on your feet as you go along I 

suppose. 

R Mm. 

Video viewing 5 

ST So that’s just I mean you can’t hear it so clearly there but that’s 

just focusing them again on where the stories get handed 

down I think that’s probably about the (:) all in all you bring that 

little bit (:) line in about four times and I mean as I said that’s 

the key learning for the day. 

Video viewing 4 

ST And that’s saying you know interesting moment again. Same 

little guy and he’s (:) the rest of his group feel they are ready to 

go and he’s not ready to go so that’s the same little fellow who 

came up and said “We’ve got no ideas”. And his group 

volunteered to go first but he wasn’t one of the volunteers. So 

it’s interesting once he’s seen another group go and he 

realises you’ll see that he recognises that his group is actually 

at the same level so he’ll be OK. 

R OK. 

ST So he’s then prepared to actually take the risk 

R To go. 
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ST because he’s not going to look (:) (unclear) seen to be foolish. 655 
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Video viewing 14 

R You fast forward it at any point any point you want but don’t 

don’t want to miss anything. 

ST I didn’t realise I could fast forward it. 

Video viewing 6 

ST So it’s just I guess this in a way is their little peer assessment 

of what they’re doing. Just taking that opportunity to not just 

have them sit down but get the others to value what they’ve 

done. 

R Yeh. 

ST It’s really interesting you know because you look at it and (::) 

you see quite a simple little role play but it’s amazing how you 

know the kids sort of get hooked into it don’t they? And they 

can actually offer you know something positive back and um 

also getting the kids to actually share what their little role play 

was about because I’d (::) you know I’d anticipated them 

having their little picture up and holding it up and showing that 

because of the teacher forgetting to um get them to glue it then 

I got them to sort of tell a little bit about what was in the picture 

so.  

Video viewing 4 

ST So that’s just a little reminder then you know they’re all 

supposed to say a sentence you know in the hope that other 

groups sort of remember that’s an important part of it. 

Video viewing 4 

ST Little Connor is off you know. He’s got back out of it again and 

he’s just wandering about. He’ll be thinking he can’t do this 

and not wanting to be involved. He has (:) he always thinks he 
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can’t do anything so he approaches most things with that 

attitude. 
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R OK. 

ST And so ah (::) you’ll notice once his group gets up I don’t 

actually force the issue of him being involved and where 

probably I would expect all of the group members to participate 

to push him he’ll also go you know like really react. You could 

um (:) I mean I wouldn’t always know he he’s going to react 

but he certainly wouldn’t be involved if I tried to make him get 

into it so I mean you’ll just notice that once he (:) his group 

does get going and I’ve given him an opportunity to come in at 

some stage and when he’s finally comfortable he does come in 

and that for me is enough for him to um and I hope it’s enough 

for him to know that he can do it. Maybe next time he’ll feel a 

little bit more positive about it. It’s just knowing that you can’t 

always push they don’t all fit into one mould I suppose. 

Video viewing 28 

ST So that’s just the moment now where just through talking about 

it he obviously has decided he wants to get in there and he’s 

prepared to do it so he can get back in there now. 

R OK. 

Video viewing 13 

ST I just moved over there before because the kids just over that 

far side there the boys’re getting just a bit restless so actually 

just moving over beside them just to try and settle them but 

this is also you know dragging on a bit and the kids are 

actually doing or the two that are performing are not 

performing where the um audience can see them. 

R Right. 
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ST And so the time management as well and so just trying to um 

bring it all to a close tactfully and with still valuing what they 

are doing is (:) was the thing that I was looking for the 

opportunity here looking for the moment and trying to bring it 

back in such a way that they don’t feel like I’ve cut them off. 
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R OK. 

Video viewing 11 

ST It’s funny how you know and the little moment when he gets up 

there it just means so much doesn’t it? (laugh) 

R Yes. 

ST You know just that little break through is actually probably of all 

of them getting up there you know just when he actually gets 

involved and does something that they’re all doing is the really 

(:) 

R He’s finally getting engaged? 

ST Yeh. 

R And got the confidence to do it. 

ST Believes in himself enough to be able to do it. And you know 

sometimes if you get nothing else from a lesson nothing else 

that one little thing can be just about enough because he 

doesn’t have a lot of visible breakthroughs you know in the 

classroom situation so every time he you know moves ahead 

um it’s a really big thing. 

Video viewing 6  

 [discussion while viewing between R and ST on where to wind up 

video viewing as tape has almost finished]. 

ST It’s just also looking for little opportunities. It’s getting pretty 

hard for them to sort of sit there and maintain the audience 

(unclear). I guess it’s taking every moment um and give them a 
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positive and remind them what's expected of them as an 

audience. 
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R Yep. 

Video viewing 13 

R So what's happening here Molly? (unclear) 

ST We’re just um we finished off and getting them back into a 

(unclear) with the circle um works the best for sort of sharing 

at the end and just being a part of the circle. Actually I’ll often 

(:) will just get down there and sit on the floor too because I 

think it’s a good sharing time and everybody can see each 

other. Just trying to bring it altogether to a close now and you’ll 

notice that there’s not a lot of feedback from them and so (::) 

um I think I got less ideas from them at the end than at the 

beginning and that doesn’t over concern me. Just a quick you 

know evaluation of where they’re at. They’re restless it’s been 

a long time there’s been a lot happening the video makes it 

you know is distracting758 

R particularly exciting. Yep. 759 
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767 

768 
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771 

ST Yeh and the rainy day and that and and I guess I’ll probably 

the questions that have gone to them at the end of session 

we’ll probably start off with that the next day just sort of bring 

back the ideas again and um you know but I I felt reasonably 

relaxed that they hadn’t at the end of this session that um (:) 

they knew that stories were handed on down through the 

generations and we can get lots of ideas from stories and 

stories can just start from simple ideas and that will be what I’ll 

be looking for at the beginning of the session tomorrow when 

we talk about and um start the next concept. 

R OK. Alright. Oh well that that’s great. Um is that the end of the 

tape now that’s just about it? 
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ST Pretty much I think it must be yeh. 772 
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R OK. 

Video viewing 2 

R OK. So so there’s lots of stuff in there Molly. 

ST Oh little bits. (laugh) 

R At the at the beginning um we talked about um your notion of 

professional artistry and you had three key ideas which were 

Creativity reflectiion and holistic. The holistic nature of what 

you were doing. Did you see that in the video? 

ST Yeh I believe I did because I think you know as I said the 

creativity is is the unit that is you know totally for the children’s 

needs and different ideas um (::) you know that were just 

thinking on your feet. I mean the whole the in role thing what 

were the best ideas you know how can you make it a little bit 

more exciting how can you involve the children. That’s the 

creativity that um the prescriptive thing is the children 

understanding you know what myths and legends are (::) that 

(:) they’re stories handed on so that’s the prescriptive bits of 

what you do with it beyond that to me is the creativity of a 

teacher. Making it exciting um trying to just thinking on the 

whole time. It’s when you sit down you know just all the ideas 

just keep coming in and you think “Oh I could do this I could do 

that I could do this” and you know you can.794 

R So that’s happening as you’re teaching? 795 

796 

797 
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800 

801 

ST Um I think (sigh) no probably a lot in the planning (:) but then I 

think you know the creativity then steps in that you think on 

your feet when you can see um (:) perhaps the questions you 

asked the little situations the child who’s upset the child that’s 

feeling anxious you know them. How am I going to involve 

them? That’s the creative but that’s also the holistic. The 
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knowing the children knowing the needs. You know so it’s 

balanced it’s the whole lot isn’t it it’s balancing it it’s bringing it 

all together. So to me there’s never just a one thing happening 

at any one moment there’s lots of little things that come in. 
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R OK. Yeh. Great. Thank you Molly. Is there anything else you’d 

like to say or ask to anything we’ve looked at this afternoon? 

ST No it’s just that I think it’s a really great opportunity to have. I 

mean (laugh) it’s nerve wrecking um to sort of think of doing it 

and obviously it’s disappointing for you you know the technical 

problems at the beginning but for me it’s really good. Um I 

probably finished that session feeling inadequate about 

several things and then you know so perhaps to see that I can 

think well there are some good things happening.  There are 

certainly things I can think of that need to be improved um but 

then once again that’s the reflective part isn’t it? You just 

constantly thinking but this time I actually got to see it and so 

normally I’m just sort of you know thinking as I move around 

that you’re not actually seeing the overall picture. So it’s great 

to have the overall picture. 

R Good.  Thank you. 

ST Thank you. 
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