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Abstract

Pedagogical beliefs have the potential to illuminate how a teacher’s pedagogical enactment of practice might evolve in the classroom (Fives and Buehl, 2012; Wood, 2010). Theories of how pedagogical beliefs develop have highlighted the work of Bourdieu (1977) and the role of ‘habitus’ and Gidden’s theory of ‘structuration’ (Burridge, 2018). This research elicited four reception class teacher’s pedagogical beliefs and has conducted an exploration of the enabling and restricting factors that affected the enactment of these beliefs.

Child development theories have helped to inform the development of the Early Years Foundation Stage (EYFS), used by teachers in today’s education, designed principally on interactive, play-based pedagogies that are child-centred (Siraj-Blatchford et. al., 2002; Sylva et al. 2004; Wood 2009, 2010) and are widely accepted as the principle pedagogical approaches to direct practice in early years education. 

Over time however, there has been a perceived movement between ‘nurturing childhood’ to achieving ‘educational attainment’ in early years education (Nutbrown and Clough, 2014). Findings that have emerged from current research conclude that issues such as: ‘schoolification’ pressures (Whitebread and Bingham, 2014)  imposed to ‘narrow the gap’ and improve outcomes for ‘datafication’ have begun to influence teachers’ chosen pedagogy (Dubiel and Kilner, 2017). Additionally, teacher identity (Beijaard, Verloop and Vermunt, 2000), teacher efficacy (Bandura, 1977) and school culture (Zahed-Babelan et al., 2019) factors affect pedagogic choices and enactment. 

This study is underpinned by a Phenomenological philosophy and uses Interpretative Phenomenological Analysis (IPA) as a flexible framework. I have adapted the standard IPA framework and have used a range of tools to suit the nature of this study: Reflective Video Observation, Laddering (Personal Construct Psychology (PCP)), and phenomenological Elaborated Interview. 

The Laddering exercise, as part of the methodological process revealed that these participants have strong but nuanced espoused pedagogical beliefs grounded in child-centred play-based learning, valuing interactions, grounded in relationships. 

Analysis, using IPA led to the development of four Superordinate Themes: The Power of Knowledge, “Doing a Good Job”, “I’m going to be keeping an eye on everything you’re doing” and The Increased Visibility and Expectation of Performance within Systems, which spoke to understanding enabling and restricting factors. 

Subordinate themes within The Power of Knowledge explored the way knowledge within the system, an appreciation for theory and understanding of children’s needs to feel safe and cared for, enabled the enactment of their pedagogical beliefs. The Subordinate themes for “Doing a Good Job” suggested that school culture was a factor for these teachers. Feeling empowered and trusted raised their efficacy. Furthermore, positive feedback from children contributed to motivational factors, and the teacher’s self determination to enact what they believed and valued. The Superordinate theme, “I’m going to be keeping an eye on everything you’re doing” relayed the psychological effects of working within a system of surveillance (Taylor, 2013). This made these participants question their practice and conform to regulatory systems that consequently affected their psychological supressed state. Lastly, the Subordinate themes for Increased Visibility and Expectation of Performance within Systems explored the experiences of working within system levels, the classroom, school and under governmental regimes. This Superordinate theme was firmly rooted in the effects of power (Foucault, 1972). 


Definitions

Adult directed learning: This is where the adult has initiated and directed the activity or playful situation.
Beliefs: Pajares (1992) explained that beliefs ‘travel in disguise and often under alias’ (p.309) and defined beliefs as, “an individual’s judgment of the truth or falsity of a proposition” (p.316). Kagan (1992) considered beliefs to be a ‘provocative form of personal knowledge’ of ‘implicit assumptions about students, learning, classrooms, and the subject matter to be taught.’ (p.65-66). Kagan argued beliefs were  ‘stable and resistant to change’ (p.66 ). Therefore, what we can suppose is that our personal construct of knowledge can build or support belief systems of what we believe to be right or wrong.
Child centred play: Child centred play is built around the child, offering opportunities for autonomous learning, where the child is encouraged to make choices for themselves. 
Child initiated learning: Children can self-manage their learning. Child initiated learning is promoted whereby the child leads, through their own interests and fascinations, supported by responsive adults.
Co-construction: This appreciates a constructivist account of learning that build on a child’s prior knowledge. Construction of knowledge occurs where there is meeting of two parties and a process of instruction occurs between the two. 
Continuous provision: This refers to the resources of which classrooms are equipped that remain static in the classroom learning environment, whereby children can freely explore.
Direct teaching: This refers to pedagogical strategies which include didactic instruction, task organisation, allocation and management for the child.
Early Years Provision: The pedagogical strategies used by adults in the early years phase of education to provide optimal learning, development and care.
Key Stage one: A term used to define the two years of schooling after the completion of the early years phase of education. Key Stage one consists of Years 1 & 2. 
Modelling: Modelling is a process that refers to educators who provide a ‘model’ for children in terms trajectory of language and vocabulary building, skill development, and promotion of social and emotional attitudes and behaviours for children to imitate. 
National Curriculum: This refers to a set of standards and a common programme of study that informs what must be taught, and the standards that children must reach in primary and secondary school in England and Wales. It was introduced by the Education Reform Act in 1988. 
Pedagogy:  Defined as the “act and discourse of teaching” (Alexander, 2004, p.8).  However, its definition was expanded to reflect the complexities of early years and encapsulates, “the practice (or the art, the science or the craft) of teaching but in the early years any adequate conception of educative practice must be wide enough to include the provision of learning environments for play and exploration” (Siraj-Blatchford et. al., 2002, p.27).
Pedagogical Beliefs: Our personal construct of what we think or know to be the ideal practice of teaching.
Pedagogical Choice: This refers to the decision teachers make when enacting their chosen pedagogy. 
Reception: The final phase of the foundation stage; children entering reception have turned four years old. 
The Early Years: refers to a system of education in the United Kingdom that occurs from birth to five years old in settings outside of the child’s home.
The EYFS: The Early Years Foundation Stage is a set of standards to for the learning, development and welfare of children, used within phase of education for children aged between birth and five years old. 




Chapter 1 – Introduction

1.1.0 Research interest 

Throughout my career as a teacher I taught in the early years and felt very connected to this age group.  My pedagogical beliefs developed over time and I became increasingly more able to articulate these to others. My experience of working in different schools affected the way my beliefs were fulfilled in practice. Some schools were aligned to my pedagogy and supported me to put my beliefs into practice, some less so. When I felt empowered and enabled as a professional from within the school system, I was able to capitalise on the pedagogy I was most passionate about delivering.

Beyond the classroom I experienced different challenges and pressures, compromising the facilitation of my pedagogy. I encountered discomfort as children were reduced to numerical values that spoke to the data they represented. In my experience children were set apart from their unique and individual personalities, passions, interests and motivations, and there was a perceived expectation to change my pedagogy to match data requirements, which raised my anxieties. Yet, as a passionate teacher, I believed in a relational pedagogy; especially when I felt no one was watching, I was swept away in the joy of play and social interaction. This described pedagogy was what I firmly believed in, yet sadly, the struggle to enact this pedagogy was exhausting and my voice was not loud enough to incite the change within a system with a different agenda. I wondered whether I was alone in these experiences and it was this that inspired this research project.

This research took a qualitative approach to elicit four reception class teacher’s espoused pedagogical beliefs using the technique, Laddering. To engage in reflection upon their enacted pedagogy, Reflective Video Observation encouraged a critical reflection upon praxis and the lived experience of teaching, to enable me to elicit the perceived enabling and restricting factors effecting the enactment of their pedagogical beliefs. 

1.2.0 Rationale

The drive for an academic focus in early education led to a campaign, ‘Too much, Too soon’ launched in 2013, in England (see https://www.toomuchtoosoon.org/).   There has been a perceived shift away from child centred education into academic success. Current education goals appear to be less focussed on the whole child and “no longer is instruction designed to fit the child; rather, standards are now set that require the child to fit the instructions” (Jarvis, Swiniarski and Holland, 2016, p.2). 

In England, it would seem the youngest children in school are assessed principally on their competence in literacy and numeracy, at the end of the EYFS (end of reception year). There is a deep concern that this is impacting pedagogy and practice in the early years  (Jarvis, Swiniarski and Holland, 2016).


 1.3.0  Research Aims

Using a model of core reflection (Korthagen and Vasalos, 2005, Appendix 1) to elicit teacher’s espoused pedagogical beliefs is thought to help teachers move toward their ideal practice so they can examine their beliefs and actions in more detail. I was interested to hear what these teachers believe and value about effective teaching and learning in reception class through eliciting their pedagogical beliefs,  with the aim to explore what perceived factors are encountered when their pedagogical beliefs meet practice. 

This research will be used as a platform to give voice to the marginalised. Reception class teachers are my professional partners in my work as a Trainee Educational Psychologist and I believe we can learn from their individual accounts to help shape and facilitate modern day early education. 






















Chapter 2 - Critical Literature Review

2.1.0 Introduction

This chapter is organised in to five further sections and expands on the focus of this study. Firstly, I have provided a short background of the introduction of the Early Years Foundation Stage (EYFS) policy. The third section considers pedagogy and addresses key child development theories, exploring their relationships to principle pedagogical approaches. A further section also considers what is contained and illustrated within the literature of current espoused pedagogical beliefs in early childhood education.

In the fifth section, I explored the formation of pedagogical beliefs and present a critical examination of factors that affect teacher’s beliefs and values and their impact on enacted pedagogy in the reception classroom. 


2.2.0 Early Years Educational Policy and Change

The ways in which early education provision, developed under key figures, is a starting point to understand how early education has been constructed over time and how it has contributed to policies and practice, and how they have been understood. There has been a movement from ‘nurturing childhood’ to ‘raising educational attainment’ in early education (Nutbrown and Clough 2014, p.6).

Narratives throughout history of early education form discourses which are reinterpreted in new ways, bringing about new meaning,  approaches and dominance in the field. Prevailing truths penetrate early education policies, pedagogy, and practice to reflect changing times in early education. New policy is ‘realised’ by educators, who for some will have no control over its impact, yet just as Merleau-Ponty (1962: ix, cited in Nutbrown and Clough 2014, p.5) said, “although we are born into a [pre-existing world] we, [yet] have the task of creating it…”

Early childhood education is steeped in social-historical perspectives, contextualised by the values of their time, yet are anchored in historic child development theories and pedagogical concepts (Singer and Wong, 2018).

In a post war society, the field of early education transformed due to increased interest in social justice and the emergence of progressive pedagogies, led by Margaret McMillan (1860-1931) and sister Rachel McMillan (1859 – 1917). They had built on the work of Pestalozzi (1746-1827), Froebel (1782-1852) and Maria Montessori (1870-1952) (Read, 2006; Torey, 2016), whose ideas were child-centred and playful. The sisters redefined childhood education because there was not only a concern for young children’s education, they also showed concern for their physical welfare. 

Government initiatives have impacted on learning experiences of young children in the early years (Fisher, 2009). During the political change in the 1950s and 1960s and a move towards social activism, there was common interest to redress social inequality, discrimination and sexism (e.g. fighting for the rights of working mothers, education for children from disadvantaged backgrounds, new forms of pedagogy to challenge the authoritarian approach). These values were reflected in a changing society where the needs of children and families were prioritised (Singer and Wong, 2018). The Plowden Report Children and their Primary schools (CACE, 1967) and later The Rumbold Report, Starting with Quality (DES, 1990) had a shared goal that encouraged child-centred learning, diversity and inclusion; this brought about a significant shift in the field where play was recommended as the vehicle for learning.

A Labour government administration led during the period of 1997-2010 which saw the expansion of early years education within the context of Every Child Matters (DfE, 2003) and the subsequent Children’s Act (2004). The overall aim for the Green paper and the Children’s Act (2004) was to tackle disadvantage by improving on every level of professional support, through an integration of services, and increased accountability (Reid, 2005), dependent on, Osgood remarks, a “success of an intense and sustained programme of top-down reform” (Osgood, 2009 p.736). 

Through an explosion of reform, early years was placed high on the agenda and The Foundation Stage was established, a recognised stage for children from three to five years old. The curriculum framework, Curricular Guidance for the Foundation Stage (DfEE/QCA, 2000) was introduced. When its replacement was announced in 2008 the word ‘curriculum’ vanished and the updated Early Years Foundation Stage (EYFS) aimed to ensure a “coherent and flexible approach to care and learning so that whatever setting parents choose, they can be confident that they will receive a quality experience that supports their development and learning” (DfES, 2007 p,7), placing teachers within schools as central to its success.  Statutory guidance accompanied the EYFS that explained its aims and principles as well as learning and assessment requirements. 

The EYFS was published alongside a guidance document, Development Matters (Early Education, 2012). This document detailed examples of child development placed within an overlapping age band system. Situated within a staged development theory,  the EYFS was underpinned by the principles: the unique child, positive relationships, enabling environments, and learning and development, that followed a “sociocultural and interactionist model of nested social contexts” (Rogoff 2003, cited in Roberts-Holmes, 2012 p.32), supporting social constructivism, the central pedagogical approach recommended to practitioners.  

In March 2012, the government published a revised version, following an independent report of the EYFS  led by Dame Tickell in 2011. The EYFS remained mandatory, but a slimmed down version was recommended. Many amendments have been positively received, some less so; Development Matters guidance was replaced with Early Years Outcomes (2013), which focussed on goals and outcomes. Since its introduction, and its revision in 2012, the accompanying statutory framework was updated in 2014 (DfE, 2014a), and again in 2017 (DfE, 2017).   

2.3.0 Pedagogy 

In the UK the importance of play for children in early childhood education has gained widespread agreement, however, this has not resulted in pedagogic uniformity (Bennett, 1997). This prompted me to explore child development theories within which the principles of the EYFS are grounded and which provide paradigms through which to view the developing child and guide practitioners towards a suggested espoused pedagogy in the early years phase of education, including year reception. 

Reminding ourselves of the historic perspectives of early childhood development can serve to lay a foundation of understanding that can ‘root’ us amongst the rapidly expanding interest of alternative pedagogical approaches within the early years, so not to let them slip away. However, theories can appear fragmented, and can be competing as well as complimentary, and is being continually revised (Sim et al. 2018). These theories are often embedded within differing scientific and epistemological perspectives, which mainly focus on explaining change in the domain of child development.  Yet, history is important in the context of this research because history helps to create a concept of humanity. Early childhood educators generate both history and policy; yet in another sense, inheritance of history shapes people differently, and policy is something that stands them apart because educators may have little or no control over its impact (Nutbrown and Clough, 2014). 

The next section considers the historical perspective of three broad pedagogies and looks at how these paradigms have informed the act and discourse of teaching (Alexander, 2004). How these historical perspectives have informed and translate into enacted pedagogy varies as the approaches have developed over time. 

2.3.1 Theories of Child Development and their Relationship to Pedagogy 

Early philosophers were responsible for developing the foundations of learning in early education because they were concerned with how children developed cognitively and can help inform the pedagogy we choose, dependent on the way we view the developing child. I will begin by considering the Empiricist perspective, followed by Nativist, and finally the Interactionist perspective and suggest how these viewpoints have influenced direct practice today. 

i. Empiricist perspective

The empiricist lens advocates that “…knowledge is derived from sensory experience alone” (Brehony, 2009, pg.586). John Locke (1632 – 1705) continues to arouse interest and is one of the most important empiricist thinkers. He rejected the notion of innatism and believed that children at birth resemble a ‘blank slate’, that our knowledge is gained from experiences of sensation and reflection (Androne, 2014). The empiricist perspective sees the child as an empty container, to be filled (Bruce, 2015) and has led to pedagogies that are commonly labelled adult led. They symbolise didactic pedagogies enacted through direct instruction. 

The empiricist theory carries a strong behaviourist view that the work of Watson (1878-1958) and Skinner (1904-1990) was built upon. Behaviour correction was achieved through reward and punishment but where play allowed the child some sense of freedom outside of behaviour correction. Therefore, this means for educationalists, the purpose of education is paramount to shaping the child. In many ways, Locke’s ideas provide a philosophy that encourages developing curriculum ideas and pedagogies that value adults giving the child experiences that are appropriate and necessary for them to be included within society (Bruce, 2015). Within this view, children are malleable and are shaped by adults through direct transmission of skills, where experiences are ‘controlled and led’ by the teacher (Bruce, 2015 p.3) and habit formation is valued. Whilst empiricism values the role of the child, if classrooms are reduced to a rigour of didactic instruction, the notion of a child finding their ‘natural genius’ could be lost (Price, 2018, paragraph 5). 

The adult’s role is dependent on how the child is viewed however, either as a passive recipient of knowledge and culture or, an active initiator of experiences when learning through the senses. However, what can be agreed is children are shaped by events, typically linked to the adult’s directive role, but an understanding about the nature of these events is unclear.

ii. Nativist perspective

A further lens used to view the developing child is that of nativism, influenced by the philosopher Jean-Jacques Rousseau (1712-78). Bower (1974) described the nativist view that suggested, “human knowledge and human skill were built into the structure of the organism” (pg.3). Gesell (1954, cited in Bruce, 2015, pg.5) saw this as: 
“laid down by intrinsic patterning prior to and independent of actual experience…environment predict preliminary patterns; it determines the occasion, the intensity and the correlation of many aspects of behaviour development, but it does not engender the basic progressive behaviour development. These are determined by inherent maturational mechanisms.”

Gessell implies that development occurs naturally, and the environment would only go far as to determine the order or pattern of development but does not cause development; rather innate knowledge is embodied within prior structures (Spelke, 1998). In the nativist tradition, it is thought that children learn naturally, from their own actions. Thus, pedagogies relate to child-led activities, with uninterrupted free play at its heart where children are free to choose, led by their own curiosities. 

Developmental change aided by learning  is widely acknowledged; however, nativism remains relatively obscure about how developmental processes occur because adults remain largely separate from the process. Spelke (1998) presented two counterarguments in favour of nativism. Firstly, Spelke contested that the capacity for change in children is caused by ‘constant over development’ and depends on other internal interrelation developmental changes. Secondly, Spelke argued that change can be ‘triggered’ by maturation, rather than the environment (p.193). Spelke stands firmly in favour of innate processes, and claimed the evidence is in such phenomena as depth perception and facial recognition.  However, varied knowledge in children shows evidence for learning due to differences in experiences and encounters with the world. 

The nativist approach has promoted naturally occurring, uninterrupted play where adults do not intervene. This ideology encourages adults to be present in the environment but not encroach a child’s personal play space, respecting their unfolding development. Bruce (2015) argued that extreme versions of this idea has left practitioners to wonder how the aims of the tradition can be facilitated in practice when the complexities of early childhood education are far greater. This could infer that there is an innate component (e.g. Chomsky’s Innate Language Device), common to all children.

Both stances, empiricism and nativism see the developing child very differently and thus lead to opposing ways of working with children. Despite their differences ideologically, they have exerted strong influences over pedagogical approaches in early childhood education (Bruce, 2015). To say that children develop dominantly in either an empiricist or nativist way somewhat reduces its complexity. An interactionist perspective would be an alternative viewpoint.



iii. Interactionist perspective

Bruce (2015) cited Kant (1972 – 1804), a philosopher who influenced Enlightenment ideas. He suggested that young brains have “a priori structures” (p. 8) categorised as time, space, and reasoning, give the form of the mind. Kant emphasised that to understand human knowledge one should understand the beginnings and limits of these structures, emphasising the crucial role of direct and real experience in the development of young children’s minds (Bruce, 2015). They enable the formation of concepts, through interactive experience, causality, and stimulation of senses.  Children are ‘active thinkers’ because experiences are interpreted through senses, and information is processed into categories by the mind, giving it understanding and order (Bruce, 2015 p.8). This places the adult firmly as the mechanism for children’s knowledge because they help construct knowledge, a more sophisticated view of the child, than either the approaches of empiricism or nativism. Within this view, pedagogies are categorised as interactive. Placing emphasis on the social-cultural context, pedagogies are generally regarded within a framework of adults supporting play; opportunities for adults to ‘scaffold’ learning and engage with ‘shared sustained thinking’ in ‘socio-pedagogic’ environments are widely regarded to enable children to develop their own strategies and construct their own responses (Sim et al, 2018, p.19). 

There are many great contemporaries linked to the ideas of constructivism. Dewey was an inspiring figure to many who came after him, such as Piaget (1896 – 1980) and Vygotsky (1896 – 1934) who have their historical roots in the work of constructivism. There were fundamental differences highlighted in the work of Piaget and Vygotsky. Piaget called the structures in the brain, schemas, which as they developed became concepts. The central principle of Piaget’s idea is that learners make sense of newly presented information or situations in terms of their existing information, in which meaning is constructed through an active process. New information is linked to pre-existing knowledge in a process known as Assimilation. Accommodation explains how new experiences are incorporated into the mental structures already present so that concepts are changed or restructured, showing the significance of the learner in the process (Bada and Olusegun, 2015; Bruce, 2015; Naylor and Keogh 1999; Ültanir, 2012). Through this process children begin to recognise what has come before, repeating what is familiar, enhancing the experience of play. This theory developed a deep-rooted view of the connectedness between thoughts and feelings because of  internalised concepts of self-regulation, denoting to the importance that adults should recognise children’s interests by tuning into their preferences for play (Bruce, 2015).  

As Piaget saw it, the individual constructed knowledge autonomously, and intrinsically, whereas Vygotsky theorised that learning took place through a social interaction, extrinsic to the individual, and is what underlies development. Vygotsky, like Kant placed value in a child’s experiences of the world and through interactions, contributes to helping the mind to grow. Similarly for Piaget, but perhaps more so for Vygotsky, language within the child’s social world is crucial to development. Vygotsky distinguishes between ‘buds of development’, which are ‘functions that will mature tomorrow but are currently in an embryonic state’ and ‘fruits of development’ (Vygotsky, 1978 p.86). The ‘fruits of development’ refer to matured structures which show what the child is already able to do independently. Vygotsky introduced the Zone of Proximal Development that explains what a child can achieve when they receive mediation from an adult. The Zone of Actual Development is the result of learning (Bruce, 2015 p.11). Piaget emphasised cognitive development occurred through stages of development; although Vygotsky acknowledged learning as a continuous process, he felt it was a too complex a process to be defined by stages (Thomas, 2000). Where Vygotsky stressed the importance of the child internalising learning through social interaction, Piaget argued children acquire knowledge from interacting with their environment, making sense of their experiences by assimilating any new information they encounter. What is evident and key to the interactionist perspective is the notion of reciprocity, meaning that children are free to discover and lead and sometimes it is the adult who mediates the learning experience. 

Constructivist principles, particularly the work of Piaget and Vygotsky continue to influence the field of education with their pedagogical conclusions.  Practice described as ‘child-centred’ and ‘discovery learning’ (Matthews 2003) implicates the child’s central role in education. Teachers do not assume a directive role but rather adapts their teaching style to support the age and stage of the developing child, and as discussed, in a socio-cultural environment. Viewing children’s learning this way has prompted policies and practices to be built and serve to shape today’s early childhood education. 

However, postmodernist thinking has attempted to ‘disrupt[ed] the taken-for-granted relationship between child development knowledge and the preparation of early childhood teachers’ (Ryan and Grieshaber, 2005 p.1). A homogenous view is challenged by Ryan and Grieshaber who stated, “with the globalization of economies and cultures, contemporary social life is characterized more by hybridity rather than similarity” (p.1). Consequently, communities are more diverse than ever with a recognition for minority groups, as well as children’s diverse home lives, raised in a multitude of different ways. At the same time, the explosion of technology is ‘transforming social relations’ (p. 1) and providing news ways to learn and communicate. Therefore, children entering the classroom within new, developing and changing times have wide and varied experiences, making postmodernism question whether a focus on patterns and developmental growth is the right things to do because it is difficult  to discern and apply. An additional criticism of this perspective is the use of guidelines that presents a typical or ‘normal’ developmental pathway resulting in teachers who overlook child agency (Silian, 1995, cited in Ryan and Grieshaber, 2005). For Miller and Pound (2011), the importance of looking within a societal context highlights how the child is construed  in light of its social influences (Miller and Pound, 2011). 

Yet, such theories underpin the development of the EYFS, amongst others such as John Bowlby’s (1907 – 1990) attachment theory, useful in understanding the relevance of the ‘key person’ role and Albert Bandura’s (1977) social learning theory, key to understanding why children engage in observations of those around them during play and whom are models for learning. In understanding the theories this guidance was built on is important because as well as helping to shape key curriculum developments, policies and practice they also serve to locate current and well regarded pedagogical approaches  “within a history of ideas, beliefs and values” (Nutbrown and Clough, 2014, p.19). 


2.4.0 Espoused Pedagogical Beliefs

Pedagogy relates to the how of teaching,  in essence, child and adult interactions and how curriculum is facilitated (Wall et al., 2015). Teacher pedagogy reflects personal theories that are strong indicators of teacher’s professional decisions, beliefs and values (Handal and Herrington, 2003; Khader, 2012). Many have noted that a combination of child development theories informs a teacher’s pedagogy in early education (Sim et al., 2018). The historical perspectives provide a window through which teachers view the developing child and is important to understand the enactment of their personal pedagogies. For example, the OECD (2015) notes that English practice is rooted within play-based approaches, supporting individualised learning and integrated activities derived from child-centred and constructivist ideologies (Siraj-Blatchford and Nah, 2014, as cited in Wall et al., 2015). Drawing parallels with Vygotsky’s socio-cultural constructivism, pedagogies reflecting sustained shared thinking and adult-led activities are widely used (Siraj-Blatchford and Manni, 2008, as cited in Wall et al., 2015). Furthermore, the concept of scaffolding, underpinned by the work of Vygotsky and Piaget is notably observed to be rooted within teacher’s pedagogies in England (OECD, 2015).

This section will report on the searches made across the literature to illustrate the espoused pedagogical beliefs and practices that teachers are using and considered effective in early education classrooms, particularly in reception. 

Process quality is considered to be a significantly influential factor for children’s outcomes. There have been many studies concerning effective practice, concluded from eliciting practitioners’ espoused pedagogy, which has contributed to the debate (Sim et al. 2018). A significant project, The Effective Pedagogy in the Early Years (EPEY)  conducted by Siraj-Blatchford et al., (2002) claimed that for learning to be worthwhile mutual engagement between adult and child is required, through a process they labelled, ‘reflexive co-construction’ (p.10), alongside instructional elements. They also noted that ‘sustained shared thinking’ (p.10), which Bruner referred to as episodes for joint involvement was classed as valuable because they led to extended thinking on behalf of the child. Additionally, differentiation strategies and adults who provided formative feedback during shared tasks saw improved outcomes. Parents further influenced ‘shared sustained thinking’ by proactively embedding learning within the home. When shaping social and behavioural outcomes, this was found to be best achieved through direct teaching. Nevertheless, isolating key factors regarded to improve outcomes is problematic and is likely influenced for an interaction of system and process factors (Vandell et al., 2010). Furthermore, framing the child within a strong social cultural perspective draws the attention away from a purely child-centred perspective that Dahlberg et al. (1999) argued as problematic. They argued it decentred the child and viewed them as existing only through contextual relationships.

 Siraj-Blatchford et al. (2002) noted that the reception classes differed in a number of ways, although was limited to the inclusion of two reception class case studies. On curriculum balance, more often children were observed working within larger group learning contexts. Literacy, numeracy and physical development was emphasised over personal and social learning, and the majority of learning episodes were adult-led as opposed to child-led, with a ‘high intellectual challenge’ (p.13). A notable difference in pedagogy was raised by Fisher (2009), who remarked that when the Foundation Stage was introduced in 2000, it was distinctly different from the expectations for Key Stage one, which is generally more formal and teacher led. The issue of transition appeared to affect pedagogical principles which are modified and adapted but questioned their effectiveness. In 2016 a report commissioned by the Teaching School Council, led by Dame Keeble, looked at effective teaching in the primary years. The report claimed reception was “the most important year” (TSC, 2016, p.37), yet advice contained within the report placed an emphasis on building ‘a timetable of teaching’ (p.37) around which play can occur. It inferred a preference for formal teaching, through regular ‘whole class’ teaching (p.37), endorsed, they stated, by pupils whom ‘delight in the taught input’ (p.37). A distinct absence of references to play is noted, rather, explicit advice recommended to “bring year 1 approaches into reception” (p.38). Thus, pedagogy advocated to enhance children’s outcomes in today’s reception classrooms, appears to have shifted towards a prioritisation of formal approaches. For Millar and Bizzell (1983) and Karnes et al. (1983), cited in Siraj-Blatchford et al. (2002), they contend that direct teaching methods can be effective in the short term, but outcomes are short lived and have ‘washed out’ (Pascal, Bertram, Cole-Albäck, 2017, p.29) within a year. Whilst long standing ideologies suggest play based and child-centred learning, Hedges and Cooper (2018) suggested that these types of approaches may not always ‘position teachers comfortably’ (p.369) when accountability for academic outcomes is required.  Indeed, teachers may feel more confident knowing they have taught children the required knowledge and skills and these pedagogies may feel easier. 

Wood (2009) claimed the principles that underpin pedagogy in the EYFS are widely acknowledged (DfE/QCA, 2000) as: well-planned experiences based on children’s interests and spontaneous play for outdoor and indoor learning; allowing time for child-led learning so children can create and solve their own problems; time for adult and child interactions, and provision of activities designed to inspire creative and imaginative thinking. Promoting a balance between adult-led and child-initiated learning is commonly endorsed, including free play and play that is structured,  challenging the suggestions made by Dame Keeble. Support for the incorporation of such approaches was found in a government-funded study, Effective Provision for Preschool Education (EPPE) (Sylva et al., 2004). Similarly to EPEY, this study supported pedagogies which espoused the importance of adult-child interactions, adopting a constructivist and social constructionist stance. In the study they argued for pedagogical approaches which centred on open-ended questioning and modelling and contained intellectual challenges to extend children’s thinking, conforming to Vygotsky’s Zone of Proximal Development. Even within child-initiated play, the best outcomes were observed when an adult extended this play.  A sound understanding of child development was also seen as advantageous.

Practitioner’s personal beliefs influence their orientation towards certain pedagogies (Wood, 2010) . Undoubtedly, there appears to be a continuum along which different pedagogies are incorporated into early years practice. At one end there is free play, where children can develop their own play opportunities, without the support of adults, and at the other end is formal, didactic teaching methods designed for teaching academic knowledge (Hedges and Cooper, 2018). Hedges and Cooper argued that “blending of play, learning and teaching ought to be a core practice of early childhood pedagogy” (p.370) They illustrated a pedagogy that sits in a ‘mediational space’ (p.370) along the continuum. The ‘relational play-based pedagogy’ (p.370) is built around a Vygotskian framework.  The idea behind these principles encouraged teachers to optimise play based learning – intrinsically motivating for children (Broström, 2017), combined with a social cultural pedagogy. This highly responsive pedagogy is built on strong principles of child development theorists considered fruitful for learners.  

2.5.0 Pedagogical Beliefs

There has been a shift away from researching teacher’s behaviours and their impact on educational outcomes, towards a focus on thinking that precedes action (Wilcox-Herzog, 2002). Research around teachers’ thinking has been given an enormous amount of attention in the field of education but researchers have been unsure how this could contribute to developing educational practice (Pajares, 1992). It was suggested that to focus on teacher’s beliefs was more valuable (Pajares, 1992).  According to Fives and Buehl (2012), studying teacher’s belief has the potential to provide insights, explanations and predict individual teaching practices, student outcomes and experiences. 

2.5.1 Forming Pedagogical Beliefs 

This section will seek to explore how teachers come to decide on their pedagogical choices, and the factors that influence this. Teacher’s important pedagogical decisions can change a classroom’s culture, affect pupil motivation and their engagement, and will influence decisions teachers make about learning activities they choose for children (Burridge, 2018). Ghaith (2004) claimed that pedagogical beliefs are a holistic conception and inform the culture within which the curriculum and teaching is approached. 

Wood (2010) acknowledged an existence of differing pedagogical beliefs that occur within early years when organising and managing play. Wood (2010) claimed that underlying a teacher’s practice are beliefs framed within a general orientation towards their ideology of play. 

Unravelling the nature of pedagogical choice made by teachers is important in order to explore how beliefs about pedagogy are formed. Burridge (2018) draws upon a sociological framework, highlighting the work of Bourdieu (1977) whose theories describe the role of ‘habitus’ as a system of “acquired, socially constituted dispositions” (Bourdieu, 1990, p. 13, cited in Dwyer, 2015, p.95). This refers to the embodiment of a cultural capital, learned through our upbringing, influencing our perception and dispositions, through ‘fields’. Fields refer to social interactions and social events taken place to shape our way of viewing the world and which form a set of deeply ingrained habits and skills. Habitus, exposure to social, economic and cultural experiences, combined with the symbolic capital we inherit from parents sculpt, modifies and refines our actions, which Bourdieu referred to as ‘practices’.

Thus, a teacher’s professional habitus within their school organisational ‘field’ can provide an explanation for a teacher’s chosen pedagogy because their habitus – beliefs, ideas, values and ways of being can be intrinsically rooted within how they view their professional world. Furthermore, teachers form social groups with shared understandings about pedagogies or child development that will compete or influence their social field and exert their power over decision making behaviours related to pedagogical choice (Burridge, 2018). Wood (2010) argued that for reception class teachers, play and learning is seen as a dichotomy where adult-directed tasks typically take preference in planning and assessment. Play, including child-centred approaches are left on the periphery of pedagogical choice. 

However, Burridge (2018) argued that this theory cannot explain external factors that teachers work with such as educational policy and systems. Therefore, to account for such factors, Gidden’s theory of ‘structuration’ (p.143) is helpful to consider. This theory focuses on the influence that external factors have on decision making and creates a link between a person’s habitus and their social structures. These social structures are formed by rules according to Giddens, and agency is enhanced by a person’s control over following or a rejection of these rules (Whittington, 2015). Gidden’s theory explains how people’s actions make up social structures which are reinforced over time because they will, in turn, influence those same social structures (Burridge, 2018). Giddens called this ‘routinization’ (Burridge, 2018, p.143). For teachers within predictable social structures, feeling safe and secure is important and therefore they feel more in control of their classroom practice. However, this has the effect of narrowing and diminishing alternative ways to practice (Burridge, 2018). Therefore, if a dominant pedagogy, for example didactic approaches, is maintained within the school system, teachers are more likely to conform to this pedagogy unless they ‘exert their agency’ (p.143) and have the confidence to change to their preferred way of practice. Motivation can be impacted when internal and external factors interact, creating conditions for actions and behaviour, aligned to whichever is the dominant force. 

Additionally, internal factors are drivers in the formation of beliefs, which are personal and individualistic. These intrinsic factors can take the form of personal missions towards particular outcomes – such as getting all children to a certain developmental stage. Teachers who employ reflection to examine, understand and improve their pedagogies are known as reflective practitioners (Badia, 2017), which deepens and enriches pedagogical beliefs and awareness (Moyles, Adams and Musgrove, 2002). Furthermore, external influences can compel teachers to examine their pedagogy too, such as child’s absence or change in government policy.
 
Richardson (1996) pointed to different sources that inform beliefs including personal experiences and learning, and a possession of a rich store of knowledge was highlighted  by Clark and Peterson (1986) in Khader (2012) to shape beliefs.   Daniels and Shumow (2003) argued that teacher’s practices are based on their views and beliefs about children, learning and knowledge. They presented a relational framework that served to describe the relationship between theory, pedagogy, classroom practices and how the school culture viewed the child as a learner.  In an examination and review of the literature, which included research on teacher’s views and related beliefs, they identified different pedagogical methods underpinned by theoretical models of child development: innatism, fixed intelligence (entity), behaviourist, constructivist, and social constructivist, valued to foster children’s qualities depending on how teachers viewed the developing  child. 

The development of pedagogical beliefs is a complex process. However, this section has aimed to explain how beliefs are developed intrinsically and when influenced by external factors can go some way to explain how teachers make their pedagogical choices that shapes their practice. Seen often to be in conflict between knowledge of child development, their experiences and background and current government legislation and initiative that penetrates the school’s systems, beliefs are generally regarded to be stable and permeate what teachers enact in their classroom practice. 

2.6.0 Factors Affecting the Enactment of Pedagogical Beliefs in Practice

Korthagen and Vasalos (2005) suggested by nature people reflect on experience. They argued that teachers commonly reflect on their functions, influenced at different levels by the environment they encounter, their behavioural responses, their competence, and their personal beliefs. Korthagen and Vasalos added two other inner levels, identity and mission on a ‘transpersonal level’ (p.53) because it involves teachers growing awareness of a personal meaning in the role, in relation to others, including children. When a teacher’s ideal pedagogical beliefs are evoked through reflection, this allows them to examine potential factors that limit their desire to achieve their “mission” (p.53) because beliefs are often “deep rooted and persistent” (p52). Tapping into a person’s core qualities is important because this determines the way an individual responds in their classroom environment and, on the reverse,  how aspects and functions in a teacher’s environment will influence their experiences  (Korthagen and Vasalos, 2005).

This section will seek to explore the factors that enable or restrict a teacher’s ability to fulfil their pedagogical beliefs in the classroom. 

2.6.1 Schoolification

In the mid 1990’s learning goals were introduced for preschool children and since then successive governments have increased the emphasis of preparatory learning as a key aim for the EYFS. The most recent review of reception is no exception, Bold Beginnings (2017) is felt by some to contain an underlying agenda of downward pressure from Key Stage one into reception, reducing the reception’s purpose; yet, “legally, academically and pedagogically” reception belongs within the EYFS (Dubiel and Kilner, 2017, p.4). 

‘Schoolification’ (and school readiness) are terms coined to describe a reductive process or transmission and reproduction of early childhood learning that has adopted pedagogic practices traditionally found within school. Therefore, children undergo a process of preparation for school, rather than for life (Bradbury, 2019). The relationship between early childhood education and compulsory school has intensified according to Moss (2008). Moss (2008) explored the reasons behind the relationship and argued,  firstly, there has been a growth in pre-schooling, and moreover the suggested benefits of attendance has been broadcast to policy makers. This encouraged a globalised discourse to imply that learning should begin at preschool, even as early as birth, which in turn created a need for settings to meet normative standards.

High quality education in the early years has been found as beneficial for young children as well as having wider benefits for families, effective, when underpinned by certain quality practices, identified as: adult and child interactions, knowledge of how children learn, knowledge of the curriculum, skilled adults supporting children with their social and emotional conflicts and assisting parents to support their children at home (Melhuish et al., 2015). However, children’s learning is at risk of the ‘schoolification’ epidemic. This has the potential to risk early years pedagogy becoming narrowed to ensure children’s success against particular ‘testing regimes’ (Robert-Holmes, 2015, p.303). 

PACEY (2013) maintained that rather than preparing the child for school, schools should equally prepare to accept the child as they are and provide holistic transition  (PACEY, 2013), especially pertinent to the EYFS where the child is considered ‘unique’ and might support the argument for socio-interactive pedagogies. However, a dissonance exists where all children are measured by one set of goals in their reception year (Brooks and Murray, 2018) which has the potential to subvert pedagogies and pedagogical beliefs that are child-centred and play-based (Bradbury, 2012). This raises the issue that early years is now seen a preparatory phase of learning, supporting formal characteristics and hence, pedagogies. Robert-Holmes (2015) concluded that early years teachers were subservient to curriculum demands, which limited their “pedagogical interpretations of the EYFS” (p.313) and:
“…teachers struggled to make sense of their deeply held child-centred values espoused by the EYFS principles, curriculum and pedagogies and at the same time perform to the dataﬁcation requirements of the school readiness assessment regime” (p.313).
Rather, teachers adopted pedagogies designed for children to pass the test (Robert-Holmes, 2015). Through this style of teaching, children participate in learning associated with sitting around tables and engaged in adult-led activities using pedagogies such as ability grouping. Furthermore, participation in child-led play within continuous provision is reduced with an emphasis on the core subjects of English and mathematics increased (Bradbury, 2019), which is not reflective of the consensus of pedagogies which support young children’s  learning, the value of play, creativity, and forming relationships.  Ball (2003) claims a ‘values schizophrenia’ where there is a ‘splitting’ of between teacher’s pedagogical beliefs, children’s needs and performativity (p.221). Ball found the relations with children were affected because they were ‘at them’, rather than ‘with them’ (p.222) resulting in “inauthentic practice and relationships” (p.222) as children are prepared for school. Ultimately, Ball highlighted that tension are embedded between beliefs, which are “increasingly displaced discourse” (p.223) and enacted pedagogies.

Yet the contention surrounding what children should be made ‘ready for’ was raised by Whitebread and Bingham, (2014) and requires non-linear logic that aborts the ‘ready’, ‘non-ready’ construct (Evans, 2015). Instead, childhood is far more complex than these conventional understandings, which appears to govern early years pedagogy, and reduce the “rich competent child” (Robert-Holmes, 2015, p.313). 

2.6.2 Datafication

Datafication is a concept that refers to an idea that data collection changes the way classroom pedagogy is delivered, dominating workloads, and where school systems are organised around their data (Bradbury and Robert-Holmes, 2018). This is not a new phenomenon in schools, although it appears to have recently increased to unprecedented levels to monitor performances. Educational governance emphasises increasing pressure on performance, accountability and effectiveness of schools and teachers, occurring at a local and national level of comparison (Selwyn, 2016). These established conditions within schools are criticised for failing to appreciate educational outcomes beyond test results and scores.  

Datafication is closely linked to the idea of schoolification. The EYFS has a long history of revision that has progressively seen outcomes tightened with a sharper focus on core subjects. Selwyn (2016) appreciates that data can contribute to school’s supporting their own governance; yet concerns for its use accompany the benefits. Claims that data produces reductionist models of working that disregard cultural and social differences because children are required to fit neatly into standardised outcomes have been raised.  Scores at the end of the EYFS are based on ‘best fit’ assessment provided by teachers. However, teachers are at risk of becoming de-professionalised because Local Authorities have the power to reject their professional judgement submissions (Robert-Holmes, 2015). What is clear is that accountability sits on the shoulders of teachers and schools and works to ‘destabilise’ teacher’s pedagogical beliefs and practice (Robert-Holmes, 2015, p.305). 

The intensity of the readiness agenda has “revealed a disturbing picture of practice in some Reception classes in England” (Dubiel and Kilner, 2017 p.12). Pedagogy is repeatedly framed with a government political agenda, focussing primarily on assessment and inspections, which has seen it narrow, a step for teachers to ensure children will “succeed in specific testing regimes” (Roberts-Holmes, 2015, p. 303). This undermining of passionately held principles of child-centred and play-based pedagogies in favour of testing is questioned. Whitehead and Bingham (2011) suggested children do not have the social and emotional maturity to function within stringent pedagogies, framed as teacher transmission of knowledge and skills and didactic approaches. Yet, widely acknowledged social and emotional aspects of development are crucial for positive mental health in children and when they are supported through child-centred pedagogies, where children are encouraged to be self-agents, improving self-esteem and self-motivation.

Considering its prevalence in education there must be benefits for using data. Data allows teachers and schools to identify potential problems that can inform news ways of working or shaping differentiated ways of teaching, which might support a teacher’s ability to follow their preferred pedagogy. Biesta (2009) sees the benefit of using data for the purpose of a factual discussion that are not subjective or based on assumptions. However, making decisions solely on data in education is not ideal. Bradbury and Robert-Holmes (2018) identified two issues with this; firstly, its effectiveness; data can offer control and way of monitoring but is difficult to replicate as an espoused pedagogy in the classroom. Classrooms are a complexity of ‘messiness’ related to the diversity of their contexts that do not align to being ‘controlled, reduced and tamed’ practically (Moss, 2014, p.66, cited in Bradbury and Robert-Holmes, 2018, p.12). Secondly, Bradbury and Robert-Holmes raised the issue of data and its impact on individual’s identities. They argue it can affect the way teachers are made to think about what is important. For example, in Bradbury’s (2013) study the nature of the EYFS Profile combined with its associated pedagogies led to the development of an idealistic learner, who was required to have certain characteristics and skills: independence, self-regulation and flexibly, all considered desirable. This view shaped the way teachers constructed a perception of a good learner, which forced learning (pedagogy) and the curriculum to conform to an ideal model of pedagogy that reinforced the identity of learners, whilst excluding others who did not display these traits. 

Datafication and schoolification are coexisting and mutually reinforcing factors. It would appear, children are reduced to the numbers they are assigned, which also becomes their identity produced by “data-driven teacher subjectivities” (Bradbury, 2019, p.7). Pedagogies are modified due to the requirements of data collection, which would support didactic pedagogies and direct transmission of knowledge and skills. For example, Bradbury and Robert-Holmes (2018) noted teachers changed the task expectations to elicit information from children rather than following their interests, and observable learning was favoured rather than interactive pedagogical approaches. Interestingly, they also saw that for the one-off Baseline Assessment, in a reluctance to influence judgements, direct teaching was postponed in the first six weeks of children beginning in reception. The decision to ‘stop teaching’ (p.51) was justified so that a ‘true baseline’ was measured as was advised by the baseline provider, Early Excellence.  Although this demonstrated a commitment to the accuracy of results, there was a pedagogic change, which aligned with teacher values, and was seen as positive. Some saw it as a positive move because teachers focussed on children’s social and emotional development. 

With datafication comes the requirement to negotiate ideological contradictions between a school’s requirements and teacher’s beliefs. The main debate focusses on enabling the organisation of pedagogy on a spectrum between child-centred and teacher-led (Bradbury and Robert-Holmes, 2018), of which there is no simple split. Generally, what is seen is teachers’ aiming to engage with traditional child-centred learning discourses whilst having to comply within neoliberal accountability measures (Bradbury and Robert-Holmes, 2018). 



2.6.3 School Culture

School culture is defined as “the basic assumptions, norms and values, and cultural artefacts that are shared by school members, which influence their functioning at school” (Maslowski 2001, p.8–9, cited in Engels et al., 2008 p.159), which can enhance a school’s effectiveness. School cultures are shaped by “rituals, customs, stories, ways of treating each other, and culture’s artefacts such as language” (Engels et al., 2008 p.160) and school leaders are strongly associated with encouraging such values, typically embedded within a focus on teaching, learning and staff development. Aelterman et al. (2002), cited in Engels et al. (2008) found school leaders created the conditions for teachers to develop and optimise their practice. Zahed-Babelan et al. (2019) suggested that school leaders have an indirect influence over teachers’ engagement. When adopting collaborative methods with teaching staff to develop a shared vision for the school, teachers felt empowered and consequently a participatory school culture was promoted. 

Psychological empowerment significantly affects teachers’ positive engagement so that organisational outcomes can be successfully achieved. Zahed-Babelan et al, (2019) associated psychological empowerment with four dimensions: meaning, choice, competence, and impact (p.142). Meaning related to how well teachers could ascribe their beliefs and values to the work-related goal or outcome and was seen to foster individual motivation, which contributed to higher engagement. When teachers have choice, they have autonomy to regulate their own actions.  This is important because if teachers feel empowered to have the choice to enact upon their pedagogical beliefs, they will feel more attached to their workplace  and show increased self-determination and competence. However, tensions arise when the goal or educational outcome is too far removed from their desired pedagogy, returning to the concept of datafication (Tye and O'brien, 2002). Santoro (2018) used the term ‘demoralization’ (p.184) to refer to teachers who feel ‘deep unease’ (p.184) because their school prevents them from working in ways that align with their professional values and beliefs, often occurring where there is a professional conflict with policies and institutional regulations. At its most critical, high levels of teacher attrition and burnout are recorded. Therefore, school leaders need to become agents of change as schools take on educational reforms and work harder to articulate change positively, so teachers are supportive (Zahed-Babelan et al., 2019). Yet, how easy this will be in light of the perceived changing political drivers, supporting formalisation in the early years, is difficult to predict. Conversely, Nespor’s (1987) assertion that belief systems have no boundaries and can be mapped on to, and within, new contexts serve to implement predictable and stable ways of working. 

2.6.4 Teacher Identity

Teacher identity has emerged as an important factor in understanding the professional lives of teachers, their motivation and the quality of their craft, their commitment and resilience, and which guides their career decision-making (Hong, Greene and Lowery, 2017).  Teacher identity is construed differently across research, yet Hong, Greene and Lowery (2017) identified several commonalities within the literature in the development of teacher identity including:
“(1) Identity is neither solely determined by internal and psychological process, nor entirely controlled by social and cultural context. Identity is something established and maintained through the interaction between contextual factors and individual teachers’ inner landscape, and (2) identity is not fixed or static, rather identity changes and develops through the interpretation and re-interpretation of social interactions which evolve over time” (84-85).
In various ways, teachers attribute meanings to themselves, as do others to them. Self-identity can be shaped by experience, interpreted, and reinterpreted through people’s lives, acting as a “motivating agent for their current choice of action and beliefs, and provides an orientation for their future” (Hong, Green and Lowery, 2017, p.84). Early years teachers occupy roles across many settings, creating an identity considerably wider than other teachers. Working with the youngest children is their commonality, which makes for a strong community identity in the early years sector (Siraj‐Blatchford, 1993). 

A developed self-identity, reflective of personal values for a teacher is important. Early years teachers value their interactions with young children and their professional knowledge of child development and teaching of early literacy and number is uniquely important for them (Siraj‐Blatchford, 1993).  Teacher identity can be crafted upon a good subject knowledge, including knowledge of pedagogical content. Beijaard, Verloop and Vermunt (2000) maintained that a teacher’s ability to process and interpret their craft, practical and pedagogical knowledge to create a personalised theory, “integrating it into conceptual frameworks that guide their actions in practice” (p.749) is important. In doing so, Beijaard, Verloop and Vermunt (2000) argued this affects teacher efficacy and as well as their capacity and readiness to accept and deliver educational change innovations within their own practice. Early years teachers use their awareness of effective teaching to shape their own pedagogies based on their understanding of how children learn best. Teachers view children as agentic partners and therefore place emphasis on essential social, emotional, and physical aspects of learning (Siraj‐Blatchford, 1993). Conversely, Stephen (2010) saw through her own research that although there was an expectation for early years practitioners to put the principles of the EYFS at the centre of their provision, underpinned by explicit and implicit values for child-centred learning and play, many struggled to articulate their pedagogies to the research team, which Siraj‐Blatchford, (1993) highlighted as a strength of their identity. Gray (2008) claimed there was a distinct lack of engagement with pedagogy in the early years sector by its staff. However, this sector’s identity is embedded in traditions that are often very separate from other school based educational identities. 

2.6.5 Teacher Efficacy 

Teacher efficacy concerns a teacher’s belief in their own capabilities to facilitate the actions to perform required teaching tasks at the expected level of competence (Bandura, 1977). At the core of social-cognitive theory (Bandura 1997), humans construct beliefs about their own capacity to perform, thus “human behaviour is impacted by human agency and particularly by the mutual interaction between the three contributors of behaviour, internal personal factors, and external environmental influences” (Lee, Chen and Wang, 2017, p.3). Social cognitive theorists suggest the efficacious behaviours of teachers is described by “the capacity to believe in yourself and advocate for what you do with confidence” (Cox and Sykes, 2016, p.10).

Teachers who engage in reflective practice can articulate what and why they do, believe and value, so are more able to maintain self-efficacy. Cox and Sykes (2016) thought about the social construction of teachers and put forward that many people in society would not find it easy to explain the role of a reception class teacher. They maintained that a public perception of teachers exists which increases the likelihood, “to be talked about, to be praised and to be blamed, to be inspired by and to be turned off or demotivated by” (p.10) because for the majority, encounters with teachers is conventional. Moreover, education and its associations, including teachers, is an area people have opinions and care deeply about. These perceptions are socially and culturally situated and intertwined with views broadcast in the media, from families and within the communities they live, school systems and beyond, hence it is inevitable they will affect a teacher’s self-efficacy. 

Moyle et al. (2002) concluded that effective early years practitioners had certain personal qualities and attributes that defined them in their professional role, all underpinned by a high self-efficacy. They highlighted knowledge - implicit and explicit employed to a wide range of contexts and learning situations, which highlighted practitioner’s understanding of pedagogy. Practitioners were able to make well informed decisions when they engaged in critical reflection of their pedagogical approach; examining their practice led to practitioner development and a strive for continuous improvement. Theoretical models of self-efficacy posit that it is highly dependent and influenced by contextual variables (Bandura, 1986). In additional to those identified, other variables consist of teacher characteristics relating to experience and sense of community, as well as classroom characteristics, such as pupil engagement (Guo et al., 2007). Self-efficacy has been found to positively correlate with teaching experience (Cheung, 2008; Wolters and Daugherty, 2007) which we can speculate that in turn, a more comprehensive understanding of one’s practice and pedagogy would develop over time, enhancing one’s ability to make informed decisions, directly linked with Moyles et al.’s study. 

The relationship identified between organisational climate, namely a feeling of community belonging, correlated a teacher’s feeling of collaboration and connectedness within their staff team and their ability to be autonomous (Guo et al., 2007). This indicated that for teachers who share their decisions of pedagogy and content knowledge, positive self-efficacy was cultivated. Furthermore, higher levels of perceived collaboration were positively associated with child engagement. Teachers may well attribute child engagement to their own self-worth as a teacher and perceive that this is a result of their teaching performance. Conversely, lower engagement places increased pressure on teachers that is internalised as under performance, affecting self-efficacy negatively (Ross et al., 1996).  Interestingly, Guo et al. (2007) made a direct link between community and self-efficacy for preschool teachers in particular, yet this remains under researched. 

Lee, Chen and Wang (2017) identified a changing trend in schools’ expectations for promoting particular pedagogies. This impacted teachers’ perceptions about their own competency.  They concluded; teacher efficacy was enhanced when a collaborative effort between staff occurred; teachers helped one another to adapt to changes of pedagogies. A collective ability to bring about and cope with change together was seen as effective and brought about increased motivation. However, Wheatley (2000) argued that high self-efficacy can affect resistance to change and could be a barrier to educational reform. Self-perception may have an unrealistically positive focus on their usual pedagogy, inhibiting their ability to change. Consequently, these teachers have a propensity to ignore children’s outcomes and continue with their own fixed methods.  

2.7.0 Summary

The review of the literature brings us closer to understanding how the notion of childhood and early childhood education has been constructed historically and into the present day. 

Amidst the wave of political change, there is a clear pedagogical focus that values child-centered learning, play and relationships in early years. Some research indicates that developing a balance between socio-cultural pedagogical and academic readiness is the right approach but there is a strong consensus that interactive pedagogies should be central to early years professionals’ practice. This is an interesting concept, especially within the context of this study because it provides an opening to consider how and if historical ideas continue to be taken into the future, as the literature suggests they do, or whether I will find that new ways of thinking underpin modern day educators’ pedagogies. Pedagogical beliefs are formed in complex ways, seemingly rooted in experience of education, knowledge of child development and pedagogy; embedded within personal intrinsic values, these are characteristics of pedagogical beliefs held today. Research indicated that reflection is a powerful way to consciously grasp and notice personal values in order to examine them, and this study aims to do the same. Through an examination of teachers’ pedagogical beliefs, with a focus on the ideal, can help to illuminate barriers to their fulfillment. 

There is a vast amount of literature which asserts there is pressure towards a desire to change standard pedagogical approaches, particularly in reception (Bradbury, 2019; Dubiel and Kilner, 2017, Moss, 2008; Robert-Holmes, 2015). As a result of political drivers, such as schoolification and datafication that is reaching a global pandemic, the tension between the pedagogies that teachers wish to enact and what they are expected to enact exists (Ball, 2003). The research has explored ways that teacher’s beliefs and values are enabled; the effects of empowerment and autonomy are two factors that if promoted within school systems give teachers the support to teach in ways they believe is effective, fostering holistic development of children. 

This study serves to bridge a research gap to explore the relationship between beliefs and factors that directly impact practice fulfillment, which literature has explored in separate domains, although not together.

2.8.0 Research Question

Through this research I will explore the following research question: 

‘What is the experience of restricting and enabling factors towards enacting the pedagogical beliefs of four early years teachers?’




















Chapter 3 – Methodology

3.1.0 Positionality

This chapter will outline the methodology used for this research. I have divided the chapter in to three parts. 

The first section will address my positionality and will reflect on my ontology and epistemological position which has shaped this research. The next section will discuss the method of this study including a discussion about the research design, evaluating and discussing the appropriateness of the chosen research methods. The third section focuses on the procedural elements of the study, including ethical consideration, the steps of participant involvement related to data collection, and analysis. 

3.1.1 Ontology and Epistemology

Research is guided by a set of beliefs. A paradigm is a way of viewing the world and constitutes a framework for how research is designed. Guba and Lincoln (1994) defined paradigms as “basic belief systems based on ontological, epistemological, and methodological assumptions” (p. 107).  Ontology is recognised as the study of existence and the fundamental nature of being (Killam, 2013). Beliefs about what is truth determines what can be known about reality. Epistemology is driven by ontological beliefs and refers to the relationship between knowledge and the researcher in discovery of knowledge (Killam, 2013).  My ontology and epistemology are Phenomenology because the phenomena are defined and described in depth upon which the knowledge claims rest, providing insight about consciousness through a first-person account. 


3.1.2 Theoretical Underpinnings of IPA

As a novice researcher, I wanted to become familiar with the three main underpinnings of the methodology that I chose, which are: phenomenology, hermeneutics and ideography. Within an IPA framework,  this research seeks to gain meaning (hermeneutics) of the individual’s constructs and in line with IPA, uses an inductive procedure with a focus upon the interpretation of meaning (Smith, Flowers and Larkin, 2009) where no attempt to answer predetermined hypotheses is acted upon, rather, “the aim is to explore, flexibly and in detail, an area of concern” (Smith and Osborn, 2015, p. 28). The research focusses on the examination of individual reception class teacher’s pedagogical beliefs gained through inductive methods (phenomenological attitude) asking ‘what’, ‘why’ and ‘how’ questions rather than ‘how much’ and ‘how many’ (Tuffour, 2017). Space and  wonder are created for exploration of personal views and accounts about factors that impact the fulfilment of the individual’s personal beliefs in practice; this is a pivotal aspect of this phenomenological research. An additional important quality is its ideographic nature (ideography) because unique experiences are central to its design (Smith and Osborn, 2015).

A deeper exploration of these underpinnings, central to IPA will now be explained, and I will be dealing with the method and procedural aspects of the study in the following sections of this chapter.

Phenomenology

“Phenomenology is essentially the study of lived experience or the life world (van Manen, 1997). Its emphasis is on the world as lived by a person, not the world or reality as something separate from the person (Valle et al., 1989)” (Laverty, 2003, p.22)
Phenomenology is an alternative to the traditional understanding of what we believe to know about the world. Phenomenologists are committed to understanding experiences in their many forms but especially those that are important to the individual. This is valued by phenomenologists because it provides a detailed understanding of lived experience belonging to a person at certain times and in certain contexts, in contrast to gathering general statements about the nature of world in which we live (Willig, 2008).

According to a phenomenological perspective, it makes little sense that objects are separate from the person (subjects) in their experience of the world (Willig, 2008). Yet is there a dilemma with this predicament? If all consciousness is internally directed, then how do we ever get a grasp on the outside world? Furthermore, how can another’s consciousness be understood if they are trapped in their own subjectivity? The answer is to look at the focus “on the way consciousness is turned out to the world” (Langdridge 2007, p.13). It is this relationship between the individual and their world, that is of interest for phenomenologists. This is not to try to understand cognition as conventional psychology might, but rather a focus on the experience of things in their appearance to people in consciousness. 

There are many authors who have contributed to the field of phenomenology, who built on the philosophical movement of Edmund Husserl (1859–1938). Their shared interest is to understand what human experience is like (Smith, Flowers and Larkin, 2009).  This section will look at the historical development of phenomenology and explore how these philosophical ideas are influential in framing Interpretative Phenomenological Analysis.

Transcendental Phenomenology
Acknowledging the work of phenomenology’s founding father, Husserl (1859–1938) was interested in the way the world is shaped and experienced by individuals in their experiences of phenomena, in contrast to an objective reality (Eatough and Smith, 2017). Husserl’s ideas grew from the ideas of Brantano (1874/1995). Brantano wanted to rethink psychology as a science and suggested a descriptive psychology which attempted to illuminate ‘inner self-aware acts of cognition’, not aligned to causal or genetic explanations of cognition (Moran 2000, p.8). Brantano described what Husserl would later term ‘intentionality’ (Moran, 2000).

Intentionality
Husserl built on the idea of intentionality and suggested it was the route through which a person comes to understand their own experiences as a phenomenon. In other words, intentionality is the key to consciousness where we should “go back to the things themselves” (Smith, Flowers and Larkin, 2009, p.12).  Husserl argued that the mind is directed towards all objects (of study) and is therefore intentional; meaning is not an afterthought, but ‘direct grasping of phenomena’ is intentional and becomes the experience (Laverty, 2003, p.23). Husserl argued that this is coming face to face with consciousness. This idea is important because it helps us to understand the subject-object holistic relationship in the world, dismantling the Cartisan view that entities are independent of each other (Farina, 2014; Giorgi, 1997).

Husserl believed stepping outside of our everyday experiences, that he referred to as the ‘natural attitude’, so that experience can be examined, requires reflection. This reflective move is described by Husserl:
“Focusing our experiencing gaze on our own psychic life necessarily takes place as reflection, as a turning about of a glance which has previously been directed else-where. Every experience can be subject to such reflection, as can indeed every manner in which we occupy ourselves with any real or ideal objects – for instance, thinking, or in the modes of feeling and will, valuing and striving” 
(Husserl, 1927; cited in Smith, Flowers and Larkin, 2009, p.12)

Essentially, within our fast-paced lives, much of our experience is ‘taken for granted’ and  is not experienced consciously because it passes us by. So, to become phenomenologically aware, we should attend to all that is around us, even on those details that usually go unnoticed and reflect upon an internal perception of those things. This process relates to all experiences including those in our imagination; for example, we can imagine an experience and “the relationship between the noema – that which is experienced – and the noesis – the manner in which something is experienced – is universal and inextricable” (Langdridge, 2007, p.15).

The Phenomenological Method
For Husserl though there were obstacles that got in the way in the pursuit to grasping consciousness. Husserl described a method he called epoché, where there was an attempt to exclude influences from the outside world, in an aim to reach and describe the essence of lived experience (Pietkiewicz and Smith, 2012, Willig, 2008). Husserl explained that by ‘bracketing’ preconceived suppositions, thoughts and judgements about the world, the individual becomes aware of their experience, and how it appears (Langdridge, 2007; Smith, Flowers and Larkin, 2009). This was because Husserl thought that all too readily, people try to fit ‘things’ into a ‘pre-existing categorization system’ (Smith, Flowers and Larkin, 2009, p.12)

This phenomenology involves ‘stepping outside’ of our immediate experience – the natural attitude, suspending all judgement, to reflect on the experience in order for the ‘life world’ to appear unblinkered, and to examine consciousness itself (Langdridge, 2007; Smith, Flowers and Larkin, 2012). Ultimately, by doing so, the belief is that consciousness can be reached so far that its essence can be studied, adopting a phenomenological attitude (Smith, Flowers and Larkin, 2009).  This has become known and understood as transcendental phenomenology (Langdridge, 2007).

However, putting to one side our interpretations of the world in not easy; it is difficult to do in practice. Heidegger (1889-1976), Husserl’s student, recognised the difficulty this presented and became known for his reinterpretation of phenomenological methods. He argued that we can only come to understand an experience is through interpretation (Giorgi and Giorgi, 2008).

Existential Phenomenology
In Heidegger’s view, there is a shift away from a sole focus on description to an interpretation of the phenomenon where the contextual meaning is emphasised instead. Heidegger questioned the ideas about epoché and argued that for a researcher, ‘bracketing’ is problematic because we are bound within the natural world and so we should study our relationship within it. 

Heidegger turned to existentialism with the view that we are in an inextricable relationship with the world, as such it is impossible to free ourselves of the world we embody. Because we are part of the world we live in, Heidegger’s assumption posits our reality is shaped by history, time, culture and society. Therefore, Heidegger believed we should not study the way we know the world, but instead the way we are in the world (Laverty, 2003).

To understand lived experience participants are encouraged to give a description of their experience. The researcher is asked to be appreciative of the reflective nature of the experience and will further elicit ‘how’ this is experienced by the subject (Giorgi, 1997; van Manen 1990). The process understands the hermeneutic relationship here, that “the researcher’s views of the world are inextricably intertwined with the way in which they interpret the participant’s experiences” (Oxley, 2016, p. 56). Together, the experience of the world is retrieved through an interpretation of the participant’s encounters within the world. Through this process, an understanding of a person ‘in the act of perceiving’ (Langdridge, 2007, p.17) is sought that is subjective and ideographic, not fixed but understood through the phenomenologist’s interpretation of them being in the world. 

Notice that Heidegger draws from an ontological perspective (knowing the reality or a viewpoint of the reality) and believes that interpretation is the primary method, in contrast to Husserl who held the opinion that description is the primary method in understanding the psychological-phenomenological human experience. Husserl’s view is taken from an epistemological standpoint (referring to carrying out the study in order to prove a viewpoint that contributes towards understanding reality). Heidegger’s methodology and later, Gadamer are grounded in interpretative and hermeneutics phenomenology.

3.1.3 Hermeneutics
Heidegger believed that our personal histories form part of who we are, and from which we cannot free ourselves. Past experiences help us gain understanding about things we go on to encounter in the future. Laverty (2003)  argues, “Meaning is found as we are constructed by the world while at the same time, we are constructing this world from our own background and experiences” (p.24). Heidegger stressed that interpretation is seen as essential for developing meaning and understanding for any experience by drawing on our prior knowledge or background. 

Gadamer was influenced by the works of both Husserl and Heidegger (Smith, Flowers and Larkin, 2009). Gadamer was interested in what conditions were needed for interpretation to occur. Gadamer proposed that a person who seeks understanding will show an affinity for the subject matter and will use language as a medium for understanding (Gadamer, 1989). There is a ‘dialectical interaction’ during this evolving process as anticipation or expectation from the interpreter looking for meaning in the spoken word or text is projected (Laverty, 2003).

The method supports a dialectic process in such a way that the researcher can clarify meanings during their articulation (Giorgi & Giorgi, 2008; Willig, 2008).  This view of Phenomenological methodology seems appropriate and conducive for the aims of this study. Considering my past experiences which have shaped my understanding with relation to the topic of this thesis, they have also fostered my curiosity in understanding others’ experiences. 



3.1.4 Ideography

Most approaches within psychology are generalised on a group or population level in their pursuit to make claims about human behaviours, and use nomothetic approaches (Smith, Flowers and Larkin, 2009; Oxley, 2016). Ideographic approaches look for the particular. They are concerned with detail and thus a deeper level of analysis (Smith, Flowers and Larkin, 2009). This means that small numbers of participants, who Oxley refers to as ‘expert groups’ (p. 57) are recruited, or even single case studies.  In ideographic studies, generalisations are made more cautiously through examination of each case, from which commonalities and distinctions are drawn across the group (Oxley, 2016). IPA is heavily influenced by ideography. 

3.1.5 Section Summary

I have presented a phenomenological ontological and epistemological position with the view to explore methodologies that would align. I seek to gain an understanding about individual’s lived experiences and choosing a methodology such as IPA will guide me to develop, through interpretation, meaning which we can learn from. IPA is considered to be flexible (Smith, Flowers and Larkin, 2009) that has allowed me to incorporate tools (Reflective Video Observation and Laddering) to support the methodological process of this research. The next section will elaborate upon the different methodological tools I have chosen. 

My justification for the inclusion of methodological tool in this research, including how I have addressed any epistemological discrepancies of how they sit within IPA and its foundations of phenomenology has been reflected upon and can be found in Appendices 2 and 3 respectively. This will go towards my commitment to and rigour as a researcher in order to show engagement with the research at depth, and in order to facilitate quality data collection (Yardley, 2000).

3.2.0 Method

This study is firmly grounded in Phenomenology and uses Interpretative Phenomenological Analysis (IPA) flexibly.  Within the traditions of Phenomenology that often draws on tools from other areas of psychology  (Weidberg, 2017; Widodo and Ferdiansyah, 2018), I have purposely adapted the standard practice IPA methodology by utilizing a range of tools to suit the nature of this study. Drawing on the theoretical principles of IPA, I have used interview alongside other procedural tools: Reflective Video Observation to encourage critical reflection on the part of the participant and ‘Laddering’ taken from Personal Construct Psychology (PCP), designed to elicit espoused pedagogical beliefs. Figure 1 outlines my research design; the diagram illustrates the procedural stages of the methodology and the area of psychology in which their foundations are grounded.
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Figure 1: Overview of the Research Design and Methodology

An outline of the procedural elements of the study will follow in the next section, including data collection, sampling and ethical considerations. 

My engagement in reflective thought are noted and will form a commentary within this thesis, upholding the principles of phenomenological reflexive bracketing and in order to maintain my transparency as a researcher.


3.2.1 Interpretative Phenomenological Analysis (IPA)

Since its inception, IPA has been used in wealth of qualitative research (Chapman and Smith, 2002; Smith, 2011a) and is developing widespread appeal in domains of enquiry, including education (e.g. Denovan and Macaskill, 2013; Cooper, Fleisher and Cotton, 2012; Thurston, 2014), and has also been subject to substantial evaluation (Brocki and Wearden, 2006, McLafferty, 2011; Pringle et. al.,2011; Smith, 2011a; Smith, 2011b; Van Manen, 2017). 

A rapidly growing qualitative research methodology, IPA is committed to seeking an experiential perspective and acknowledges a Phenomenological approach in its theoretical underpinnings (Eatough and Smith, 2017; Smith, Flowers and Larkin, 2009). For IPA, it follows a Phenomenological route set by Husserl, also drawing from the existential phenomenology of Heidegger and further work of Merleau-Ponty, Gadamer and Schleiermacher (Smith, Flowers and Larkin, 2009). People draw on first-hand, subjective experiences when trying to make sense of their experiences; this experience, significant to the individual, is valued by IPA (Eatough and Smith, 2017). The aim of this study is interested in hearing the experiences of reception class teachers, their values and beliefs, and this methodology seems the suit the study well.   Through IPA, individuals are encouraged to attend to the things that matter which gives rise to the participant’s right to speak freely on the areas that they choose to be important to them. IPA views the individual as the ‘experiential expert’ of the phenomenon (Eatough and Smith, 2017). 

IPA is created with guidelines (Smith, 2015; Smith, Flowers and Larkin, 2009) that takes the researcher through stages involved in IPA, although there denotes no definitive way to go about data collection and analysis (Smith and Osborn, 2015). Johnathan Smith, who developed IPA in 1996 is forthcoming in advocating that the guidelines he produced for IPA are merely suggestions. Rather, he endorses the researcher adopting a freer, imaginative and original approach so that they are encouraged to use different ways of thinking when researching their psychological topic (Smith, 2004; Smith and Osborn, 2015; Eatough and Smith, 2017).  Due to its philosophical foundations that upheld my ontology and epistemological position, I was drawn to IPA.  The ability to adapt this methodology is an advantage for this study. Referring to Figure 1 shows how I have adapted IPA to include different procedural tools, designed at getting as close to participants’ values, beliefs and lived experiences as possible.  

A Double Hermeneutic 
IPA’s phenomenological concern with eliciting individual’s perceptions about their lived experiences is also strongly associated with making sense of these experiences. This means that IPA is situated in the interpretative hermeneutic tradition, articulated by Heidegger (Smith, 2004; Smith, Flowers and Larkin, 2009). This is true for both the researcher and the participant; they both adopt their own realities and are consciously developing their own interpretation of the world around them (Madill, Jordan and Shirley, 2000). From a contextualism position, it stands that there is an acknowledgement that analyses, and results will vary due to the participants’ acting upon a world made up of cultural systems, making their impact upon that person (Madill, Jordan and Shirley, 2000). 

A double hermeneutic occurs when the researcher tries to make sense of the participant making sense of their experience (Smith, 2004). IPA is considered to incorporate an empathetic hermeneutic and a questioning hermeneutic (Ricoeur, 1970) that asks, ‘What is it like for the participant?’ as well asking critical questions such as ‘What is the participant trying to intimate here?’ that can lead to a deeper analysis (Smith and Osborn, 2015).  

When making interpretative analyses, the hermeneutic circle encourages researchers to examine data at different levels so that a complexity of meaning can be understood (Smith and Osborn, 2015). There is an intimate connection that calls for transcriptions to be viewed in their entirety, in light of its parts and conversely, its parts in light of its entirety. In this way, a reflective gaze can be cast over personal accounts that considers them within context and then decisions regarding meaning can be approached. Meanings may not always be transparent and freely available; IPA therefore urges the researcher to move between the parts and the whole to glean meaning.

Therefore, through this process it is not possible to illuminate participant’s direct experiences. Instead, I will offer my interpretation of the teacher’s interpretation of their experiences alluding to the factors that enable or restrict their fulfilment of their pedagogical beliefs in the classroom.

Ideography
IPA is influenced by ideography because whatever meaning is understood from people’s accounts are individual to them. IPA is ideographic (Smith, Harré, and Van Langenhove, 1995) in the sense that it avoids making generalisations but prefers to develop detailed examinations of individual participants’ lives, in their own right.

IPA is committed to taking each case individually to develop a detailed analysis. Only when this has been completed will IPA attempt to make any cross-case analyses. In an interrogation of participants’ accounts, IPA looks for details that converge or diverge, allowing the researcher to make statements about their findings (Smith and Osborne, 2015). However, this is done with caution; I cannot make generalisable claims regarding any factors they highlight, at a population level. There is an acknowledgement that through this research individual stories are told and that I acquire meaning from them through an interpretation of the particular (Smith, Flowers and Larkin, 2009).  

The role of Reflexivity
Langdridge (2007) believes that reflexivity plays an important part in the research process; he defines it as:
“the process in which researchers are conscious of and reflective about the ways in which their questions, methods and own subject position might impact on the psychological knowledge produced in a research study” (p. 58 – 59).

It acknowledges the researcher as a co-producer of knowledge rather than an objective bystander. Langdridge has produced a list of reflexive questions that I have referred to throughout the study. I also kept a reflective research journal, taking note of my own experiences, thoughts, questions, and reflections of the process. 

3.2.2 IPA Used Together with Other Qualitative Approaches

There are grounds to suggest IPA can be adapted in order to bring together different tools to study the phenomena in the individual’s life world, more closely. Some tools have different emphases but share unities for examining meaningful human experience, which can deepen experiential and subjective understanding (Eatough and Smith, 2017). For example, IPA has an affinity for narrative practice and there are many studies which have used together both approaches (Danivas, et al., 2016; Leahy, O’Dwyer, and Ryan, 2012; Thylstrup et al., 2015). Other examples of research that use two qualitative methods together are, IPA and Foucauldian Discourse Analysis (Johnson, Burrows and Williamson, 2004), as well as IPA and Psychodynamic approaches (Haskayne, Larkin and Hirschfeld, 2014). I found one study that combined IPA with PCP (Weidberg, 2017). Weidberg aligned PCP with IPA because it “considers individuals acting like scientists in that they develop theories about their world to deepen their understanding and to enable them to make predictions about future events.” (p.375), consistent with the foundations of Phenomenology. 

I wanted to design a study which took account of my aims; this prompted me to think creatively. I considered alternative methodologies when designing this study that are discussed in Appendix 4 and were rejected in favour of using an adapted IPA framework which utilised methodological tools. This study stems from an interest to understand reception class teacher’s espoused beliefs about the subject of pedagogy. I required tools that would allow participants to explicitly describe their ideal enacted pedagogy, whilst probing simultaneously to grasp their individual teaching ‘mission’ or core values (Korthagen and Vasalos, 2005, p53); in essence, why they believe in teaching using the methods they use, and Laddering was suitable for this purpose.  Furthermore, in a fast-paced classroom environment it is easy to overlook or fail to notice the details of one’s interactions whilst engaged in teaching, learning and play. Reflective Video Observation prompted a deeper, critical reflection, allowing participants to see often unnoticed details of their practice.  IPA enabled me to employ these qualitative methods so that participants were free to explore their pedagogies and lived experiences. Encouraging active reflection on the ideal and using a lens with which to observe ourselves, we can encourage an elaborated reflection on factors that deter or enhance their fulfilment of beliefs in practice.  

Referring back to Figure 1, I used Reflective Video Observation and Laddering (taken from PCP), along with Elaborated Interview and have discussed how these were deployed in the procedure section.   

3.2.3 Critique of IPA

IPA sets off on a discovery of individual’s subjective accounts through a process of self-reflection and refers to ways in which a person develops meaning through an interpretation of their accounts, making it phenomenological. This type of research is also dynamic and values intersubjectivity (Smith, 1996). 

The double hermeneutic is considered by some to complicate the process but is central to the research and analysis (Brocki and Wearden, 2006).  Therefore, the process of interpretation hinges on participant’s ability to articulate their experiences adeptly to portray a particular version of events (Baillie et al., 2000); so, it follows that the researcher, in their interpretations seeks to prioritise their own perspective during this process. This may result in the marginalised voice diminishing further. This is unavoidable and an imperfect exercise, but I accept that this is a dynamic process and by offering my transparent approach to this research, I can provide authentic accounts of my participant’s experiences. Furthermore, my commitment to reflexivity in this process will be a key focus. 

IPA uses language in the form of text for its analysis. A transcript provides a description about the experience rather than allowing the research access to the experience itself. Therefore, language is problematic in so much as it constitutes how we express something, in so much as it prescribes how we think or feel (Willig, 2008). However, in a phenomenological study, gaining insight into experiences will always be intertwined with language. 

IPA is criticised for the use of its guidelines. Researchers are offered a process of suggested stages, yet it is intimated that following a set of guidelines does not produce good quality research (Brocki and Wearden, 2006).  Although researchers are encouraged to use a flexible and creative approach, this is what makes IPA so accessible to the novice researcher such as myself. 

IPA values hearing the lived experiences of its participants. This focus on perceptions can be problematic because IPA does not make suggestions of why they occur or the condition within which trigger experiences (Tuffour, 2017). However, IPA’s ideographic nature, use of hermeneutics helps to build a contextual understanding of people’s experiences.  

3.3.0 Procedure

This section expands on the stages of involvement for the participants, including the process of analysis. Details of ethical considerations are addressed and ensuring quality in research is explored. 

3.3.1 Ethical Considerations

This research adheres to the British Psychological Society’s 2014 (BPS, 2014) Code of Human Research Ethics, and their Code of Ethics and Conduct (BPS, 2018). It has also gained ethical approval through the University of Sheffield’s ethics panel for the School of Education (Appendix 5). This included considerations for the effects of changed ruling for General Data Protection Regulation (GDPR) legislation. 

Once participants had read and understood the information sheet (Appendix 6), I gained written consent (Appendix 7), using Groenewald (2004) as a template. I sought ongoing consent throughout the staged procedure; participants understood their right to withdraw at any point during the research. They were reminded of this before each stage in the study. 

I gave consideration to the context in which the research needed to occur, and this was achieved by requesting permission to film during the school day (Appendix 8), from the participant’s Head Teacher.  

Similarly, parents whose children attended the reception classes of the identified schools received a letter with the option to elect for their child to ‘opt out’ of the study (Appendix 9). It was made clear to the participating teacher that this should not limit their interactions with those named pupils. These were collated two weeks prior to the date on which filming was arranged.  Children, whose parents had decided to ‘opt out’ were given a sticker so that I could identify them in the classroom to ensure they were not filmed. 

It was anticipated that no physical harm and minimal psychological harm would come to participants. However, there was a risk for participants taking part to experience mild discomfort. It could be considered that the study’s aim to elicit espoused pedagogical beliefs deeply related to internal views, feelings and thoughts about teaching. These personal beliefs that some might regard as ‘philosophical beliefs’ are genuinely held, be a belief based on the present state of information that bears weight on the participant’s life as a teacher and how they fulfil the role, which hold a level of importance – therefore, are defined in the legislation as more sensitive data. Franscella (2003) emphasises the care that should be taken when  laddering because participants may be faced with unknown aspects of construing, they did not know was previously there. Furthermore, I reflected, a participant’s perceived expectations and demands arising from teaching that were discussed in the elaborated interview could have had the potential to surface uncomfortable feelings, particularly if they were related to school systems and staff within these systems, and in which participants were likely to remain. Consequently, I reminded participants of their right to suspend and/or stop interviews at any point and I kept an eye on their emotional state through both interviews. Furthermore, I anticipated that participants may potentially feel a rise in tension during this reflective process if a ‘practice gap’ was experienced. Therefore, I made sure participants were offered a debriefing session. Additionally, participants were informed of their confidentiality rights and that they would not be identifiable in the research. A pseudonym has been assigned to each participant.

It is typically regarded common practice for ‘adult helpers’ to be invited into classrooms, especially in early years reception class settings. Therefore, I did not envisage that my presence would cause any child distress, although I recognised that I was an unknown adult to them. Additionally, videoing children is a customary assessment procedure in the early years for tracking children’s learning and development, so I envisaged that children would not be phased by the presence of the video equipment I intended to use.
 
3.3.2 Participants

Purposive, homogenous sampling, in line with the suggested practice for IPA was the basis for participant selection in this study. I recruited participants because they were representative of the concerns within the context of this research. All participants had shown interest in my research questions and claimed to have a viewpoint on the issue I wished to explore (Smith, Flowers and Larkin, 2009). For an overview of recruitment see Appendix 10.

Gathering a homogeneous group of participants, and a smaller sample size, I anticipated that the data would be rich and analytically deep (Alase, 2017; Smith, Flowers and Larkin, 2009, Smith and Osborne, 2015). Smith and Osborne (2015) emphasise that researchers can “say something in detail about the perceptions and understandings of this particular group rather than prematurely make more general claims” (p.55). The ‘power’ of IPA is that it creates a spotlight that shines on issues within a relatively broader context (Smith and Osborne, 2015, p.56). 

3.3.3 The Three Stages of Participant Involvement
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Figure 2: Stages of Participant Involvement
Figure 2 refers to an overview of the stages of participant involvement in the research, which are further elaborated on during this section. 
I conducted a pilot study in the summer term (July 2019) of the academic year 2018-2019, to assess my research design. Their data has been included in the results of this study. Data collection for the main study took place between October 2019 and January 2020. 

Stage One: Reflective Video Observation

Reflective Video Observation served as the first stage of research, gathered using video, filmed on an iPad, during the school morning within a set two-hour time period. Video footage of the participant engaged in key pedagogical approaches with children, were filmed. Pedagogies identified by Sim et al., (2018) (Figure 3) were used as a classification to identify key approaches (which would help to address and minimise issues of bias) but my filmed observations were not limited to these. 
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Figure 3: Key Pedagogical Approaches in Early Childhood Education and Care Contexts. Source: Sim et al. (2018).

Filming occurred in any learning context, whether this was in the classroom, outdoors, or in smaller ‘break out’ spaces and centred on the adult’s enactment and direct practice of pedagogy, rather than filming children in isolated play. Filmed interactions were not limited by time or number of children engaged with the adult at any one time. My observations informed my reflective journal entries, for example I engaged in deliberate noticing of children engaged in unsupervised play because this might reflect certain pedagogies at play in the context of learning. This was also to ensure true representations in the classroom environment, ‘typical’ to the participant.

In preparation for the Elaborated Interview, I reviewed all the pieces of film and broadly categorised them against the key pedagogical approached informed by Sim et al. (2018) based on what I observed. I looked at teacher’s actions and dialogue; I paid attention to their questioning techniques and use of reflection, language/vocabulary building with children, for example, whether they led to co-collaboration and construction of knowledge, problem solving,  and extending children’s thinking, or whether knowledge and skills were directive and informative. It was useful to regard children’s engagement in response to this. Furthermore, it was important that I took account of a teacher’s physical position within an interaction; I watched if and how they were supporting interactions directly, form within a small group, individually with a children, from the front of a large group, or from the outside/outskirts of children’s self-initiated play and I watched if and how this evolved. Did they teacher enter any child-child interactions and play? Did the teacher remain as a passive observer in the interaction? Did they direct the interaction, or let it play out? I noticed whether the teacher used resources to enhance the interaction, and whether they shaped the interaction by guiding children to a particular area of provision. Any other pedagogies that were outside of these descriptors were noted and stored additionally. I selected six excerpts of film from the videos I took in an attempt to showcase the individual’s enactment of pedagogy. I felt that by selecting film clips myself would be a way to save time during the elaborated interview because I found that there was a large amount of footage to review for each participant. However, I gave the participants the opportunity to scroll through the entire collection of videos and view any films they were interested in looking at before the Elaborated Interview commenced which we may not have reviewed. This collection of films was used to inform reflection and stimulate discussion, in addition to the ladders developed during the laddering exercise, at the beginning of the Elaborated Interview. 

Stage Two: Laddering

Born from PCP, devised by Hinkle in 1965 and named by Bannister and Mair (1968), laddering is used with participants as a technique to surface value-laden constructs (Francella, 2003).  Participants were asked to consider constructs, “bipolar abstractions…standing in contrast to each other” (Epting, Suchman and Nickeson, 1971, p.513) in response to a question, with an explanation of why the preferred pole is favourable to the other. (Franscella, 2003; Neimeyer, Anderson, Stockton, 2001). This process is repeated until the participant could no longer provide an explanation to the question, “why?”.  

Although it is favourable to elicit the opposite pole, Franscella notes that this is not always necessary if the interview is ‘running smoothly’ (Franscella, 2003, p. 114). Active listening techniques were employed, to get as close to the experience as possible.  (Franscella, 2003).  Franscella advocates that one must remain aware of the participant’s ease or difficulty in constructing into words their superordinate constructs. If participants find it increasingly difficult to articulate meaning the researcher may step in and offer help, not with words but to provoke the elicitation of meaning, to draw on the understanding behind the participant’s words. This follows the hermeneutic principles within IPA.  

This process aimed to help participants make connections between their ideal pedagogy, specifically for year reception, and core beliefs. Set questions were prepared (Appendix 11). Franscella (2003) finds starting at a very subordinate level serves as a useful theoretical purpose.  From reviewing the existing literature, (Moyles et al. 2002; Siraj‐Blatchford, 1993) I thought it was important to consider why participants decided upon a career in education, why they were drawn to the age group early years, and what they regarded as effective teaching and learning in the reception year – all subordinate constructs. I also wanted to take account of Siraj-Blatchford et al.’s (2002) view, acknowledging learning environments to be an important part of  early year’s pedagogy. I encouraged participants to expand on their answers where possible (Franscella, 2003). This helped to develop a rich description of their beliefs. Furthermore, Franscella highlighted the needs to be aware of answers that have come before. If I recognised a reoccurrence in a participant’s answers, I questioned again; the same response would indicate the top of the ladder was reached, and a superordinate construct elicited. 	

I transcribed each laddering interview, each lasting for approximately one hour (Appendix 12). By listening to the audio for the purpose of transcription allowed me to relive conversations and assisted me in drawing on key words and phrases to denote a participant’s stated pedagogical beliefs, which were presented visually in a ‘ladder’ (Appendix 13). Ladders were shared at the beginning of the Elaborated Interview for two purposes; firstly, to member check with participants that my interpretations were representative of their espoused pedagogical beliefs, and secondly, to bring these to the forefront. Together with the film clips, I managed to lay a foundation on which to elaborate during the final interview. 

Stage Three: Elaborated Interview

The elaborated interview was designed to give participants a stage for critical reflection upon praxis, (where espoused pedagogical beliefs meet practice) and for discussion of the environmental context in which this is fostered or inhibited. 

Interview preparation

I was aware that my own experience and knowledge of early years, along with reviewed literature would inform conversations with my participants; therefore, I fully intended to carry out unstructured interviews, most consistent with my phenomenological ontology. However, as a novice researcher and somewhat anxious about conducting an effective interview, I decided that a semi structured interview would be a safer approach when undertaking my first piece of research because it provided me with structure (Oxley, 2016). During my training as a Trainee Educational Psychologist, I have developed skills of active listening, open-ended questioning and checking understanding through reflection, that I knew would provide a good grounding in carrying out an in-depth interview.

Semi structured interviews are commonplace in IPA studies. They allow for flexibility of questioning as they are adapted to follow the  participant’s lead and enable them to set their own parameters, permitting them to share their experiences in their own words (Hefferon and Gil-Rodriguez, 2011; Smith and Osborn, 2015; Smith, Flowers and Larkin, 2009). 

In preparation for interview, I constructed an interview schedule (Appendix 14) so topics I wished to cover within the elaborated interview could be planned for (Smith, Flowers and Larkin, 2009). Hefferon and Gil-Rodriguez (2011) argued that all too often, students produce schedules that are too long and comprehensive. As recommended by Smith, Flowers and Larkin, my interview schedule contained 6-7 questions. The questions were developed through a conscious reflection of the questions I thought would elicit the best description of their experience. Since meeting participants on previous occasions, I had already begun to develop rapport; they were more at ease and comfortable talking, thus I decided upon additional question prompts that were used to invite participants to explore their answers more fully, opening up and ‘unpacking’ their descriptions in order to be more analytical. This enabled a greater balance between open-endedness and guidance (Smith, Flowers and Larkin 2009). 

I rehearsed my schedule before each interview commenced so that I would feel less reliant on it during the interview and so it would not become a distraction.  This way, I would ensure that participants continued to feel comfortable. 


The Elaborated interview – a semi structured, in-depth interview

The elaborated interview was a semi structured interview designed to explore further in detail, participant’s individual pedagogical beliefs and praxis, in line with the ideographic nature of the study (Smith, Flowers and Larkin, 2009). Each interview lasted a minimum of one hour, two lasted beyond an hour. They were audio recorded and transcribed (Appendix 15).

Before the interview commenced, participants were presented with their ‘ladders’, elicited through the laddering exercise. These were reviewed, used as a way of checking that what they contained was captured accurately. 

Next, the selected six excerpts of reflective video observations were played to the participants, to serve as a stimulus for discussion during the interview.  I wanted the film clips to illuminate the participant’s enacted pedagogy.  Revisiting their espoused pedagogical beliefs (ladders) allowed participants to assess for themselves how synonymous they were with what was captured on film, or whether a “belief-practice gap” was experiences as a result of a discrepancy (Li, Wang and Wong, 2011, p. 6). This process describes the emergence of ‘a culture of praxis’ as beliefs and practice are negotiated (Li, Wang and Wong, p.252). As previously stated, my aim was not to critique their teaching practice, rather to cultivate a space for critical reflection. Although not an expectation, where a ‘belief practice gap’ was experienced and emerged, this was worked through within the interview. For example, two of my participants became emotional as praxis emerged; this was sensitively explored during the interview and a debriefing session was offered at the end. If a practice gap was not experienced this was also explored supportively within interview. 

I conducted the semi structured interview, using the interview schedule when the participant was relaxed and ready. Whilst the interview was underway, I strived for this to be participant led. This was achieved through active listening and probing sensitively so that a deeper understanding of their lifeworld was explored. Occasionally, this meant that I needed to follow up matters that had arose in the laddering exercise or earlier on in the interview, even when they did not necessarily form part of the interview schedule. Smith, Flowers and Larkin (2009) believe that these unexpected turns can often become the most fruitful during the interview because they often invite us to learn about something unexpected.

Something I needed to be aware of during my time with participants was my own experiences and life story as a reception class teacher. I tried to put aside my own preconceptions and be open to the accounts that my participants offered without this becoming unnatural. Oxley (2016) calls this ‘deliberate naivety’ (p. 59), where the researcher remains receptive, by listening to the participants descriptions without being influenced by their own assumptions. I believe my curiosity for the subject matter enabled me to do this. As the participant’s words became my sole focus, and as I attended closely to them, I was able to more effectively “bracket” my own pre-existing assumptions and concerns (Smith, Flowers and Larkin, 2009, p.64).

3.3.4 Analysis

“The essence of IPA lies in its analytic focus”
Smith, Flowers and Larkin, 2009, p.79

In the case of IPA , analysis draws us towards the participants’ attempts at personal meaning-making, assigned to their experiences. I followed the main principles laid out in Smith, Flowers and Larkin, (2009), which were applied flexibly to the elaborated interviews.

I decided I would work within the heuristic IPA framework of Smith, Flowers and Larkin (2009) and similar framework provided by Smith and Osborne (2015) and Martin and Atkinson (2020) but inevitably this stage is a collective effort of both participants’ and my own interpretations of their thinking, the double hermeneutic. 

These are the steps I followed:
i. Familiarisation with Data
This involved reading and re-reading the transcript, to become immersed in the data. It was helpful to read from the transcript whilst listening to the audio recording and make notes of my most powerful recollections about the interview. It was important that I was focussed on the participant’s account by slowing down the propensity for a sudden reaction to the transcript, with a tendency for quick reductions. By taking an active engagement with the data, allowed me to look for structures and narratives about specific events, to develop understanding. 

ii. Initial noting: Generation of descriptive, linguistic and conceptual comments.
This is the initial level of analysis and “examines semantic content and language use on a very exploratory level” (Smith, Flowers and Larkin, 2009, p. 83) to discover specific ways the participant “talks about, understands and thinks about an issue” (Smith, Flowers and Larkin, 2009, p. 83). I generated descriptive comments which focused on the content of the participant’s accounts; linguistic comments explored the specific use of language and interrogative meanings form conceptual comments (Appendix 16). 

iii.  Developing emergent themes
Developing emergent themes consisted of mapping interrelationships, and consideration of patterns and connections between the explanatory notes. Emergent themes were expressed as phrases that spoke to the psychological essence of the comment (Appendix 17). This move away from the text felt a little uncomfortable but represented the hermeneutic circle as I was given a more central role in analysis. This resulted in a virtual collaboration between me and the participant. 

iv. Clustering emergent themes, searching for connections to produce higher-order themes
This involved clustering emergent themes together based on how I interpreted their drawing together (Appendix 18). The clusters were given a name, which produced a higher-order (sub-ordinate) theme (Appendix 19). As the clusters of themes emerged, the transcript was checked to ensure the connections between themes worked. At this stage, I felt a close interaction with the text. 

This stage of analysis was taken a step further and I focussed on developing an understanding about polarization of the themes; I looked for oppositional relationships which coincided with my research question. I labelled these enabling and restricting factors, respectively. Furthermore, I was interested to examine  their relative functions by their positive and negative presentation in terms of their meaning to individuals (Smith, Flowers and Larkin, 2009).

v. Continuing analysis with the next interview, repeating steps 1-4.
At this stage, some researchers can decide to use themes and sub-themes from previous participants to orientate the analysis of subsequent data (Langdridge, 2007). Smith and Osborne (2015) and Smith, Flowers and Larkin (2009) recommend for a small number of cases, and for a student’s first IPA research project, the analysis of all successive cases is started as if they were the first. I decided to adhere to the ideographic nature of the study because I was committed to understanding the individual in each personal account. 

It was important that I remained reflexively aware; knowing what had come before and remaining open to the possibility of newly emergent themes, different to each new case.

vi. Identifying patterns and idiosyncrasies across cases
This was a creative exercise that involved looking for patterns across cases. For me, this meant I laid out the subordinate themes for each participant and looked across them.  This allowed me to find ways in which one illuminated another, identify connections and notice the richness of how extracts were used to highlight themes across participants (Appendix 20). 

Smith, Flowers and Larkin (2009) claim that analysis is ‘multi directional’ whereby there can be a ‘shift between different analytic processes’ and states that ‘dynamism is at the heart of good qualitative analysis’ (p. 81). I found this resonated strongly with me during the analytic process as I tried to preserve the idiosyncrasy and uniqueness of participant’s accounts, as each step comprised moving slowly from the part to the whole. My obligation to each participant was important in this process and I found myself moving in the other direction, having analysed the whole text, I was pulled towards quotes and passages that strongly resonated for a detailed, more enlightening reading of extracts.  In some cases, this led to a reconfiguration and relabelling of themes, for example I played around when labelling The Increased Visibility and Expectation of Performance within Systems for some time. For me, this ensured that I could present my data which demonstrated its complexity and individual focus, whilst representing a coherent and organised data analysis, accessible to others. I have presented a table of superordinate themes, showing subordinate themes nested within them, which demonstrates the theme for each participant (Appendix 21).

3.3.5 Quality in Research 

Often a researcher’s choice to use a qualitative approach to research has been regarded  as a ‘soft option’ (Whitehead, 2004 p. 512) because the journey from methodology to analysis is unclear (De Witt and Ploeg, 2006).  Baker, Wuest and Stern (1992) argued that ‘method slurring’  (p. 1355) can be uncovered in qualitative methodologies because researchers choose to used methods derived from multiple methodologies. However, Whitehead (2004) reasoned this was permissible if methodological decisions are explicitly made, their theoretical underpinnings are given, and are outlined in relation to the other methodological choices. I made the choice to use different tools, brought together under the theoretical heading of IPA, grounded within phenomenological foundations. This thesis has illustrated my decision-making journey; I have explicitly provided detailed reasoning about the choices I have made to fulfil this research. 

This qualitative phenomenological research design dispels the ideal of a positivist notion of a fixed reality to be measured, questioning its rule of rigour. The nature of truth contests that within this type of research, context-free assertions are not made, and therefore research findings are not generalised. I aim therefore to seek ‘trustworthiness’ through this research (Lincoln and Guba, 1986, p. 18) and refer to Yardley’s (2000, 2008, 2017) guidelines. 

The four broad principles that Yardley alludes to will outline my intensions for ‘trustworthiness’ within the remit of this study.

Sensitivity to Context

This is an area that has encouraged me to gain critical awareness and sensitivity to the highly contextualised and culturally bounded arena that I have stepped into within this study. Therefore, I was mindful of social cultural effects that may have impacted participant’s perspectives, effecting their explanations and experiences and consequently how my interpretation is understood. 

I have an appreciation of the interactive nature of data collection that required my sensitive communicative approach. Skills of empathy, attunement and a continuous attentiveness to the shared interaction and building relationship was key, this included an awareness of potential power differentials (Smith, Flowers and Larkin, 2009). Throughout the process I remained reflexive; to remain ‘aware’ is essential and I endeavoured to make field notes and I kept a reflexive journal to record my own journey. 

I have employed a sensitivity to data when giving the participants ‘voice’ in research. This required careful selection of extracts from participant’s responses, where an argument is made.

Commitment and Rigour

I have endeavoured to pay due care and attention at every stage of this research to ensure commitment and rigour. I have sought to gain access to the phenomenon from more than one perspective, which included ‘laddering’, conscious reflection and in-depth interviews, highlighted beneficial by Smith, Flowers and Larkin (2009) to provide a detailed engagement in the topic. My commitment to elicit detailed analysis through immersion in my data will contribute to this criterion (Yardley, 2008, 2017).

Additionally, I have ensured rigour was achieved by responsibly ensuring I gained regular supervision to maximise my commitment in carrying out a thorough study and to address the study’s demands (Smith, Flowers and Larkin, 2009).

Transparency and Coherence

I have aimed to show transparency throughout the research process. This was particularly important when dealing with interpretation of the data. Despite Brocki and Wearden’s (2006) reminder to researchers that interpretation can produce an  effect of diluting answers due to the ‘unitisation’ of responses (p.100), Beresford (2005), cited in Mjøsund, et al. (2017) promoted the claim that “experiential knowledge and perspectives with less distance between experience and interpretations can contribute to more reliable and accurate ﬁndings” (p. 267). Therefore, my personal experience of the subject has been used as an effective means to form robust justifications, clarifications and explanations, which can go towards overcoming any misconceptions.

Impact and Importance

The final principle is emphasised by Yardley (2008) to be the ultimate test of validity and is assessed on the effect this research has on those encountering it. I hope through my research there is something to be learnt from hearing the voices of those who shared their accounts in this study. 

Whilst Smith (2011) is supportive of a criterion for assessing the quality of qualitative research, he professes that this will hinge only on a matter of judgement and is wary of such ‘simple checklists’ (p. 15). Although Smith (2011) signposted researchers in the field of IPA towards Yardley (2008) as a reputable framework to use reflectively within research, Smith has further emphasised a set of principles which he has developed. Whilst many validity measures consider the processes involved in research, Smith believed this is not the ‘primary purpose’ (p.15). Smith (2011) contends products of research should be under assessment. From his rating of 51 papers, he concluded  a ‘good’ article comprises thorough and in-depth analysis, where there is evidence of a strong interpretation that effectively illustrates the complexities arising and offers the reader a window of richness as well as nuances between participants. This has provided me with further scope for reflection as I carried out my analysis, and during the process of write up. 

3.4.0 Chapter Summary

This chapter justifies why IPA is the chosen methodological approach for this study. In this highly contextualised study, IPA seems perfectly suited, unlike other methodologies, because it offered me a way to explore experiences in their own terms and ‘go back to things themselves’ which are understood through the interpretation of accounts (Smith, Flowers and Larkin, 2009). 

By using a flexible framework such as IPA, there is ‘scope to push the boundaries’, advocated by Smith (2004), which  has allowed me to introduce variable methodological elements, which has produced a deeper, more considered and richer data set regarding pedagogical beliefs and factors that inhibit or support those beliefs being facilitated in practice, all the while showing a commitment to the individual voice.













Chapter 4 – Analysis 

4.1.0 Methodological Process

This section considers the methodological process, focussed on what happened during the laddering exercise, the tool in service of IPA.

I had four participants in total, three females and a male and assigned each a pseudonym. One participant reflected she was glad of the opportunity to talk about her experiences whilst, on the other hand, she was concerned her interview would be heard by others; I reassured her that her data was confidential, and she would not be named at the time of writing. However, my reflections for careful consideration about how I would seek to anonymise participants’ through this chapter is poignant.  Therefore, I have chosen names that could be assigned to either sex because I did not want to compromise any one participants’ anonymity or have readers make gender specific assumptions. Furthermore, I have made the choice to adopt the singular ‘they’ pronoun rather than referring to participants as ‘he’ or ‘she’ to further protect individual’s wishes to remain anonymous. The updated American Psychological Association (2020) Publication Manual of the American Psychological Association (7th ed.) endorses researchers the freedom to use the singular pronoun ‘they’ because it is an inclusive term for all people and helps writers and readers avoid making assumptions about gender (APA, 2020, Bradley et. al, 2020). 

Below are extracts taken from my handwritten field notes to record my reactions to participants and to journal how I have felt throughout the research process, to ensure my transparency and to remain sensitive to context. 
 Alex
Alex had experience of teaching different age groups and had taught for approximately ten years. Alex was the Early Years Leader in their school and full-time reception class teacher.
During the Laddering exercise and Elaborated interview, I sensed Alex found it difficult to extract and espouse their core beliefs and values. Much like a metaphor of ‘steppingstones across water’ can describe Alex’s journey or ‘discovery’ of their pedagogical beliefs. Alex stepped from stone to stone, deciphering their espoused beliefs about pedagogy. Occasionally, Alex became ‘unbalanced’, plunging into the surrounding water. When this happened, Alex drifted towards a practical, ‘working’ description of their pedagogy, adopted over many years of teaching, typically based on the expectations of school, not necessarily what I assumed Alex believed. It seemed Alex could more easily and naturally express their values about why they entered into the career of teaching and found reflecting on their ideal teaching and learning more difficult.
After the Laddering interview, when the Dictaphone was switched off, Alex reflected; “I didn’t know I felt that way about a lot of my values”;  I interpreted this to be a discovery of values and beliefs. Alex admitted that there were ways they would like to practice and ways they felt must be carried out in practice, determined by the expectation of the school with the two often becoming confused.  

Sam
I was nervous interviewing Sam, the first participant to be interviewed. I was apprehensive about executing the laddering exercise correctly and this made me more conscious of my approach. However, Sam made me feel relaxed and together we built a good rapport, making subsequent interviews easier. 
Sam had worked in the same school for several years. Sam revealed that they were bullied in their previous management role by senior leaders and felt judged by others over the years.  In this sense I felt Sam was more alert to societal judgements people make about each other and this was echoed strongly in Sam’s values and believes about pedagogical practice.
Sam believed education in early years was a powerful means for teaching the values of respect, diversity, and tolerance to others, from early on. I sensed Sam felt very connected to the community in which they served as a teacher because Sam felt accepted here. Sam talked about a strong sense of belonging to the school staff and wider school community that made me wonder whether Sam had missed out on community cohesion, feeling accepted and included, in their own experiences of childhood and growing up. 



	Rowan
Rowan was the longest serving teacher I interviewed. Rowan had taught for more than 40 years. At the time, Rowan was an Early Years Leader and full-time reception class teacher. 
I felt comfortable and at ease speaking with Rowan. From all my participants, I felt Rowan was most certain of their personal values and beliefs and was able to articulate them well. However, I wondered whether they were hidden under a confidence that had been knocked over the years. Rowan spoke of past experiences of bullying from senior leaders, on more than one occasion, between different schools. 
Rowan was encouraged to participate in this research by a friend, who had accompanied them to the Early Years Network meeting where I had presented my research, looking to recruit participants. In conversation, Rowan reflected after the first Laddering interview, “I didn’t know what I would have to say that you would be interested in”. Unlike other participants, Rowan had seen early years initiatives come full circle over the years. Therefore, I wondered whether this made Rowan more grounded in their beliefs. Rowan spoke from the heart, not blinded by the unusual context of ‘research’. 
In Rowan’s articulation of strong values, Rowan delivered them with great assurance and I wondered if this was a way to provide a sense of self-validation during a reflective moment in time where Rowan recollected difficult and occasionally a painful journey in their history as a teacher, having been told they were ‘wrong’ on many occasions. Therefore, Rowan held tight their beliefs and values.
Many of Rowan’s colleagues were headed or were at retirement age; Rowan expressed a desire and motivation to continue in ‘the job I love’ because of their love of being amongst ‘children being children’ and the privilege to be able to shape innocent minds. 


Amari
For interviews with Amari, the unsaid was louder than the spoken word. Amari brought heightened emotion to the room and was often teary eyed, quietly spoken, and hesitant during the interview. Amari often did not always appear to have the answer to the questions I asked, and I felt this came from a place of feeling despair and worthlessness, rather than not knowing. 
Teaching was a second career for Amari, who joined the profession later in life. They had been teaching for approximately four years. Previously, Amari worked as a data analyst, and explained how different teaching was as a profession. They began as a volunteer, working in a nursery and found how connected they felt to children, and decided to make this a career they pursued. 
Beneath the surface, Amari was alone in their beliefs and values related to pedagogy. It bothered Amari that nobody shared the same values in school. Amari was thankful for the opportunity to share their thoughts with someone who had offered to listen. I sensed this gave Amari the permission to raise any issues and worries consuming them. 
From all my participants, Amari was the most emotionally vulnerable. I felt Amari had felt safe in our conversation and was therefore able to release concerns that had built over time.  Amari was offered a debrief after both interviews but admitted feeling ‘better’ after having the space and freedom to talk. 






4.2.0 Laddering commentary

In the table below (Table 1) I have presented each participant’s top rung of the ladder, for each question. This is followed by a short commentary which informs the reader about aspects of their laddering journey, also informed by my own reflections.
















	
	Laddering questions

	
	Why a career in Education?
	Why the age group, ‘early years’?
	What is effective teaching and learning in reception class?
	What is an effective classroom environment in early years?

	Sam
	Instilling/teaching human values: respect, tolerance, inclusion, compassion towards others
	A balanced curriculum – teaching and learning for the whole child
	Purposeful play: play has meaning to the child

	Encouraging independence


	Alex
	Advocacy for children and families
	Offering a nurturing approach
(mothering side of personality)
	Developing self-awareness in children so they can recognise in themselves their own emotions, mental health and have resiliency
	Uninterrupted play with children, following their lead, getting to know them individually to build relationships


	Rowan
	Ensuring children are happy and feeling secure so that they can learn
	Ability for the adult to inject and model language for children 
	Adults have the knowledge and/or resources to move learning on
	Ability to be free, run around and be children

	Amari
	Prepare children for the future by developing their independence
	Freedom to build relationships

	Developing children’s sense of pride so they are motivated to do their best for themselves
	Children to be in provision engaged in purposeful play 
(developing the skills of perseverance and resilience)


Table 1: Laddering Exercise - Participants responses upon reaching the tops of the ladders.

These results represent the journey of discovery towards core beliefs, within which participant’s pedagogical beliefs were expressed during the process of laddering,  which ascertained the belief or value beneath them. A short summary of each participant’s engagement in the laddering exercise will now be given. Where any extracts are provided, these are taken from the laddering exercise interview to illustrate participant’s views.

i. Sam

Difficult experiences of Sam’s own schooling suggested to me that Sam was determined to make positive change through education, stating, “we can change the world by giving the right start in life” (27). A belief in imparting important life skills, Sam believed could influence children’s futures. I reflected this had been missing from Sam’s own school, therefore, the opportunity to do it better was the draw to education. 

I detected a painful thread running through Sam’s accounts, which related to past experiences of bullying and feeling judged by wider society. We can infer that Sam felt it was important to positively shape young minds with positive moral educational values, illustrated by the phrase, “to get in there before it's too late” (36). Sam’s narrative suggested to me that Sam was prepared to tackle a wider societal problem within the community, stating, “we can break this, we can break the cycle” (43) through education. Sam emphasized their role was to model how to teach “human values” (92).

Sam placed great importance on freedom within early years. This would suppose that Sam did not believe in teaching in a constricted manner, leading to a narrowed identity. Sam’s accounts referred to the merit of teaching through exploratory play, as opposed to structured learning because “you’re going to get more out of them by following their interests” (856-867), fostering confidence and valuing an unfolding capacity for children’s advocacy.

The laddering exercised served to further dismantle the notion of play. I sensed for Sam, it was important for children to have a voice, to enable self-expression and individuality. This signalled play as a powerful medium, helping to support children’s wellbeing and mental health. Sam’s reference to ‘another’ within play context, taking on Vygotskian principles, inferred Sam saw themselves as a supportive adult, whose role was to provide support and challenge to enable children to, “make sense of life, to make sense of the world” (517), yet placing great importance on children fulfilling their independence, was the ultimate goal for an effective learning environment.

In a step further, Sam advocated for “structured learning opportunities” to be available “should the child wish to access it” (53). However, I wondered if this entirely sat comfortably within Sam’s constructs but led me to appreciate Sam’s belief in a balanced curriculum, where the whole child could be nurtured.  

Sam believed the importance of designing one’s room for “movement” (797) and cross-over of resources reaffirmed the belief in choice and ownership. Sam explained, “then they can do what they want within it. They can make it what they want” (804). I interpreted this to mean that learning is made purposeful and relatable.

ii. Alex

Relationships underpinned teaching as a career for Alex. Likewise, for Alex as for Sam, making a difference to family lives was important:
“…what we want is for those children to be happy and if that means that ‘you’re [parents] having a bad day and you come and tell us, and we help you” (88-90).
The deeper I delved elicited an interpretation to show Alex’s belief in advocacy for children and families that considers their wellbeing, supporting them to overcome issues that negatively affect family life. Alex emphasised support extended to families has a positive impact on the child. 

Working with younger children Alex explained, “you get more little moments” (144-145). I framed my understanding of ‘little moments’ to describe a child’s naivety to the world, with the ‘little moment’ resembling a milestone in their development. Referring to its importance, Alex stated, “you (.) put all that input in” (168-169). This statement referred to the impact of making a difference to children, framed within a nurturing approach:
“I’m just one of those people, I just quite like to…to mother people. And to have a bit of an impact” (193-194). 

Interestingly Alex returned and recapped these sentiments, in what felt like a cementing of their beliefs, returning to the core of what was important for Alex.

Alex’s pedagogical beliefs had evolved over time that now promoted teaching and learning in reception reflected as:
“…child-led learning and their interests are extremely important….[pauses]… As opposed to…as opposed to everybody sat down at the same time doing whatever I’ve said we’re doing today” (226-230).

Alex placed importance on creating a “balance” (226) between child-led learning and children’s interests whilst taking into account curricular focuses. These objectives Alex described, are nested within activities that the children find motivating: 
“So, the majority of the time the children are in provision and they choose their own learning. I try to put activities out that I think they will be interested in that also hit some of our objectives that I think they need” (235-237).

From Alex’s account, I perceived the teaching role was used to shape the child’s play towards achieving objectives, prescribed within the EYFS. There seemed to be some confusion and lack of consistency within Alex’s stories that I felt needed to be unpicked. On exploration of why child-led learning was important for Alex, Alex expressed that children “value” (259) this type of learning as opposed to formal methods.  Referring to adult-directed learning, Alex said, “they’ll probably do it to whatever standard I accept from them but…if it’s not their idea, they don’t value it as much I find” (260-261). The important word noted here is ‘value’ to emphasise its association with the level of engagement and motivation demonstrated, which in child-led learning, Alex alluded to is higher. When children valued their learning, Alex observed, “The engagement. The happiness. They want to go off and have another go themselves. The independence” (265-266) and I felt was the essence of why Alex marked it as important. 

Through laddering, I pursued why child-led learning was important because I sensed for Alex this pedagogy was more highly valued. Alex felt it gave children “a sense of purpose that their ideas are good ideas and their creativity is, sort of, welcomed” (282-283) which means children are free to learn and develop concepts through ideas that make sense in their experiential world. I witnessed Alex’s commitment to developing skills in children that enables them to detect feelings through developing emotional literacy, supporting self-awareness and recognition of emotions, mental health, and resiliency.

iii. Rowan

Rowan revealed an “affinity with children” (6) and an aspiration to “make a difference” (8). Rowan alluded to a  preference towards working in schools of higher social deprivation. I sensed Rowan believed a greater impact would be achieved from working in schools where families are considered more dependent on the support that schools can provide. Rowan considered this factor and mused, “…probably subconsciously I’ve always chosen to work in schools where it’s been challenging, and the children need stability” (26-27).  Children feeling secure and safe resonated strongly with Rowan, who returned to this point in conversation at different stages within the interview. I reasoned that Rowan saw their role as providing stability, which from my interpretation, ultimately is essential for learning. 

My understanding of early years pedagogy, led by a child-centred exploratory learning approach was highly regarded by Rowan, who explicitly referred to this approach as the best way for learning. From Rowans’ accounts, I was able to discern that Rowan was passionate about this way of teaching. There was an onus on free choice; Rowan expressed, “if the child is interested it doesn’t matter what they learn really does it” (233), leading me to appreciate that a child’s motivation is the essence to engagement and learning, which, I inferred in early years is provided by an open ended environment that invites the child to ‘learn’ in the way they wish to do so. 

Rowan identified the adult’s role, characterised by strengthening learning already taking place, through an injection of language, taking the form of Vygotskian principles. I really got the sense from Rowan that learning occurred whether the adult was present or not, if the environment is set up to provide a range of opportunities.  I inferred that objective-led learning opportunities are not needed unless they are highly specific such as ‘floating and sinking’, for example.  For Rowan, the adult role is an addition enhancement to learning occurring in provision, who with a knowledge of child development, can move learning forward.

Rowan suggested that giving children ownership over their own learning was important. This  places value on  children making their own choices:
“letting them explore and be creative themselves…and using their imagination, you know, it’s really all those characteristics of learning that you get when you play” (441-443). 

I felt that Rowan’s endeavours were unrestricted, learning had no limits and “that’s when the best learning happens” (520). Rowan reflected on the importance of outdoor learning, associated with better opportunities for open-ended play, where Rowan believed the “best play happens” because “I think they have the space to like, be free and run around and be children” (543). I wondered whether Rowan’s pedagogical beliefs and values are reinforced in light of seeing the potential of unlimited opportunities in outdoor learning, values that are “less restrictive” (561), “good for your mental health” (566), and where children can “unleash” (573) their energy and by “just experiencing things and they’re learning all the time” (590-591) can be best facilitated.

iv. Amari

Amari found articulating their pedagogical beliefs the most difficult. I found that Amari was nervous and emotional at times that I think affected Amari’s ability to communicate their beliefs.

Similar to other participants’ accounts, Amari valued making an impact on people’s lives,  “you want to set them up for life (.) to be independent little learners, to look back and think ‘right I remember how to do that’” (49-51). Amari’s placed great importance in building the foundations of basic skills, essential for independence.

Amari explicitly referenced a need to “nurture” (150), for children “to feel safe and cared for” (150) because ultimately, Amari argued ‘our future’ (157) rested on these individuals. Amari  drew my attention to children who were “missing that something that makes them that rounded person” (160-161). Amari alluded to ‘stability’ and framed this belief within the idea that the receipt of nurture was ‘what was missing’ and what Amari endeavoured to provide. 

I was curious about Amari’s involvement in play and I sought to find out more. Amari exclaimed, “they just take you for who you are don’t they?” (257). Mutual acceptance seemed embedded in this remark since for Amari, “if you can’t have a good relationship with them, you can’t give your best to move them forward can you, which is what you want to do”  (265-266). Being a part of supported learning appeared to be an important aspect of this where positive relationships can be formed. 

Through a playful approach, Amari valued small group learning rather than direct teaching. For Amari, direct teaching was a part of the classroom routine but was characterised by, “modelling” (275), talking and exploration where learning can be extended and “any misconceptions” (309) addressed. Amari placed high importance of teaching maths practically. This suggested to me that Amari valued an interactive approach, supported through mediation.

Amari referred to this philosophy they valued “in an ideal world” (299), which inferred Amari did not always enact what they believed. Amari gave a passionate account about approaches taken in the school day that opposed the ‘ideal’, and which Amari found difficult to let go. This was an emotional narrative and the energy in the room rose. It seemed Amari had a lot of pent up feelings about teaching restrictions, which needed to be released and were expressed in the interview.

Amari emphasised the idea that “everybody’s a different kind of learner” (356), which made me appreciate Amari’s personalised approach to learners. Amari believed learning should be creative, valuing all learners equally and discovering there was freedom within early years, “where you’re allowed to do what you need to do and let yourself be free" (372). Amari’s stories justified why giving children free choice was important; with less adult direction, children will develop pride in their own learning and be motivated to achieve. 

Amari acknowledged that a reception classroom should be “accessible…to all ranges of abilities” (397) because for children to feel free in their learning, outcomes should not be uniform. Amari believed using enhancements to guide learning, aided by planned “key questions for the adults…to have a bit of focus” (464-465). Ultimately, Amari emphasised the point of free learning that is purposeful because, “I don’t want them to grow up being a flitter (.) lacking focus and it all stems down from here” (508-509). This suggested to me that Amari believed spending time in purposeful learning to build skills of “perseverance”’ (523) and “resiliency” (523) was important. Amari applied their beliefs, in context and remarked, “but it’s a cut throat world at the end of the day and if you can’t show resilience and perseverance, you’re not going to get there, are you?” (522-524). I wondered if this was a reflection on personal experiences. 
















Chapter 5 – Results

5.1.0. Introduction

In this chapter I will present in turn my research findings to illustrate the superordinate and subordinate themes of which they consist. Participant’s responses are central to the interpretation of these results.
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Figure 5: Superordinate theme The Power of Knowledge with subthemes

The Power of Knowledge was a key theme for all four participants. Three subordinate themes, ‘They’re just not ready for it yet’, ‘Giving children the best start in education’ and ‘Raising the profile of early years within the system’ comprise this theme. Nested within the superordinate theme was an understanding of the construct ‘readiness’ that resonated strongly for all participants; I interpreted that this was underpinned by knowledge of child development and where the needs of young children are understood. All participants appeared to express a longing for the important work of early years educators to be acknowledged within the system,  where this is recognised and rooted in an understanding of the principles and practice of effective early years pedagogy. Together, all subordinate themes related to the power knowledge held within a larger system or individually, in which to support an understanding of effective ways to provide for the developing child.

5.2.1 [bookmark: _Hlk47189490]Subordinate Theme: “They’re just not ready for it yet”

Teachers frequently referred to the ‘readiness’ construct, using it to describe a child’s ability or inability to access learning they’d planned and delivered. When framed by the concept of ‘readiness’, I considered that participants could be using a process of externalisation or rejection of feelings consistent with blaming themselves for children not reaching standardised outcomes, arising from a reaction to the increased pressures of accountability. Sam’s anguish is evident when they weighed up their personal beliefs combined with a reflection on ‘making them do’, alongside further contemplation of conforming to the pressure within the school system:
”Because, the year before loved writing, you’d put the writing challenge out and it was the first thing they did before anything else. This year, they just didn’t want to entertain it. So, in my philosophy, in my beliefs, they’re just not ready for it yet. But are they just not ready for it or am I not just making them do it?” (172-175/1) 

I felt Sam’s conflict arose due to their knowledge and understanding of developmentally correct approaches that were incompatible with those informed by the system; thus, an under appreciation for their expertise in this area resonated. Similarly, wrapped in frustration, Amari expressed:
“If somebody’s not ready to do it, you can’t. Out of all the teaching in the world you can’t make them ready (.) if it’s not happened yet, it’s not happened” (340-343/4).

Underlying Amari’s frustration, I get the sense they tried to emphasise their upset and found the best was to explain it was to shape their opinion in theoretical knowledge of child development. A belief in the principles of Piagetian stage theory, suggesting a naturally unfolding development pathway for children, is echoed by this statement. Sam appeared to deflect the ‘problem’ of readiness by situating it in the child, rather than in themselves and their pedagogical choice, stating, “… that’s the cohort, it’s the children” (214/1), similarly, so does Amari, who claimed:
“You know, people are all so different, every cohort is all so different, sometimes you are going to have a really good cohort and other days, other years, you’re going to have a really pants one.” (397-399/4)

However, ultimately I wondered if this better illustrated a strongly held opposition for ‘schoolification’ and defiance to pressures imposed by school because as Rowan commented, “we can do that, as long as there’s a good reason behind it” (425-426/3). Rowan was confident about the needs of the children in their care and what to provide, which suggested to me, rather, that this remark reflected an opinion regarding requests or suggestions given by school management, about what is taught and how it is delivered. All participants wanted to root their pedagogical decisions in understanding the best regarded way for children to learn.  

5.2.2 Subordinate Theme: Giving Children the Best Start in Life	

This subordinate theme suggested to me that giving children the best start in life came from a place of nurture. There is a mirroring to what I have considered as an understanding rooted in child development from the previous subordinate theme. I chose the name for this theme because of an internal, perhaps intuitive understanding of basic needs of children. Sam illustrated this point in their remark, “I’m making difference to these kids. And I am doing what I believe is right for them” (583-584/1). Similarly, for Rowan, “[it’s] Not for me. It’s for them” (89/3), and “[I’m] making sure children are happy and secure so they can learn” (16/3). Alex drew on their own experiences of childhood by referring to the influential figures who have shaped them as a person, and which emphasises the importance of providing essential care and nurture, reflective of Alex’s relationship with their own immediate family, “My Mum and my Grandma are a massive part of how I am now. I’ve had some amazing teachers” (320-321/2). This suggested to me that for Alex, central figures have impacted Alex’s approach to teaching and the pedagogical choices they make. They made a further claim stating, “I don’t have children, but I want to be the teacher that I would want my child to go to” (151-152/2). In this respect, there is an appreciation for the strong attachment of a parent to their children, particularly mothers, who, when placed in the care of ‘another’, trust is implicit and assumed. Trust is situated in the ‘other’ (in this case, the teacher), to provide care,  like in the home, and represents Alex’s though towards easing the anxiety of separation between parent and child when starting school. Alex accepts this role and explained, “I honestly think that if I can do all of that they will be the people they need to be later” (312/2), placing themselves on a level with parents as evidenced in this statement: 
“They’ll be able to say, ‘do you know what, it’s fine, I’ll do it a different way’. ‘I can do those things because these people, my parents, my teachers taught me to do that, it doesn’t matter if it’s wrong’, ‘we just do it again’” (316-31/2).

I inferred that Alex was committed to shaping children in the same way a parent does, through nurture and love. This may seem like a leap, although Alex often became very emotional when reflecting upon individual children and expressed their views very passionately. 

To further explain my interpretation, I highlight other accounts of intuition and refer to Sam who said, “I’m doing the best I can for these kids in the way I feel is right for these children” (588-589/1). Using the term ‘feel’ symbolises this intuition I refer to. Understanding that is grounded in theory or typical child development knowledge is absent, rather these accounts symbolise an expression of implicit feelings. I too found Rowan’s accounts to strongly accentuate an intuitive knowing, that they found more difficult to express, but I got a sense of their meaning. Rowan said, “there’s not limit (…) children just to be free. To run and be children” (53-57/3). There is a deeper meaning running through these simple words that I assumed was Rowan’s construction of childhood. In allowing children to ‘be children’ depicts a strong indicator for how Rowan feels about fulfilling their teaching role: to nurture so children feel safe and secure to make confident choices, at one with their environment, which incites relaxed, happy children.

Although Amari did not make any explicit reference to this subordinate theme in their elaborated interview, providing nurture through quality relationships formed part of their pedagogical beliefs, espoused in the laddering interview. 



5.2.3 Subordinate theme: Raising the Profile of Early Years Within the System

Resonant in these accounts is a power struggle between the teachers and the hierarchy of leaders working within the school system. My interpretation highlights a negotiation between the school’s expectations of reception and their own pedagogical beliefs and understanding of how children learn best in their early years. Sam, Alex and Rowan all refer to the power of ‘reflection’ within their accounts. I understood that part of engaging in active reflection was an attempt to try to merge their own values and beliefs with those held within the system. Alex stated, “I’ve had to be really reflective” (293/2), whilst Rowan explained, “we are a very reflective team” (574/3) and Sam shared: 
“I think you’re not a good teacher if you don’t reflect. I think all teachers do it to some extent, maybe some are stronger than others and don’t do it as much, but I think if you don’t question yourself as a teacher, you’re not doing the best that you can” (636-639/1).

In my opinion, Amari gave me the impression they felt defeated, “Unless you’re in it, you can’t understand it, I really don’t think you can” (501-502/4).  I decided to name this subordinate theme, ‘Raising the Profile of Early Years within the System’ because underlying these accounts was motivation for supporting and enhancing other’s understanding of teaching in this age group. Alex said, “If somebody wants to know more, I’m more than happy to…[pauses]…to share, what we know and what we’re doing”  (562-563/2). Alex shared an appreciation with Amari when acknowledging other’s misinterpretation or confusion about early years, and stated, “I understand that if you don’t know early years, you don’t always know what you’re looking for…I know that”  (570-571/2). For me, Alex demonstrated sympathetic understanding for others, knowing the complexities of early years, particularly reception class teaching that others may find difficult to grasp. Rowan displayed an acknowledgement for others, stating, “although people say to you that they know all about early years, when you get to the nitty gritty, actually they don’t. That’s the hub of it” (428-429/3). 

I was led to the conclusion that teachers wanted to provide justification for their pedagogical decisions, and were open to new approaches of working, if they reflected their values and principles of early years. I wondered if Sam gathered theoretical backing purposefully, in order to defend or to provide others within the system a theoretical foundation: 
	“So, we’d looked at all the (…) stuff we believe in, we looked at everything, we did do	 our research don’t get me wrong, we didn’t just go in and say ‘Oh let’s just make it up	 as we go along!’ We did our research and we did what we believed in” (205-208/1).

Rowan’s accounts drew on a similar point of being able to justify their pedagogical decision, who exclaimed, “I could have justified it. I don’t have to justify it to me” (392/3). Rowan was assertive in what they valued and believed in the classroom, yet exclaimed “doesn’t mean to say that I’ve stopped learning, far from it, you know…we’re always looking for new ideas, reading articles” (87-89/3). I was led the conclusion that knowledge, research and articles did not arise from within the system, rather they were gathered from reputable sources within the early years community. I felt that in order to raise the profile in early years, these teachers actively looked for ‘the science’ in order to justify pedagogical decisions, making them more able to articulate, defend and assert their beliefs. 

5.3.0 Superordinate theme: “Doing a Good Job”
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Figure 6: Superordinate theme “Doing a good job” with subthemes

This superordinate theme contains three subordinate themes: Empowerment, Internal Locus of Control and Positive Feedback from Children. All participants experienced elements of this theme to a lesser or stronger degree. All participants had experience of feeling empowered within their role at some point. I was led to the conclusion participants felt a sense of empowerment when they were valued and trusted by management. The Internal Locus of Control referred to a sense of having ownership over their pedagogical choice. I inferred that Sam felt this to a lesser degree than other participants and Alex acknowledged greater control than other participants. Alex was a phase leader and I wondered if this theme was positively affected by this position. Lastly, the subordinate theme, Positive Feedback from Children was a theme for three participants, Alex, Rowan and Amari, adding to their sense of efficacy.  

5.3.1 Subordinate Theme: Empowerment

I inferred that it was important for these participants to feel trusted by those perceived to be situated in senior positions. Feeling trusted and valued lead to a sense of empowerment and helped to raise self-efficacy for these participants.  Sam referred to a time when the early years unit was moderated: 
“That’s what I love about early years as well is that you are trusted as a professional. You know that child. You don’t need to prove it by giving me several thousand pieces of evidence, for every strand” (238-240/1).

Sam appreciated that their professional judgment was valued. In this situation, Sam was able to articulate their understanding and knowledge of individual children, without needing paper evidence. Sam elaborated on this, stating:
	“…we chose the right people to come in [.] because she knows her stuff…and all that	 to kind of ‘back up’ what you’re doing, it felt good…” (245-248/1).

In this sense Sam experienced a sense of professionalism, and elicited positive feedback from the Local Authority moderator, leading to self-empowerment. This too is valued by Amari who said, “in there, having more of an emphasis on professional judgement” (242/4). This suggested that professional judgement, emphasised in the early years, is empowering for both Amari and Sam. I felt for Amari, exerting a professional opinion, was enabling, rather than restrictive. I perceived feedback was an important factor and source of encouragement, similarly for Alex who stated: 
“I [.] highlighted it and thought ‘yeah we do that’, maybe in our own way, those schools might be different, but we do those principles of what they think is effective, we are doing” (619-620/2).

I perceived that these teachers ‘searched’ for positive feedback, whether this be from people in senior posts, government documentation or colleagues. I wondered if they searched for validation within different sources to help them gain a sense of accomplishment, value or success about the decisions they have made. I understood that these participants did not often receive explicit positive feedback from within their schools.  

Alex referred to this point in question, “I think one of the biggest factors is that the head trusts me” (198/2). This emphasised for me the value of empowerment for this teacher who was confident to make pedagogical decisions, adapting school expectations claiming, “I’ll find a reception way to do it” (534/2). The importance of feeling empowered to find ‘a reception’ way stood out for me in my interpretation because I sensed Alex experienced freedom in their role because this was supported by their Headteacher. This was shared by Rowan, yet I detected a different  undertone beneath their comment, “the happiest I am is when people leave me to make my own judgements” (139-140/3). I am hesitant to suggest that Rowan felt they were always left to make their own professional judgement, rather, I inferred that if and when it occurred, Rowan was appreciative. Yet, I perceived Rowan had greater confidence in their own judgements than the other participants. Rowan further explored and returned to this concept, “It’s much easier when, you know, people do trust you. Then you do what you can do best.”  (267/3). This resonates empowerment because the positive sense of efficacy within this statement is highlighted.  

5.3.2 Subordinate theme: Internal Locus of Control

I sensed ‘behind closed doors’ occurrences, captured in Rowan and Amari’s accounts. Rowan stated,  “if I believe in things really strongly. I always try and do it on the quiet”  (262-263/3).  I perceived that for these two participants, when the doors of their classroom were closed these teachers felt in control of their pedagogical choices, free from scrutiny. Amari commented, “get the children to get there by the way I want them to get there. If that makes sense?”  (385/4). I perceived that Amari valued the person pedagogical choices they made stating, “I can’t make myself into somebody else” (303/4); Amari said:
“And like they say ‘stick to your beliefs’ and manoeuvre them around what other people want to a certain degree. So, I give them a little bit of something of what they want, like a sentence” (383-384/4).

I understood that Amari showed an awareness of ‘them’ - the system’s expectations. In order to counteract pressure to meet these expectations, Amari modified approaches and found ways to meet their intended outcomes. However, this response made it likely that Amari was submissive to authority, prepared to comprise on curriculum focus or pedagogical decisions, but feeling that they were in control of decision-making. Likewise, Alex highlighted their awareness for whole school approaches, “whole school things (…) we’re still joining in but making sure that it’s not pointless” and “I don’t want to be that awkward person who say’s ‘no’ to everything. I like to save those for when I really need to say ‘no’.” (528-530/2).  There was an understated confidence in Alex’s accounts. From the four participants, Alex was successful and had managed to inject an understanding of early years into their school, which was respected. Therefore, I felt Alex possessed more control in their pedagogical choices and, moreover, showed more transparent decision-making. To further support this point and to illustrate the relationship between this subordinate theme and the superordinate theme, The Power of Knowledge, Alex explained:
“I think that if I really, really, really put my foot down  and went ‘absolutely not’ I think he’d know it was not me being awkward. It’s because I really believe in something different and I’ve got something to back it up” (206-208/2).

I perceived Alex experienced autonomy, overlapped with greater sense of empowerment.  Yet, however self-governing Alex felt, I assumed their reference to ‘something to back it up’ made Alex continue to feel vulnerable to questioning and scrutiny by the systems and so relied on their knowledge of child development to oppose challenge from those in authority. 

Sam talked about how learning from others, including contributions from research, had helped to develop their practice. During the laddering exercise Sam’s pedagogical beliefs, characterised by child-centred learning were strongly espoused, yet Sam’s internal locus of control did not come through as strongly and I wondered if a play pedagogy took time to embed. Sam stated, “eventually we found our own groove with it” (956/1). I regarded finding their ‘own groove’ implied some control over pedagogical decisions, but I inferred that this was a process of discovery alongside a year group partner, rather than pedagogical ownership, an enacted choice. 

5.3.3 Subordinate theme: Positive Feedback from Children

This subordinate theme was shared by three participants. It referred to how children responded to learning and the environment provided by these teachers. Alex referred to the immediate feedback received from children in the ‘little moments’ described within laddering. This was expressed in a mutual dialogue:	
“And I don’t know whether you can sort of put it in any other way because they are just those little…might get 5 seconds six or seven times a day but they’re just those…and what I get back from it, yeah” (25-29/2).

This suggested to me feedback from children fed into the individual’s self-efficacy and self-belief, supporting the notion of ‘Doing a Good Job’. 

Rowan had been the longest serving teacher and I believed that positive feedback from children was a strong determinant for Rowan’s continued service in the profession; this was expressed when Rowan reflected on colleagues who has since retired from the profession but whom had expressed their confusion about why Rowan remained. Rowan said, “Well, because I still love it. You know, I still get a buzz out of it.” (485/3). Rowan’s narrative gave me the impression that being amongst children was experienced in a way like no other; I perceived Rowan experienced such a positive physiological reaction gained through the enjoyment of engaging with children. Reflecting during the video replay, Rowan explicitly highlighted children’s reactions, stating:
“You can see on the videos that the children were all smiling, they were all joining in, they felt confident enough to ask me things, or, to just get on with it really” (103-105/3).

I inferred that Rowan felt responsible for instilling confidence into these young people, which provided validation for the pedagogical decisions they made. 

I perceived that Amari felt vulnerable to being scrutinised in their role, leaving Amari feeling very exposed. However, Amari felt accepted in the company of children, who stated, “you’re able to be yourself with them” (21/4). I believe, being amongst children symbolised the time when Amari did not feel judged by others. This placed an emphasis on acceptance.

5.4.0 Superordinate Theme: “I’m going to be keeping an eye on everything you’re doing”
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Figure 7: Superordinate theme “I’m going to be keeping an eye on everything you’re doing” with subthemes

This superordinate theme describes the psychological effects experienced by the participants. There are three subordinate themes that comprise the superordinate theme. The first subordinate theme, ‘Sometimes I have to do things, even if I don’t agree with it’ highlights the lived experience of the pressure to conform. I sensed the existence of a belief practice gap when participants referred to such times where they have needed to follow the school’s teaching expectations, which undermined their pedagogical beliefs. I felt that this issue resonated for each participant at some stage in the process. The second subordinate theme illuminates the affects; I named this theme The Suppressed Self. Both Amari and Rowan’s lived experiences strongly suggested a feeling of suppression, highlighting their vulnerability. Finally, the questioning self is a psychological effect where these participants ask themselves ‘Is my way effective?’, the final subordinate theme, a lived experience for all four participants. 


5.4.1 Subordinate Theme: “Sometimes I do have to just do things, even if I don’t’ agree with it”

This theme highlighted the lived experience for these participants working under pressure as an attempt to adapt to a system’s functioning, which from their combined accounts, I interpreted do not operate under a philosophy aligned to the principles and practice of early years education. 

Sam spoke about their pedagogy in both the laddering exercise and in the elaborated interview with optimism, clearly articulating passionately held pedagogical beliefs. However, Sam expressed, “It’s hard to go against the grain” (180/1) in a subdued manner. These words created an atmosphere in which Sam paused, and was hesitant to continue, giving me the impression that the pressure was difficult to bear, characterised by a gradually unfolding belief practice gap. There was an air of defeat in Sam’s words, who reflected further, “I think we’re limiting. I think we do, in education, we just limit children.” (273-274/1) and “I find myself doing my lessons like that and I really didn’t agree, I really didn’t find it easy at all because it just didn’t work to me” (687-688/1). Repetition of the word ‘limit’ accentuates its meaning and relevance for Sam. Sam acknowledged undertaking pedagogical practices that contrasted with those Sam valued, yet implied children were restricted by these methods, and this implied a further suggestion of a narrowed curriculum.

Likewise, I deduced that Amari shared Sam’s experiences: 
“They want it ‘douche’, ‘douche’, ‘douche’, ‘douche’, ‘douche’.” [whilst making a ‘regimented’ action with hands] (454/4).

Amari’s frustration evoked me to picture their school’s wider,  regimented and rigid expectations. I assumed this meant that the school promoted formal approaches, designed to produce paper-based activities, “I just think why are we making them write sentences and form letters? It just makes me feel so cross” (256-257/4), which would support a datafication ethos. 

Likewise, Alex reflected on obstructions of usual working practices and recalled how the formal approaches adopted interfered with child-centred practice, a desired and valued approach for Alex: 
“…because honestly sometimes I will have to sit there and say, ‘Will you go for two minutes, I’m busy’ , you know ‘I need to work with this little girl now’” (306-307/2).

Here, Alex explicitly described situations where children are turned away because tabletop work is prioritised. By contrast, Alex’s ideal pedagogical beliefs were framed within child-centred approaches, particularly adopting Vygotskian principles. However, Alex did not shy away from exploring the disparity between their ideal and their enacted pedagogy, that I inferred, at times, Alex found difficult to untangle.  

These responses make it likely that these teachers adopt such formal approaches so that they can meet the demands for evidencing learning made by their schools. Rowan explained, “you have to go and ask for permission” (597-598/3), seemingly denouncing their professional status. This acknowledgement suggested Rowan felt restricted and very much under control of the school’ systems and directive. Rowan stated further:
“It’s not what you want to do, you’re not allowed to do that anymore. You are told what is expected of you and that’s what you have to do” (183-184/3).

I interpreted this to mean that in the majority, Rowan conformed to pedagogies overseen by senior leaders within the system. Equally, Amari had similar experiences, “but you have to go with what people decide haven’t you? And make do.”  (219-220/4). I wondered if needing to ‘make do’ made Amari feel helpless, parallel to feeling repressed, whilst working within a regulated system. Alex discovered a similar concept in their account, a reflection on the laddering exercise:
“…this is exactly what I believe is the right thing to do. I don’t always get the chance to do it. I believe whole heartedly that I should be doing that all the time, but I don’t, and I know that I don’t” (87-89/2).

And further for Amari:
“it’s trying to get those observations isn’t it… the early years profile tells you, you know erm to move away from paperwork and ‘blah-de-blah’ but nothing else around school tells you to do that” (111-113/4).

In conclusion, highlighted is the existence of a disparity between enacted pedagogy and their ideal pedagogical beliefs, restricting the enactment of values in their practice. I interpreted that this arises from being held to standards, demeaning the professional status of these teachers because they are embroiled in a system responsive to data, which imprints negative psychological  effects on these individuals. 

5.4.2 Subordinate Theme: The Supressed Self

This theme refers to teacher’s suppression where there is a conscious masking of emotions. This was a theme shared by all four participants. 

This area of concern came across strongly in Rowan’s narrative. Rowan described their experiences of the system’s exercise of power, "It’s like, you know, ‘Lord of the Rings’ [laughs], ‘The eye is upon you’ [laughs]…”  (439-440/3) and where Rowan explicitly refers to the power element within the system, “you’re not in a position of power you can’t always do anything about it” (430-431/3), when they referred to pedagogical decision. The psychological effects are demonstrated in their own words:
“In the end its just best to keep your mouth shut, get on with your job, keep your head down and do the best that you can do in the circumstances” (252-253/3).

This illustrates suppression, experienced by Rowan, inferring a powerlessness and helplessness in the circumstances. Rowan described how the early years department was very separate from the main body of the school, seeming to further aggravate Rowan’s psychological fragility,  “I don’t really feel part of it [the school], no. I think we are really quite separate” (459/3). Rowan experiences led me to believe they were closed off from the rest of the school, not only through a physical distance but also the schools appreciation of early years’ pedagogy, “we don’t even get to talk to anybody else” (453/3) and “They’re like making me teach in hand cuffs almost” (192/3). The image of ‘handcuffs’ symbolises a severe restriction of autonomy. 

Amari was more emotional during the interviews and this was reflected in their words:
“the last three years have been horrendous. Just moving on forward has been…well, you’ve just got to keep going, haven’t you?” (381-383/4)

This appears to show the psychological battle that Amari has experienced. The very fact that Amari chooses to push through the pain highlights the suppression that has occurred because there is a conscious avoidance and pushing away of emotions but also an acknowledgement of, “I can’t keep going on like this because it’s going to make me ill.” (153-154/4). A rising pain was felt in Amari’s narrative, and much like Rowan, a suggestion of feeling alone, “Nobody listens. They just don’t.” (493/4). This resembled a power relationship, like in Rowan’s description, where Amari explained that within this relationship “you’ve got to” (141/4) conform. 

Reflection upon laddering served as a powerful process, illuminating for Alex pedagogies that were subconsciously valued before the exercise, “I would never be able to put all these down on paper [pedagogical beliefs]” (760 – 2), yet raised issues, which were brought to conscious awareness through reflection, “…actually all the good stuff that we’re doing there is not recognised by anybody else, not in school” (590-591/2). Experiences were revealed that I interpreted to be an emergence of feeling suppressed, Alex stated:
“as a teacher nobody, nobody really tells you you’re doing a good job. You don’t get much thanks for it” (433-434/2).

I perceived a lack of recognition within the system counteracted Alex’s position of leader. This had affected their psychological wellbeing in the past; in their own words, “I just felt like at home, I wasn’t there” (649/2). This evokes a sense of distance and separation that we have seen in the other participant’s accounts. The was experienced by Alex in the home, which had alarmed them; “it was making me worried that I was like that because I didn’t want to be” (655/2). Alex was motivated to change, making conscious and positive adjustments to their work and life balance. 

Sam’s experiences led me to consider the disparity between the school’s aim and Sam’s own pedagogies, leading to a contrast in values, Sam stated:
“I have this philosophy, but I don’t think everybody else did. When I mean everybody else, I mean my leader” (900-902/1).
 
Once again, this highlights for me the existence of a power differential. I sensed within Sam’s narrative that as challenging as it was, Sam persevered to deliver their beliefs and values within their pedagogy. However, when Sam said, “I was merely the reception class teacher up there” (831-832/1), this inferred there was an imbalance surrounding perceived roles, where some teaching staff felt less senior than others. I wondered if Sam felt belittled in their role, and the wider system perceived early years as less important or ‘easier’ than other school years, thus adding to the experience of feeling supressed. 

5.4.3 Subordinate Theme: Is My Way Effective?

There was a dichotomy in Sam’ account; on the one hand Sam passionately held strong views, yet questioned their personal abilities due to inexperience within the age group of early years, stating, “you never actually know until you’re experienced” (487-1).  Sam felt the greatest challenge was “not really knowing what you’re doing…I mean you never really know”  (477-478/1). I perceived that Sam was exposed to various narratives about effective reception class practice, which were conflicting. Sam explained that research helped them find their positionality amongst differing perspective of play and learning; however, I perceived this was challenged by the system’s internal messages of effective early years pedagogy:
“If you’ve only ever taught in year one, and then you go somewhere else, then you’re only ever going to be a year one teacher because that’s all you know” (933-935/1).

Sam could only perceive themselves to be a Year one teacher because of their lack of early years’ experience and because, in their view, their experience was limited only to this age group that slimmed down their skills set. It also supports the notion that the EYFS is a distinct phase of education with a very specific pedagogy, detected in Sam’s words:
“that niggling devil at the back of my head is saying, ‘have I challenged them enough?’, ‘Have I challenged them enough?’, ‘have I questioned them enough?’, ‘have I done enough of the sit down formal learning?” (99-101-1)

It is interesting that Sam referred to ‘formal learning’ despite stating his disagreement of this approach within early years, vehemently. This led me to conclude that subliminal messages from senior leaders accounted for this, which, when experienced in contrast to Sam’s own pedagogical beliefs, drew Sam to question their own effectiveness. I sensed Sam’s indeterminate state underpinned by “that fear of failing another set of kids” (554-555/1). 

 I perceived Amari to have a slightly nuanced experience of this theme. Amari suggested that their year group teaching partner conformed with the expectations of the school, orientated towards a greater emphasis on the production of evidence, supporting data outcome. An online classroom tracking and evidencing tool made Amari aware of other’s contributions to data collection, putting further pressure on Amari: 
“It shows you what everybody else is doing and you get notifications on how many they’ve done and then that’s pressure” (237-238/4).

I sensed this made Amari question whether they were doing enough to support a balance between enacting their pedagogical beliefs, such as spending time supporting play, whilst collating evidence of learning. 

Furthermore, both Amari and Alex were critically reflective following the video replay, in Amari’s words:
“I just think I could have given them a bit more chance to speak for a bit longer, being a bit more patient” (106-107/4).
And,
“I think sometimes really, I would like to know when to interject and then, but I don’t think I always know when to” (96-97/4).

This suggested to me a hidden insecurity of fulfilling pedagogical beliefs with confidence. I was led to believe that when Amari referred to needing ‘more patience’ this alluded to an expectation for regimental-like practices, likely centred upon objective-led learning, controlled by outcome with a focus on content and skills, rather than child-centred. I perceived Amari’s reflections indicated that with ‘patience’ better interaction would have occurred. The further statement from Amari supported this, in which Amari reflected on facilitation of interactions, yet with low self-esteem Amari continued to be self-critical. 
When reviewing a video clip, Alex watched a boy sitting, waiting at table for Alex to read with him:
“that annoyed me because I feel like that’s actually…he was waiting for ages, bless him for actually, for a job that he might not have loved” (123-125/2).

In the clip, Alex saw this situation play out and was annoyed that they had made the child wait whist they dealt with another classroom matter. This highlighted for Alex a belief practice gap, to which Alex’s reaction was one of frustration. These feelings were explored with Alex, who stated, “It’s me worrying whether I’m doing a good enough job” (581/2). 

Similarly, Rowan’s tendency to be self-critical was noted,  “I’m not a particularly confident person, I am my own worst critic actually” (555/3). I wondered, if these teachers had a greater tendency to internalise self-criticism due to unsupportive environments in which they worked. Rowan explicitly referred to reflection in their account, “I’m one of those people who always reflects too much and pulls myself to pieces” (556/3). A once positive teacher characteristic – reflection, is framed negatively within this statement. 

5.5.0 Superordinate Theme: The Increased Visibility and Expectation of Performance within Systems
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Figure 8: Superordinate theme The Increased Visibility and Expectation of Performance within Systems with subthemes

This superordinate theme was named ‘The Increased Visibility and Expectation of Performance within Systems’ because it encapsulated how my participants have felt exposed due an accountability of their performance within school and more widely. The superordinate theme comprised four subordinate themes. Government De-professionalisation arose from the government’s production of guidance and inspections which had the effect of making these teachers feel a sense of de-professionalised. Wider pressure from beyond the system associated with accountability was reflected in ‘Pressure Beyond the School System to Achieve’. Accountability pressures and working in systems where accountability was a powerful force, highlighted the impact this has on pedagogical choice and accounted for the subordinate theme, Data Driven Pedagogy. Visibility of evidencing learning in teacher’s paperwork spoke to the subordinate theme ‘Time taken away from what’s important’ as well as the impact of staff – subordinate theme, Staffing. This superordinate theme strongly resonated within the accounts of each participant and I felt that we returned to this issue time again within the process. 

5.5.1 Subordinate Theme: Government De-professionalisation

This subordinate theme referred to government initiatives, which negatively affected these participants’ feelings of professionalism. Sam emphasised the case in point:
“…and the government sort of, I don’t know where these think tanks come from but they have all these wonderful ideas and every two or three years they bring out this new initiative and it’s just like…I was speaking to an old teacher friend (...) he said ‘No I’ve just come out of education’ (…) He was secondary school history I think he was doing for quite a number of years and he just said he was fed up of it because it just…At the end of the day teaching is teaching, good teaching is good teaching, and no matter how many initiatives come out, you’re not going to change much”  (277-286/1).

Sam’s acknowledgement within the narrative of a colleague who had left the profession suggested a direct link with de-professionalism. I perceived that Sam’s interpretation of government initiatives were that they took away a certain autonomy, exercised by teachers, over their own pedagogical choices. Sam’s repetition about ‘good teaching’ infers that initiatives or guidance do little to promote a teacher’s self-efficacy and self-assurance to follow their values and beliefs in practice. Shared by Alex, their opinion stated that initiative encourage teachers to “worry about, are they doing a good enough job?” (408-409/2). This would indicate a contrast in approaches between beliefs held by these teachers and pedagogies reflected in government documents. 

Both Sam and Amari referred to a recent publication Bold Beginnings (Ofsted, 2017), Sam stated:
“Since ‘Bold Beginnings’ came out and everybody read it as if to say ‘you need to be sat down at tables all day everyday’ and that’s not what Bold Beginnings said for starters, if you actually sit down and read it properly. Then the second thing is, who says that’s the right way? [laughs]. It’s just so…but then you’ve got that and certainly when you’re first new to it as well, when you’ve got that niggling in your ear ‘They must be sat down and you must be doing this, must do that, must do this’, and you’re going ‘actually I don’t agree with that, I’m going to do this’. It’s a very brave and scary place to be. And, that fear of that” (589-596/1).

This account signifies confusion experienced by Sam. Sam’s account draws on feelings of bravery – to enact what is believed and valued by their own standards, but on the other hand, Sam explained the fear experienced when self-doubt is described. Word choice is interesting in this account because it emphasised the extent to which these feelings are faced. Amari acknowledged this same document:
“that awful document, ‘what was it called?’ (…) Bold Beginnings [pretends to spit to show disgust] (…) It just negates everything we do” (245-250/4).

This controversial document was relevant for Amari because the Headteacher had pinned it up on the notice board in the staffroom. I inferred that for Amari, a public display of support for a document they did not endorse, undermined their professionalism. Amari rooted their experience of de-professionalism in the document rather than senior staff members. 

Rowan talked a lot about visiting inspectors (government officials). Rowan emphasised their feelings about these encounters: 
“I’ve had to listen to so much rubbish from Ofsted inspectors in the past and people who have come in and made a judgement before they’ve even speak to you and they don’t even want you to say anything…I’ve had that before as well” (209-211/3).

Visiting inspectors was a reoccurring theme within Rowan’s narrative who told various stories about their visits to different schools they had worked. Rowan acknowledged a void in the relationship between them and the inspector due to numerous negative experiences. This led me to conclude that Rowan was left feeling highly unskilled and scrutinised. Rowan had spent over thirty years in early years education and with such experience these visits had left Rowan feeling de-professionalised. 

5.5.2 Subordinate Theme: Pressure from Beyond the School System to Achieve

This subordinate theme was discovered within these participants narratives who referred to the wider pressures of accountability from government.

During the interview, Alex deliberated whether early years could see further changes, and explained “it depends on our government” (477-2). Sam acknowledged how: 
“everything is coming from a top down approach and actually it all needs standing on its head and it all needs starting in early years. It all needs to flow up from early years. It needs to flow up” (837-839/1).

However, my interpretations about the acknowledgement for ‘top down approaches’ have drawn me to conclude that these teachers were sceptical about how they see movement of early years towards further alignment with key stage one approaches, as Alex stated: 
“Well, it’s just the data pressure on everything, I think. I think the data pressure is a massive issue” (480-2).

Data is a contentious issue because there is an underlying belief that outside pressures arise due to the opinions that positive data cannot be achieved without formal learning approaches. Rowan’s response also seemed to indicate this: 
“I can see where the pressure’s coming from. And, it has unfortunately filtered right the way down into early years” (170-171/3).

Sam asserts an ideal pedagogy, where play and child-centred learning should filter up through higher key stages, yet these teachers appear to not to be able to escape the ‘expectations’ narrative, whilst Rowan acknowledged that the ideal is being lost amidst the pressures of school readiness. Amari argued, “that comes from the government and the world. The expectations are there way beyond school” (242-243/4). This infers Amari has an awareness of performance comparison on a national and worldwide stage. Amari’s statement illustrated Amari’s helpless struggle because it portrayed how their values fade into insignificance when compared to values expressed worldwide or even nationally, a further illustration of their frustration.

5.5.3 Subordinate Theme: Data Driven Pedagogy

There is an emergent relationship with the previous subordinate theme which describes enacted pedagogies that are reductionist to ensure outcomes are visible. This is a key theme for all participants who have experience of Data Driven Pedagogy.
During interview, Alex described their “conflict” (128-2):
“Sometimes I do feel…I feel a conflict between what I want to be doing and what I’m act…what I’m doing through…you know, because we’ve got to have a piece of literacy in, we’ve got to have maths in and there are some times where I’m not quite as, in provision or playing as I was there and I think I’m probably more wary of that than it actually shows” (128-132/2).

In a moment of self-discovery here, Alex recoils, reacting to the realisation that their pedagogy is driven by the requirement of evidential learning. Alex explicitly notices the discrepancy between what was viewed in the videos and real-life enacted pedagogy.  Amari responded to the “pressure” (110-4), and claimed it is “the way that schools are set up and want you to show results” (110-111-4); Alex defended their position:
“(…) later on in the year when I’m looking thinking, ‘oh shit, you’re 2.5%’, you know and if you’re not getting writing that’s…so, do you hammer the writing for that one particular child more, or do you do what you believe in?
Interviewer: What do you believe facilitates the best results?
Erm…[pauses]…for later on? All that [points to ladders] but for data, hammering writing” (491-495/2).

This suggested that the pressure of working within a system focussed on accountability measures had the effect of pushing pedagogical beliefs to the brink of collapse. Although Alex referred to the laddering exercise for their ideal situation, data appeared a more powerful and influential force in this account, “I think to myself if it’s just one thing, ‘come on, we can get you there’” (501-502/2). In this respect, Alex’s goal is end-of-year expectations and the root of their enacted pedagogy, certainly later in the academic year. Drawing on Alex’s interesting response, it would appear Alex did not see child-centred learning as a route to results. For Sam, who casts doubt over formalisation of pedagogy, stating, “but with the results, they came at a cost” (310/1), takes the opportunity to critique the data driven pedagogy:
“That piece of writing there, doesn’t tell me all the language that went in, it doesn’t tell me everything that went in to create that piece of writing. There’s so much more than that child just sitting and writing. You could be an amazing story writer but never able to get it on paper” (269-271-1).

Sam’s account appreciated the in-depth story behind the evidence, whilst acknowledging:
“I know why we do it, it’s because its quantifiable, it’s there, the evidence is in front of you”  (257-258/1).
This demonstrated the systems visibility of performance. This frustrates Rowan, who is aware of the difficulties faced for evidential learning in reception:
“this is getting totally ridiculous, let’s go back a bit and not have so much focus on paperwork and data and bring it more back to how it should be and to be about the children” (626-628/3).

I perceived that in Rowan’s view children are lost under a plethora of numbers, with teachers no longer focussed on the individual but on goal orientated learning. Rowan stated that this had the effect of putting “a lid on learning” (175-3) because schools are “taking away all the creative and fun things” (175-176-3) with a focus on “a very narrow band of stuff that they need to know to pass the test” (176-177-3). In their own words, Rowan described their experiences as feeling “like you’re teaching in shackles most days”(108-3) trying to meet the demands from within the system because “we’re going to be moderated and that’s what they’re going to be looking for” (383-384-3). 

These responses make it likely that from past experiences, these teachers have learned to forego their pedagogical values and beliefs in response to a pressured working environment because as Rowan stated, “if you get a good write up from Ofsted, they do tend to leave you alone”  (218/3).

5.5.4 Subordinate Theme: Time Taken Away from what’s Important

This subordinate theme arose from participant’s reflections about time spent planning and other paper-based activities associated with the work of a teacher. I chose to call the theme ‘Time Taken Away from What’s Important’ because it encapsulated how working long hours was experienced by my participants who perceived that these roles took them away from other, more important tasks. 

Referring to planning, Sam thought it was “restrictive” (731-1) due to the amount of time it takes to complete, and it was “time taken away to do other things that are more important” (732-733-1). Rowan too spent “absolutely hours” (506-3), “three hours a night” (507-3), in addition to weekends, planning. Such experiences were shared by Alex and Amari who due to their own mental wellbeing and physical health needed to enforce change. Alex produced less detailed planning that was “now on one sheet” (671-2) and Amari’s planning was not as “detailed” (152-4) because there were “just not enough hours in the day”  (225/4).

These accounts lead me to conclude that visibility and accountability extended beyond outcomes and that the teaching profession is required to account for evidencing lesson content as well as deliverance.

5.5.5 Subordinate Theme: Staffing

This subordinate theme describes how restricted staff numbers in the reception classrooms impacts upon these teachers’ ability to fulfil their pedagogical beliefs. Furthermore, Amari reflected upon staff member’s differing values and ways to deliver the curriculum. 
Rowan’s experiences are linked to the inflexible demands imposed by school:
“we’re still expected to do the same amount of work, but we’ve got like half the staff we had before” (322-323/3).

I interpreted that ‘the same amount of work’ referred to the same amount of collated evidence was expected by the system, shared between less staff. This would account for less time spent supporting play because I perceived from the accounts of my participants that evidential learning was weighted heavily towards core subjects. Sam reflected on how this is experienced: 
“…they all want you so immediately. Of course, they do, they’re four years old, five years old…of course they do. I don’t want to go ‘no’ and go ‘bugger off I’m doing something else’. You want that quality time with every child but you’re only going to get that by putting staff down there. We have been short on staff down there, we started with two of us with 33 kids. Thankfully, we got another member of staff by the end of the year but…that’s still 1:11.” (340-345/1).

This account highlighted the significant difficulties that are faced by Sam in the day to day life of the classroom. These words also shed light on children in the classroom and the choices they make and make it likely that the children Sam referred to gravitated towards adults in the room to engage and interact. I understood this and other accounts to mean children have a different agenda to the adults, whom on a daily basis are trying to elicit evidential outcomes. Amari supports this interpretation, stating:
“that’s really difficult, is to try and erm, get enough, get enough out of 40 children when there’s only two of you doing it really” (203-204/4).

However, I wondered if it presented a greater challenge when staff held differing pedagogical beliefs to each other. Alex acknowledged, “although it was difficult last year with less of us, we were alright actually because we know…how each other work…” (231-231/2). Yet Amari highlighted that different beliefs posed problematic:
“if only….everybody did the same thing, you know, those poor children are getting four, five different personalities and their own ways of dealing with things” (545-546/4).

This emphasised the importance of camaraderie within immediate staff teams for these teacher’s health and wellbeing. Positive leadership and support, as we have seen in previous superordinate themes, are important for a sense of empowerment and self-efficacy. 




















Chapter 6 – Discussion
6.1.0 Introduction

The participants in this study all held strong pedagogical beliefs which reflected child-centred learning valuing:
· A social constructivist pedagogy, appreciating  Vygotskian and Piagetian principles.
· Learning through play valuing education of the whole child, emphasising physical, social, emotion and moral pedagogy and where children’s confidence and independence is fostered.
· A balanced pedagogy that advocates a balance for all areas of the curriculum. 
· Pedagogy that provides nurture, so children feel secure.  
· Pedagogy that foster’s children’s interest, choice and feeling motivated.
· A pedagogy of support that extends to valuing and community cohesion and working in partnerships with families.
(Siraj-Blatchford et. al., 2002; Sylva et al. 2004; Wood 2009, 2010).

I concluded that these participants were committed to their pedagogical beliefs because this is what they so highly valued for the children they taught. Their espoused core values which underpinned their values of supporting play was a belief in building relationships through effective interactions and getting to know the individual child; learning could then be personalised as a result. This is consistent with the well-regarded view of pedagogy in the reception, and early years in general. It is accepted that children’s learning should be active, and child-centred, that it is self-regulating and constructive as children act upon their learning environment (BERA, 2003).

The results from the elaborated interview highlighted a range of enabling and restricting factors that can help to address my research question:
‘What is the experience of restricting and enabling factors towards enacting the pedagogical beliefs of four early years teachers?’

For the purposes of answering this research question, I will consider ‘enabling’ and ‘restricting’ factors separately. I have considered the concepts, focusing on difference and oppositional relationships that Smith, Flowers and Larkin (2009) suggest can develop polarization of themes, a higher organisational level of analysis. Below, I have presented a table (Table 2) displaying the enabling and restricting themes respectively. Although, I found that these participants’ experiential accounts led me to consider relationships between superordinate themes and I identified interrelating factors between themes, within their experiences. My interpretations suggest that these factors existed on a continuum for how prevalent they were for individuals. 

	A Table to show the Enabling and Restricting Factors towards Enacting Pedagogical Beliefs

	ENABLING FACTORS
(Related Superordinate and Subordinate Themes)
	RESTRICITNG FACTORS
(Related Superordinate and Subordinate Themes)

	· The Power of Knowledge
**They’re just not ready for it yet
Giving children the best start in education
Raising the profile of early years within the system
· “Doing a Good Job”
Empowerment
Positive feedback from children
Internal locus of control



	
	· “I’m going to be keeping an eye on everything you’re doing”
Is my way effective
The supressed self
Sometimes I have to do things, even if I don’t agree with it
· The Increased Visibility and Expectation of Performance within Systems
Staffing
Time taken away from what’s important
Data driven pedagogy
Pressure from beyond the school system, to achieve
Government de-professionalisation


Table 2: A Table to show the Enabling and Restricting Factors towards Enacting Pedagogical Beliefs

6.2.0 Enabling factors

Overall, for these participants, implementing pedagogical beliefs was effortful; their professional expertise was disrupted, making the negotiation between personal values and beliefs and those in the system, challenging. However, for the participants who felt more enabled, there was a greater understanding of early years and the related child-centred pedagogies within the school system, relating to the Subordinate Theme: Raising the profile of early years within the system. The Superordinate Theme: The Power of Knowledge encompassed the relevance of understanding the uniqueness of the early years and especially the reception phase as highlighted by Alex who stated, “I understand that if you don’t know early years, you don’t always know what you’re looking for…I know that” (570-571/2) and Amari, “Unless you’re in it, you can’t understand it…” (501-502/4) and I interpreted that the intentions for all participants was to continue to foster an understanding of early years beyond the immediate year group, widening knowledge within the school system. Studies have found that raising understanding and awareness of the early years teaching community was important (Aubrey, 2004; Guy Roberts-Holmes, 2012). Where headteachers were trained specifically in early years, they were more likely to endorse the early years pedagogy and include the foundation stage as a key priority in their school improvement plans, which usually included money allocated to this phase of education, particularly reception (Subordinate Theme: Raising the profile of early years within the system). In general, both Sam and Alex gave supportive leadership within their schools’ credit, which accounted for the difference between their ability to practice their beliefs and Rowan and Amari’s difficult experiences of doing so. A sense of professional trust, I perceived was a single important factor for these participants. Alex alluded to this point and stated, “I think one of the biggest factors is that the head trusts me” (198/2) related to Subordinate Theme: Empowerment.  To feel trusted is to assume that the other party will assume risk for them (Lau and Lam, 2008) and is likely to be internalised, which in turn promotes self-esteem, enhances work related performance because felt competence is raised (Lau, Lam, and Wen, 2014).

Exposure to research particularly for Rowan and Sam suggested that this is socially beneficial. Saw drew on evidence informed practice in their statement, “So…we did do our research…and we did what we believed in.” (205-208/1). Evidence informed practice provides access to concepts and ideas, not always accessible to teachers in their work, yet potentially boosts the ‘repertoire’ of understanding, which has the potential to infiltrate the system and develop practice solutions (Brown and Rodger, 2014).  Yet evidence informed practice must conjoin and be meaningfully realised within the school system, according to März and Kelchtermans 2013. Flyvbjerg (2001) introduced a ‘model of expertise’, employing five levels of learning, which range from novice to expertise. The distinction between the five levels describes differences in behaviours. At the highest proficiency characteristic “rapid, intuitive, holistic” (p.14) are instinctual behaviours, of which all the participant in my study recognised. This was evidenced in an interaction between the Subordinate themes: They’re just not ready for it yet and Giving children the best start in life. Where instinctual behaviours were recognised, this raised the likelihood of an enactment of pedagogical beliefs, constituting an enabler, for example Amari alluded to their intuition of knowing the children in their care well, “I know those children inside out” (217/4), and similarly for Sam, who stated, “I’m doing the best I can for these kids in the way I feel is right…” (588-589/1).  My participants demonstrated a contextualised understanding of what they felt intuitively was important and relevant for the children in their care, which I attributed came from a place of nurture; however, framed within a concept of ‘expertise’ can also illuminate the implicit intuitive and holistic element that Flyvbjerg identified. Alex’s example highlights this, “I always worry…that they’re not going to get to it, that it’s done too early” (633-638/2); here, Alex was referring to a mathematics skill, their ‘worry’ came from a place of compassion for the children framed within expertise, knowing when to introduce skills based on a concept of stage development knowledge. The number of years’ experience would also contribute to the notion of ‘expert’ because for Alex, Rowan and Sam, who were the longest serving teachers, intuition resonated strongly. 

Although I identified teacher identity as an indicator of an ability to enact personally held beliefs, I did not find literature which reported the caring role to be as prominent in teacher identity as possession of knowledge. For the participants who had a particularly strong professional identity, namely Alex and Rowan and Sam, the relevance of relationships with pupils were revealed as an enabling factor and were central to these participants’ accounts. They talked about themselves in relation to children as a way to understand their own identity. This is rooted in research produced by Carol Gilligan (1982) and Nel Noddings (1984) who linked caring with the formation of relationships, sustained connections and sensitive pedagogies (Rodgers and Webb, 1991). 

Vogt (2002) showed that teachers who identified as caring also emphasised their commitment to teaching. This existed along a continuum which provoked an association with parenting as well, to which Alex explicitly referred, “They’ll be able to say…‘I can do though things because these people, my parents, my teachers taught me to do that…” (316-31/2). I want to make explicit the link here between Bourdieu’s use of habitus, that I referenced in my literature review and the quote from Alex. Alex’s talked about how their beliefs were shaped by their own parents and grandparents; it was very important to Alex within their role as a teacher to provide care and thoughtful pedagogy, at the highest level of nurture, as would a parent or care giver. Alex spoke fondly about their own teachers from early childhood and aspired to be like them.  Parents and teacher are influences, that give rise to culturally and socially created power that shapes and guides behaviours and thinking, which form lasting dispositions, which Alex’s words allude to (Navarro, 2006). Navarro (2006) claimed that culture, a foundational principle of Bourdieu’s theory is the ground on which human interaction takes place and is a “terrain of dominance” (p.14). Symbolic systems are anchored in culture which as a result determine how reality is understood through communication, interaction and social hierarchies. Similarly, for the other participant but especially for Sam, past experiences were a driver for the positive ways their pedagogical values were shaped and how Sam aspired to deliver children’s classroom experiences. Vogt referred to the ‘ethics of care’ (p.262) for teachers, irrespective of gender, which recognises the ethical role of teaching, with an orientation towards care. The definitions draw upon an exclusive understanding of children, such as mothering, to an inclusive role – the commitment to care, which embraces all teaching initiatives and as I perceived, pedagogies, to which these teachers advocated. Vogt seeks to reclaim caring as a value within teaching, not to perpetuate a femininity discourse or gender difference. Caring was viewed as a necessity for my participants, including my male participant, and was reflected in the Subordinate Theme: Giving Children the Right Start in Life because it related to children feeling safe and secure. This was a motivating factor for enacting their central beliefs.  Interestingly, in their study, Goldstein and Lake (2000) found that early years teachers who held sophisticated beliefs about the interaction between teaching and caring were vulnerable to burnout, perfectionism and exhaustion. This is reminiscent of Amari and Rowan especially, and in the past, Alex and Sam who were susceptible to well-being difficulties (Subordinate Theme: The Supressed Self). 

Nested within the Superordinate Theme: ‘Doing a Good Job’, are enabling factors which signify a teacher’s ability to uphold and enact their pedagogical beliefs. I touched on psychological empowerment in my literature review and explained that when teachers could express their beliefs within the system’s work related goal, the feeling of ownership and autonomy of their pedagogical choices, empowers the individual (Zahed-Babelan et al, 2019). Alex described a positive relationship with their headteacher, associated with teacher thriving (Collie et al. 2016; Collie and Perry, 2019). For Alex, collaborative support promoted a sense of empowerment, enabling them to enact their values and beliefs. Teacher empowerment is claimed to positively effect children’s outcomes by fostering teaching quality (Aliakbari and Amoli, 2016). 

This evokes me to consider Self-determination Theory (SDT), an underpinning motivational framework,  to describe people’s psychological needs in self competence, autonomy, and relatedness, when supported by social-contextual factors (Ryan & Deci, 2000; Ryan and Deci, 2017). This theory can be applied to this study because in the right social conditions, these teachers in some contexts were enabled to feel autonomous practitioners. The outcome of positive psychological wellness contributed to self-efficacy and a greater degree of behavioural functioning, realising their own capabilities. According to Ryan and Deci (2017), SDT takes on an ‘organismic perspective’ (p.4) which assumes that humans have an inherent need to be social beings. In this view, human development is characterised by:
· Proactive engagement
· Assimilating information and behavioural regulation
· Finding integration with social groups
(Ryan and Deci, 2017, p.4)

The theory claims an inherent propensity to explore, take in and understand our inner and outer worlds – an intrinsic motivation. By doing so we actively assimilate to new social norms through active internalization and integration processes. SDT focusses on how well the two processes occur when satisfied by specific psychological pursuits: competence, autonomy and relatedness. As a psychological theory, SDT is concerned with behaviours. Therefore, enactment of pedagogical beliefs can be maintained by externally controlling agents. Sam referred to moderation, gaining validation from the local authority; “…what I love about early years as well is that you are trusted as a professional. You know that child…” (238-240/1), conducive for positive self-efficacy. Rowan, Amari and Alex referred to positive feedback from children; relatedness is a major premise for human motivation and functioning (Collie and Perry, 2019; Klassen et al. 2012; Pelletier, Séguin-Lévesque and Legault, 2002) (Subordinate Theme: Positive feedback from children). 

Building on SDT, Collie (2020) describes a teacher’s need for perceived competence, which reflects how they think, feel and act – essentially who they really are. Perceived competence, for example, eliciting positive feedback from children energises teachers, which drives performance (Ryan and Moller 2017). Rowan described still getting ‘a buzz’ (485/3) from teaching. I referred to a Subordinate Theme: Internal Locus of Control; this is a dispositional characteristic and determines whether individuals believe they have control and responsibility over outcomes in their immediate environment (O’Brian, 2004). There may be an interaction between internal locus of control and teacher’s satisfaction of basic psychological needs. When teachers feel effective, they are more likely to act in socially and emotionally competent ways. This highlights the need to provide teachers with visible support from within the system because we heard from Rowan and Amari that perceived competence was experienced only behind closed doors. This infers that positive feedback from children was influential and secondly, teachers were confident when in this environment to make productive decisions regarding their pedagogic choices and social interactions (Collie and Perry, 2019; Tschannen-Moran et al., 1998). It is likely that positive feedback from children and colleagues within their immediate team cultivated a perceived safe environment in the enclosed classroom. I would argue that this can be understood using SDT. In this environment,  teachers’ reach satisfaction of basic needs because they have heightened positive emotions with lowered negative emotions (Tong et al., 2009).  Yet, there is a call for caring school environments which would further impact on social inclusion and autonomy of teachers. 

This thesis touches, in many aspects, upon power differentials within schools, indeed within education, an area for relevant discussion. Within this research, power was not a distinctively enabling factor, however, power in many domains can be enabling. The power of knowledge  infiltrating into the system and the power of feeling empowered and autonomous are examples. 

There is a rising tension in schools when trying to differentiate between power and leadership (Hatcher, 2005). Hatcher claimed that the way to exercise leadership is to create a non-hierarchical system where this is made available to teachers through collaboration and moving away from structures of power. For Alex, and in some ways, Sam, collaboration with headteachers was an enabling factor in their discourse.  

Humphreys and Rigg (2020) studied the fluid relationship between leadership, collaboration, power and agency and found discourses within the leadership structure to be highly influential. This study offered a critical insight into the distributed leadership model, a preferred model of leadership within schools. This is a model that distributes responsibility and accountability, whilst the headteacher remained central to its structure and influence. Humphrey and Rigg argue that staff agency, the way individuals shapes their own practice, is missing from this model. The need be discursively included causes teachers to ‘buy in’ (p.2) to the discourse and co-create it. This is echoed in Gidden’s theory of ‘structuration’ (cited in Burridge, 2018), identified within my critical literature review.  Furthermore, those situated in leadership roles perpetuate these dominant discourses. As a result, therefore, individual misconstrue this as strategic empowerment. 

This is highly relevant in the cases of Alex and Sam who adopted social roles “in line with the ‘discoursal rights and obligations’ of a headteacher” (Humphreys and Rigg, 2020, p.9). This can explain the power of discourse when these practitioners reverted to a description of their enacted practice, in contrast to their ideal pedagogical beliefs but under the guise of shared cultural values. This social cultural perspective explores the way organisational pressures impact teachers to perform an ideal discourse, shaped by leadership and where conforming to the school’s dominant discourse is seen. This appears to be a separate process to the formation of pedagogical beliefs, and instead highlights the ‘inseparability of language, meaning and action’ (Fairhurst, 2011, p.498). Discourse, according to Foucault (1972) is a visible chain of power and can frame an individual’s understanding and knowledge.  However, viewed through a phenomenological lens, the ontology of this research, each participant’s life world depicted a difference between what was experienced in practice and what was personally valued. Therefore, I can assume that although the power of discourse has affected all participants practice at some stage, their pedagogical beliefs are not affected, but remain in a state of stability or resistance. 

6.3.0 Restricting factors

Restricting factors describe the contexts with which inhibit these teachers’ ability to enact their pedagogical beliefs. 

The ‘readiness’ concept arose in my literature review which highlighted the key focus of preparatory learning for children in the early years and especially in the reception phase (Bradbury, 2019). Under this guise, readiness was linked to organisational pressures.  These teachers experienced pressure to adopt practices more favourable in higher key stages, consistent with didactic approaches (Fisher, 2009), representing a restricting factor. However, this concept was emphasized by the Subordinate Theme: “They’re just not ready for it yet”; it exists on a continuum because for some teachers, ‘readiness’ is framed by a knowledge of child development as well as a concept used to evoke understanding and raise knowledge within the school system, thus seen as enabling, when related to knowledge.

Graue (1992) sees readiness within a social and cultural lens whereby meaning is constructed by the people in schools to reflect their values and expectations. From these teachers accounts we can infer that there is an explicit expectation for a narrowed curriculum, and a request for rapid acquisition of skills and knowledge, focussed on core subjects. This has seen a rise in a strategic focus upon identifying children who teachers attempt to move from an ‘emerging’ level of development to ‘expected’ (Robert-Holmes, 2015), which I believe is reflected by Amari who claimed “…you can’t make them ready…” (340-343/4). Assessment data provides pedagogical prescriptions according to Williamson (2016), which aim to sculpt learners, underpinned by predictable pedagogical choice, seen in ability grouping. 

This is closely linked with the Subordinate Theme: Data Driven Pedagogy. This subordinate theme I found is intertwined with the effects of data pressures which concurred with the findings from Bradbury and Robert-Holmes (2018) and attributed teacher’s actions to ‘playing the game’ (p.50). Both for Alex and Rowan, playing the game was a very real phenomenon. Alex illustrates this point in question, stating, “…if you’re not getting writing…do you hammer the writing for that one particular child more or do you do what you believe in?...for data, hammering writing”  (491-495/2). Wyse and Torrance (2009) concluded that the intense focus of data and testing was “driving teaching in exactly the opposite direction to that which other research indicates will improve teaching, learning and attainment” (p.224). Studies have found that the interactive nature of play and child-centred pedagogies are vital for development and improved attainment because they promote shared sustained thinking (Sirja-Blatchford, 2010) and the use of dialogue as a pedagogic tool (Mercer, Dawes and Staarman, 2009). As for the accounts of my participants, opportunities for structured learning were favoured for their observable learning traits, a determining factor and record of what had occurred in the classroom, as exemplified by Sam, “…because its quantifiable, it’s there, the evidence is in front of you” (257-258/1), and furthermore, ““You do feel like you’re teaching in shackles most days (.) It doesn’t always have to be formal and come from me, it can come from them, you know.”” (108-110/3). This illustrates the complicated relationship between assessment and pedagogy, which much of my participants accounts focussed upon. Assessment and data were pervasive in their experiences, which highlighted to me just how inextricable from their pedagogy this was, creating an ideological tension (see Subordinate theme: “Sometimes I do have to just do things, even if I don’t’ agree with it”). 

The negotiation of ideological tensions was experienced by my participants and reflected within the Superordinate Theme: “I’m going to keep an eye on everything you’re doing”. The expectations of the school and personally held beliefs were contradictions of themselves. Mirroring closely the results from this study, Taylor (2013) described ‘surveillance schools’ that can feel ‘oppressive and dictatorial’ (p.5) and teachers become ‘watchers and the watched’ (p.11). This is because there is a pressure for schools to produce ‘high returns and massive saving’ (p.22) in early years. Moss (2014) expands on this dominant discourse:
“Find, invest in and apply the correct human technologies – aka ‘quality’ – during early childhood and you will get high returns on investment including improved education, employment and earnings and reduced social problems. A simple equation beckons and beguiles: ’early intervention’ + ‘quality’ = increased ‘human capital’ + national success (or at least survival) in a cut-throat global economy. Invest early and invest smartly and we will all live happily ever after in a world of more of the same – only more so. (ibid., p.3)

This is an early year’s triumph in one discourse, yet a barrier to those who “welcomes, values and thrives on complexity and plurality, inclusion and democracy, experimentation and creativity” (Moss, 2017 p.12). This discourse deals with restricted theoretical perspectives but instead works with predefined goals. Yet, there are other discourses; the laddering exercise that I undertook, revealed a different story . My participants held a different truth. At the heart of their mission and ideal pedagogy a belief in care, relationships and personal growth of children was dominant. Foucault reminds us, “Where there is power, there is resistance” (Foucault, 1978, p.95). Some may choose to listen, others not and I sensed a real tension for Alex and, at times, Sam. For Amari and Rowan too, listening to their own truth  was a strain, as they tried to resist the dominant discourse that surrounded them in school (Subordinate theme: “Sometimes I do have to just do things, even if I don’t’ agree with it”). However, it had its negative consequences, for example Rowan said, as an example, “It’s not what you want to do, you’re not allowed to do that anymore. You are told what is expected of you and that’s what you have to do” (183-184/3), and for Amari, “but you have to go with what people decide haven’t you? And, make do.” (219-220/4). Competing narratives go hand in hand with feelings associated with personal worth, trust and value as practitioners because the data tells its own story or truth (Bradbury and Robert-Holmes, 2018) in a neoliberal context, which can result in performative anxiety (Kilderry, 2015). This was expressed in the Subordinate Theme: “Is my way effective?” Performance anxiety is apparent in the way these participants question themselves; constant doubt compels teachers to attend to many requirements simultaneously (Ball, 2003). These teachers are under a myriad of judgements encapsulated by the labelled superordinate theme, expressed by Sam who stated, “Am I doing the right thing by these kids? Who knows…” (555-556/1), and Rowan, “I’m one of those people who always reflects too much and pulls myself to pieces” (556/3). In the flow of changing demands, Ball (2003) noted that teachers become unsure of their own pedagogical practice, whether are doing enough or even working effectively. This appears to be perpetuated by  lack of staff (Subordinate Theme: Staffing) and hours spend on planning and paperwork (Subordinate Theme: Time taken away from what’s important), (Pascal, Bertram and Cole-Albäck, 2017). In the Subordinate Theme: The Supressed Self, Rowan acknowledged having to contend with power, “you’re not in a position of power you can’t always do anything about it” (430-431/3)  whereas Osgood (2006) remarks that it is important for teachers to maintain agency and ‘resist the regulatory gaze’ (p.6) because this has the effect of disempowering individuals. My participants experienced a lack of recognition for their contribution to the workplace by those in superior positions above them, with Amari stating “Nobody listens. They just don’t.” (493/4); seemingly the only recognition experienced is the end of year data analysis, evidenced by Alex who stated, “all the big wigs…they look through the data and they say what you’ve done well and what you need to get better at…” (510-519/2). 

It is argued that preparing children for school is employed subserviently because performance data steers pedagogy from a distance. A Foucaultian framework is applied by many in this situation where the exercise of power is wielded over individuals, to determine their actions (Moss, 2014; 2107; Robert-Holmes and Bradbury, 2016). Here, the concepts of power, truth and knowledge form an  inextricable link where the version of the truth exists in a given space, time and context. Foucault (1972) conceptualised the body of discourse changes and modifies over time, and new versions pervade how we think, feel, act and engage with different concepts. Foucault referred to these as regimes of truth. These lenses help us to understand how the childhood is constructed in a certain space and time describing how and what should be done in the field of early years (Cohen, 2008). Knowledge and power are closely linked because “it assumes the authority of the ‘truth’ and, secondly, because it has the power to make itself true (Foucault 1994, cited in Lilja and Vinthagen, 2014 p.108).
 
Three forms of power are recognised within this conceptualisation outlined by Foucault: sovereign power, disciplinary power, and biopower (Lilja and Vinthagen, 2014). Foucault refers to sovereign power, a type of power that is easily identifiable because the subjects are aware of power relationships and who has acted upon them. A wider exploration of power, biopower organises and governs whole populations. It attaches to individual’s identities and is said to exist side by side with sovereign power.  Disciplinary power is less visible, and this is achieved when the subject embodies power exerted upon them. Foucault believed that individuals are constructed through power relations. Since they are inscribed in power, challenging power from the outside is difficult, but we are more able to resist power from within (McCabe and Farrell, 2020). Accountability data is an example of such powers in operation, which in circulation through the school is fed back to these teachers, that in turn steers their pedagogies. Echoing as reward and punishment of a school’s performance, this also occurs on a micro-level whereby children are compared on their achievement data (Foucault 1972). This results in teachers going through a process of ‘constant self-evaluation’ (Fenwick et al., 2014, p.5) where they are pulled into a delivery chain of results and data (Robert-Holmes and Bradbury, 2016), an exertion of power from within the school system, thus restricting their pedagogic values and beliefs. Bradbury (2013), observed how EYFS profile scores were amended to reflect what was ‘acceptable’ by the local authority, and describes an example of disciplinary power. A constant collection, production for data delivery was heavily invested within, whilst at the same time data driven decision-making was used as a validity indicator. This was reflected similarly by my participants whose accounts emulated a description of data pressure, that reduced pedagogy to focus on core skills of English and Math. Rowan experienced this as “teaching in handcuffs” (191-192/3) and described how creativity was absent, resulting in a pedagogical shift (Robert-Holmes and Bradbury, 2016). Alex describes how they would ‘hammer writing’ (495/2) for the sake of permissible data needed for accountability for the local authority. 

Returning to the concept readiness and illustrating this by way of power, one way to understand the readiness concept is through child agency. The impending move from year reception to year one is seen by many as a child’s ‘rite of passage’ (Lam and Pollard, 2006 p.123) as they become older and more able. Lam and Pollard (2006) talk about the child’s role of agency in the classroom context and how “they may follow, negotiate, transform or reject functioning as pupils in the classroom” in what is a ‘continuous negotiation’ (p.124). I can see within Sam’s account a reluctance and sometimes rejection of activities by the children, “…they’re not doing it because they want to do it…” (106-108/1), as they go about their school day in reception. Vygotsky (1978) also invites us to think about how children are active responders in their classroom environment within his sociocultural theory. Lam and Pollard (2006) referred to a discontinuity of environments where children find themselves in a learning environment that is inconsistent with their previous experience and understanding of how to behave, thus resulting in rejection. In a study of power by McCabe and Farrell (2020), between the teacher and child, they found that power exists within all interactions. There were instances of positive power for children within play interactions, suggesting play pedagogy has the potential to redistribute power so children can lead interactions in ways that are more productive, compared to those intended by the educator. Educators, aware of power, can create shared understanding and in doing so can change the power differential, enriching the play relationship. In this study Foucault’s theory views power not always as the oppressor, but as potentially productive. Power cannot be removed from pedagogies, however ‘it is possible the have relations of power that are open’ (Foucault 1988, cited in McCabe and Farrell, 2020, p.10), creating a lens that encourages the educator to see the child in their social world. 

The teachers in this study strongly believed in a social-interaction pedagogy. Broström (2017) suggested a dynamic play-based learning concept which integrates a number of well-regarded play characteristics, accepted within early years. Rooted within an understanding that children learn through interaction and communication, during meaningful activities, which sparks their creativity and imagination, reinforces the importance of a dialectic relationship, where the child is seen as an active constructor and agent in their own learning. Broström (2017) argued that such an approach “overcomes learning as a simple adult arranged and directed activity that early childhood educators meet with scepticism and understand as schoolification” (p.12) and which Broström proposed can overcome this spiralling educational conflict. 

Furthermore, the concept of ‘becoming’ is an alternative to the linear concept of ‘ready’ and not-ready’ (Bradbury 2019). If the child is viewed in the sense they are ‘becoming’ then they are viewed outside of structural and progressive narrative where achievement or regression along the chain of development is not required. ‘Becoming’ defines an individual in a creative process that is accepting of difference (Deleuze and Guattari, 1987, cited in Evan, 2015). It is a non-fixed process with no clearly defined beginning and end (Parr, 2010), rather it is ‘inherently creative and affirmative of the vitality of life and difference’ (Evans, 2015, p.36). If there were a restructuring of policy and children are viewed through a holistic lens of ‘becoming’, this would appeal to social interactive pedagogies, known to be valuable to child-centred learning and would likely be supported by these participants.

However, schoolification and datafication continue to pervade the narrative of education today and is linked to the Superordinate Theme: The Increased Visibility and Expectation of Performance Within Systems, a key theme for these teachers. 

The results of this study showed that increased pressure for numerical data and results driven strategies rendered educational performance visible. Visibility in this sense means that key performance indicators are made public in system-wide accountability, to inform school comparisons. External scrutiny is not the only use for data, within school accountability is also largely influential, initiated by school leaders through monitoring of teacher and pupil performance (Selwyn, 2016). The development of data is associated directly with government’s prioritisation of attainment, which demonstrates a determined effort to shape school cultures so that data monitoring becomes the drivers for school activity and school performance (Ozga, 2016).

Ozga (2009) focussed her work on exploration of the relationship between the state and school in England and has suggested the effects of data has “unbalanced the relations of governing and created highly centralised system steering” (p.149). I interpreted the experiences of these teachers in this study  to show that wider pressures (Subordinate Theme: Pressure from Beyond the School System to Achieve) are faced when it comes to performativity. This subordinate theme related to what Bradbury and Robert-Holmes (2018) described as “‘dataveillance’ – the surveillance of schools, not physically but through numbers” (p.88). Bradbury and Robert-Holmes used this term in order to depict the ‘disciplinary nature of visibility’ (p.88). Foucault (1977) made the suggestion that ‘visibility is a trap’ (Bradbury and Robert-Holmes, 2018, p.87); the inescapable pressures were expressed specifically by Rowan and Amari, who stated respectively, “I can see where the pressure’s coming from. And, it has unfortunately filtered right the way down into early years”  (170-171/3) and, “The expectations are there way beyond school” (242-243/4), leading to disempowerment (Subordinate Theme: The Supressed Self). Bradbury and Robert-Holmes argue that through comparison with their neighbours, schools are disciplined through a reward and punishment surveillance. The effects cascade and become central to schools’ producing their own systems of intense governance through data.  

These days, primary schools in England are required to conduct key assessments at different stages of a child’s schooling: EYFS profile; Phonics Screening Check; Year 2 and Year 6 Statutory Assessments. This has had the effect of changing school priorities and pedagogy. Not only is children’s attainment assessed but this is used to the assess the quality of schools by Ofsted (Ozga, 2016). Ozga argued that ideas and possibilities have been displaced with “rules derived from reoccurring data patterns” (p.69) which fuelled the frustrations of these participants. This has the effect of narrowing the curriculum and adopting pedagogies that are not aligned with their personal pedagogic values, reflected in the narratives of each participant and as a result these participants felt de-professionalised. A key document, Bold Beginnings (Ofsted, 2017), cited by my participants, further encouraged pedagogy that is “instructional, teacher directed and narrowly focused on literacy and numeracy learning, with a loss of play” (Pascal, Bertram and Cole-Albäck, 2017 p.27). Furthermore, sensationalist reports in the media in response to Ofsted’s latest report, berating teachers as ‘failing one third of five-year-olds’ (Daily Telegraph, 30.11.2017, cited in TACTYC, 2017) have arisen, which adds to feelings and shame and guilt (Kilderry, 2015). Bold Beginnings failed to acknowledge complex theories of child development and their underpinnings which inform pedagogies. The value of play and child-centred learning is lost along with the values and beliefs that are rooted within play, supported by knowledge and experiences serving to undermine these teachers sense of professionalism because they contradict with their teacher training (Bradbury and Robert-Holmes, 2018). 

Yet, teachers in early years feel there is intrinsic value in their role, that in some ways contributes to society (Cooper and Alvarado, 2006). Day, Elliot and Kington (2005) found that for a sustained commitment to quality, the values and ideologies that teachers held, regardless of social context, was the central factor. These core factors provided teacher’s identities with stability and were most significant in influencing practice because of a teacher’s willingness to set standards for themselves. However, Siraj‐Blatchford, (1993) believed that early years educators were vulnerable to feeling repressed in their roles because of the misconceptions about the purpose of early years education. I would argue, for reception class teachers, who wish to hold tight their beliefs and values, which we have seen shape their identity, will become more difficult in the current climate. This group of teachers have seen a succession of political drivers change the traditional view of early years education, particularly in the reception year, changing the narrative of reception pedagogies which is becoming more narrowly defined, making the challenge of going against ‘the grain’ increasingly difficult. 





















Chapter 7 – Conclusion, Limitations and Recommendations

7.1.0 Conclusion

My analysis alongside literature have provided a critical exploration of the following research question:
‘What is the experience of restricting and enabling factors towards enacting the pedagogical beliefs of four early years teachers?’

As part of the methodological process, I encouraged a reflective focus on pedagogical beliefs. By focussing on the ideal allowed factors to be illuminated that either restricted or enabled the enactment of pedagogical beliefs in practice (Korthagen and Vasalos, 2005). The results led to the development of four Superordinate Themes with Subthemes nested within: The Power of Knowledge, “Doing a Good Job”, “I’m going to be keeping an eye on everything you’re doing”, and The Increased Visibility and Expectation of Performance within Systems.

Rooted within my discussion and which filtrated through each Superordinate Themes was the issue of power (Foucault, 1972, 1980).  The field of early years is dominated by pervasive narrative and regulatory discourses that were highly visible in my participants responses. This illuminated the power relationship between themselves and the school system and wider controlling governmental regimes and policies, restricting their opportunities and abilities to enact their valued and passionately held pedagogical beliefs. I interpreted such pedagogical beliefs were enacted from a resistance to the power imposed upon them (Moss 2017) and within a classroom culture where positive interactions with children helped to shift the relations of power (McCabe and Farrell). 

Deflection of power hold other truths that this study has shown exists, an alternate discourse where optimum development can still prevail but where emphasis is given to the children, which places them central to their own success. An alternative understanding of resistance accentuates ‘movement’ (Moss, 2017) through a creation of new ways, thinking and understanding, maintaining early years as a dynamic field. This prompts me to return, full circle to my opening paragraph, the notion of childhood and the way it is constructed (Nutbrown and Clough 2014). Through this thesis I have captured how these four teachers have voiced values they relate to their practices, inhabited within systems around the child, in a supportive, interactive and relational pedagogy that they argue is meaningful and should be centralised. (Bronfenbrenner, 1979; Pretti-Frontczak et al., 2016).

This thesis rests on a topic to which I felt very connected, due to my personal experiences. I found the research process cathartic in many ways. The dominant memories from when I made my exit from teaching are laid down in difficult emotions, however, this research has prompted me to reflect on and recall the positive feeling surrounded by children engaged in wonderful moments of rich experiential learning through shared experiences of play, that could quite easily be repressed amidst difficult memories. This journey as a researcher has provided me with personal validation and to have felt, ‘felt’ and understood through the exploration of my participants’ experiences, especially during the process of analysis and writing up because they were so aligned to my own. As my interpretations have formed through this process, complexities have been unravelled and I have been able to make sense of them. I was surprised by the dominant issue of power and how strongly this emerged as a theme. Yet, this research has surfaced the importance of believing in one’s own capabilities and having the confidence to pursue personal beliefs. I think early education has much to learn from these participant’s experiences, and I will be reminded in my role as an Educational Psychologist the important of active listening, and raising the vulnerable voice so that it is heard.    

7.2.0 Limitations

I have addressed limitations of IPA in my Methodology. IPA has its limitations in the fact that the results from this research cannot be generalised. The interpretations that I have made from the accounts these teachers gave are specific to the time that they were heard. As such, I would not be able to claim transferability. 

The methodological process of this study was off putting to some potential participants and was highlighted to me as an issue when I was in the process of recruitment. The purpose of Reflective Video Observation was to capture a naturalistic classroom environment that on the whole was a success. However, for at least one participant, who made arrangements to support play on the morning of filming, this do not perhaps represent a typical day for them. However, it gave the study a positive grounding for the purpose of intentional critical reflection. 

I have reflected within this thesis of my discomfort during the process of analysis within IPA. Moving away from the idiosyncrasies of the individual stories towards the abstract process of labelling themes felt uncomfortable. In its allowance for flexibility, I tried to overcome this by taking care to focus upon the individual voice. I moved between themes and the idiosyncrasies of participant’s responses and aimed to highlight strong indicators of themes, where possible using quotes from transcripts. 

A further limitation could be cast over my own experiences of teaching in the reception phase of early years. Whilst during interview I was consciously aware of the phenomenological method of ‘bracketing’ my personal and theoretical pre-assumptions, I am also aware that they are inextricable. My personal experiences are what led to my interest in this topic and have helped inform my interpretations of analysis. It would be impossible for me to take a totally neutral stance when it comes to this research. With a commitment to transparency moreover, my experiences and understanding have helped me attune to my participants and build personal rapport, along with prompting my commitment and rigour to research.


7.3.0 Recommendations

7.3.1 Educational Psychologists

Although this research cannot be generalised and I have collated the voices of a marginalised, small number of teachers, there are implications for the findings of this research that are valuable. Educational Psychologists are in a good position to support empowerment of individuals in the educational sector. They also work to redress power imbalances within systems that could seek to diminish the outcomes for children and those with special educational needs if left unattended. Educational Psychologists demonstrate an understanding of whole-system level working to promote anti-oppressive practice for all professionals. 

I have considered the outcomes of my analysis and issues that have been raised through his research to make suggestions for Educational Psychologists working with organisations, including private and voluntary early years settings:
· Reflection was a major aspect that this study offered in terms of enabling and empowering the teachers that I interviewed. Educational Psychologists are well placed to support teacher and school leaders engage in reflective practice and/or reflective supervision. This could help with coordination the alignment between policy, pedagogy and practice with the hope of delivering the most effective, inclusive practice to support positive outcomes for children. 
· I used a form of Video Reflection to enable my participant to notice the unnoticed within the complex classroom environment. Video Interactive Guidance and Video Enhanced Reflective Practice is a functional tool used within Educational Psychology practice  (Hayes et al., 2011; Murray and Leadbetter, 2018). This study has highlighted the positive effects of reflective video observation that have the potential to be used by Educational Psychology to support empowerment, drive positive feelings of self-efficacy and to facilitate change in teachers. 
· Training for Educational Psychologists is now a three-year doctoral programme. Therefore, they have the skills and knowledge to develop bespoke training for schools which can help to raise knowledge and awareness of theoretical based pedagogy for others in the school system, which focuses on the positive effects of child-centred learning, play, relationships and interaction, whilst celebrating traditions to promote new thinking. 
· Educational Psychologist are key figures who promote collaboration between professionals in their practice (Cameron, 2006; Gersch, 2004). The results from this study suggested that where there was perceived collaboration with colleagues and senior leaders, teachers felt a greater sense of autonomy and enabled to make pedagogical choices conducive with their values and beliefs. Educational Psychologists are in a good position to provide advocacy for children, families and their professional colleagues to promote the care and careful consideration of pedagogical choices to promote the full potential of children, including those that are incalculable (Moss, 2017).
· Rebuilding the commitment and values of diversity, cooperation, and mutuality within the field of early years. This is crucial in light of the current coronavirus pandemic where there is a strength of discourse which had circulated encouraging ‘catch up’ in academia on the children’s return to full time education. 
· Educational Psychologists can help to bridge the divide between education and care (Moss, 2017). This is not exclusive to children in their early years and should be extended through school communities including young people, families, and staff. Schools should be inscribed with ‘ethics of care’ which involves embedding such attentiveness into common practices and school cultures (Vogt, 2002).  
· Educational Psychologist are well placed to ‘speak to’ and respond to issues of power differentials by eliciting and raising the vulnerable voice, whether that be child or a member of staff. 


7.3.2 Further Study

I would be interested to explore the lived experiences of senior leaders in relation to early years. It would be particularly interesting to hear how the interaction between their interpretation of early years policy and school expectations for early years align. 

The time of year for data collection may have had implications upon the views of these teachers, and, I wonder if conducting similar research or a longitudinal qualitative study that explores teacher’s experiences at different times of the year would contribute to the understanding of this study’s aims. 

Further research that would seek to remedy the disempowerment of reception class teachers and would seek to find ways, or adaptations, that bridge policy with that of teacher’s beliefs and values of child-centred pedagogy, would be advantageous. 
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Snyder, D. W. (2011). Preparing for teaching through reflection. Music Educators Journal, 97	 (3), 56–60.
Spelke, E. S. (1998). Nativism, empiricism, and the origins of knowledge. Infant Behavior and	 Development, 21(2), 181-200.
Standards and Testing Agency (2013). Early Years Foundation  Stage Profile Handbook.		 National Curriculum Assessments. Crown Copyright
Stephen, C. (2010). Pedagogy: The silent partner in early years learning. Early years, 30(1), 15-	28.
Strauss, A., & Corbin, J. (1998). Basics of qualitative research: Techniques and procedures for 	developing grounded theory (2nd ed.). Thousand Oaks, CA: Sage.
Sydnor, J. (2016). Using video to enhance reflective practice: Student teachers’ dialogic		 examination of their own teaching. The New Educator, 12(1), 67-84.
Sylva, K., Melhuish, E., Sammons, P., Siraj-Blatchford, I., & Taggart, B. (2004). The effective	 provision of pre-school education (EPPE) project technical paper 12: The final report-	effective pre-school education.
Sylva, K., & Pugh, G. (2005). Transforming the early years in England. Oxford Review of 	Education, 31(1), 11-27.
Taylor, E. (2013). Surveillance schools: Security, discipline and control in contemporary		 education. Springer.
Teaching Schools Council (TSC). (2016). Effective primary teaching practice. TCS. Available at:	 https://www. tscouncil. org. uk/wp-content/uploads/2016/12/Effective-primary-	 teachingpractice-2016-report-web. pdf.
Thomas, R. M. (2000). Comparing theories of child development (5th edition). 	Wadsworth/Thomas Learning. 
Thurston, M. (2014). ‘They think they know what’s best for me’: An interpretative		 phenomenological analysis of the experience of inclusion and support in high school	 for vision-impaired students with Albinism. International Journal of Disability,		 Development and Education, 61: 108-118
Thylstrup, B., Hesse, M., Thomsen, M., & Heerwagen, L. (2015). Experiences and narratives–	Drug users with antisocial personality disorder retelling the process of treatment and	 change. Drugs: Education, Prevention and Policy, 22(3), 293-300.
Tickell, C. (2011). The Early Years: Foundations for life, health and learning: an independent	 report on the early years foundation stage to Her Majesty's government.
Tong, E. M., Bishop, G. D., Enkelmann, H. C., Diong, S. M., Why, Y. P., Khader, M., & Ang, J.	 (2009). Emotion and appraisal profiles of the needs for competence and relatedness.	 Basic and Applied Social Psychology, 31(3), 218-225.
Tovey, H. (2016). Bringing the Froebel approach to your early years practice. Taylor & Francis.
Tripp, T. and Rich, P. (2011). Using video to analyze one’s own teaching. British Journal of	Educational Technology, 43(1), 678–704.
Tschannen-Moran, M., Hoy, A. W., & Hoy, W. K. (1998). Teacher efficacy: Its meaning and	 measure. Review of Educational Research, 68(2), 202-248.
Tuffour, I. (2017). A critical overview of interpretative phenomenological analysis: a		 contemporary qualitative research approach. Journal of Healthcare Communications,	 2(4), 52.
Tye, B. B., & O'brien, L. (2002). Why are experienced teachers leaving the profession? Phi	 Delta Kappan, 84(1), 24-32.
Ültanir, E. (2012). An Epistemologic Glance at the Constructivist Approach: Constructivist	 Learning in Dewey, Piaget, and Montessori.
Unger, M. P. (2005). Intersubjectivity, hermeneutics, and the production of knowledge in	 qualitative Mennonite scholarship. International Journal of Qualitative Methods, 4(3),	 50-62.
Vandell, D. L., Belsky, J., Burchinal, M., Steinberg, L., & Vandergrift, N. (2010). Do effects of	 early child care extend to age 15 years? Results from the NICHD study of early child	 care and youth development. Child Development, 81, 737–756. 
Van Es, E., & Sherin, M. (2002). Learning to notice: Scaffolding new teachers’ interpretations	 of classroom interactions. Journal of Technology and Teacher Education, 10(4), 571-	596.
van Kan, C. A., Ponte, P., & Verloop, N. (2010). How to conduct research on the inherent moral	 significance of teaching: A phenomenological elaboration of the standard repertory	 grid application. Teaching and teacher education, 26(8), 1553-1562.
van Manen, M. (1990). Researching Lived Experience: Human Science for an Action Sensitive	 Pedagogy. Althouse Press. London
van Manen, M . (2017). But is it phenomenology? Qualitative Health Research, 27, 775–779.
Vygotsky, L. S. (1978). Socio-cultural theory. Mind in society.
Waite-Stupiansky, S. (1997). Building understanding together: A constructivist approach to	 early childhood education. Cengage Learning.
Wall, S., Litjens, I., & Taguma, M. (2015). Early childhood education and care pedagogy review: 	England. OECD, available at www. oecd. 	org/unitedkingdom/earlychildhoodeducationandcarepedagogyreviewengland. pdf. 
Warren, W. (2002). Philosophical dimensions of personal construct psychology [electronic	 resource] (Routledge progress in psychology ; 4). London ; New York: Routledge.
Widodo, H. P., and Ferdiansyah, S. (2018). Engaging student teachers in video-mediated self-	reflection in teaching practica. In. Kennedy, K. J, and  Chi-Kin Lee, J. Routledge		 International Handbook of Schools and Schooling in Asia. London.
Wilcox-Herzog, A. (2002). Is there a link between teachers' beliefs and behaviors? Early		 education and development, 13(1), 81-106.
Williamson, B. (2016). Digital education governance: data visualization, predictive analytics,	 and ‘real-time’policy instruments. Journal of Education Policy, 31(2), 123-141.
Williams, J., & Power, K. (2010). Examining teacher educator practice and identity through	 core reflection. Studying teacher education, 6(2), 115-130.
Willig, C. (2008). Introducing Qualitative Research in Psychology. (2nd ed.). Berkshire: Open	 University Press. 
Wheatley, K. F. (2000). Positive teacher efficacy as an obstacle to educational reform. Journal	 of Research and Development in Education, 34(1), 14-27.
Whitebread, D., and S. Bingham. (2011). “School Readiness: A Critical Review of Perspectives	 and Evidence.” TACTYC Occasional Paper No. 2, TACTYC.
Whitebread, D and Bingham, S. (2014) School readiness: Starting age, cohorts and transitions	 in the early years. In: Moyles, J., Georgeson, J. and Payler, J. (eds.) Early years		 foundations: Critical issues. 2nd ed. Berkshire: Open University Press pp.179-191.
Whittington, R. (2015). Giddens, structuration theory and strategy as practice. Cambridge	 Handbook of Strategy as Practice. 109-126. 
Whitehead, L. (2004). Enhancing the quality of hermeneutic research: Decision trail. Journal	 of advanced nursing, 45(5), 512-518.
Weidberg, F. (2017). Giving children of imprisoned parents a voice. Educational Psychology-	 in Practice, 33(4), 371-386.
Wolters, C. A., & Daugherty, S. G. (2007). Goal structures and teachers' sense of efficacy: 	Their relation and association to teaching experience and academic level. Journal of 	educational psychology, 99(1), 181.
Wood, E. (2010). Developing integrated pedagogical approaches to play and learning. In P.	 Broadhead, J. Howard, & E. Wood (Eds.), Play and learning in the early years: From	 research to practice (pp. 9–26). London, UK: Sage
Yardley, L. (2000). Dilemmas in qualitative health research. Psychology and Health, 15(2), 215-	228
Yardley, L. (2008). Demonstrating validity in qualitative psychology. In J. A. Smith (Ed.),		 Qualitative Psychology  (2nd ed., pp. 235–251). London: Sage.
Yardley, L. (2017). Demonstrating the validity of qualitative research. The Journal of Positive	 Psychology, 12(3), 295-296.
Yinger, R., & Hendricks-Lee, M. (1993). Working knowledge in teaching. Research on teacher 	thinking: Understanding professional development. London. Falmer Press
Yost, D. S., Sentner, S. M., & Forlenza-Bailey, A. (2000). An examination of the construct of	 critical reflection: Implications for teacher education programming in the 21st		 century. Journal of Teacher Education, 51(1), 39–49
Zahed-Babelan, A., Koulaei, G., Moeinikia, M., & Sharif, A. R. (2019). Instructional leadership	 effects on teachers’ work engagement: roles of school culture, empowerment, and	 job characteristics. CEPS Journal, 9(3), 137-156.












Appendix 1

Appendix 1 casts a spotlight on a particular model of reflection, which has inspired the design of the present study.  Reflecting explicitly on pedagogical beliefs and becoming consciously aware of possible restrictions that prevent the ideal pedagogy, this model has shown how teachers can be empowered and reassured by their personal aims. This study is interested in raising the voice of class teachers and empowering them to tell their stories and so exploring reflective practice further is valuable.

There is suggestion of a relationship between a teacher’s pedagogical beliefs and their enacted practice that guides a child’s learning. This was referred to by Mihaela and Alina-Oana (2015) as the ‘engine’ that underlies a teacher’s observable behaviours (p.1002). Beliefs are thought to be driven by an emotional connection (Borg, 2001) that are ‘inextricable’ from a teacher’s everyday practice (van Kan, Ponte and Verloop, 2010). In this sense beliefs are personal pedagogies that influence the way teachers think and behave, guiding their pedagogical decisions (Mansor, 2009).

Reflective practice discussed previously is an active process where pedagogical beliefs are surfaced, so they can be explored in conscious awareness. Reflection is at the heart of this research; through reflection, teachers are better placed to understand their own pedagogical beliefs, which can lead to pedagogical dissemination (Loughran, 2006). This points to the value of reflection that can be explored through a core reflection model proposed by Korthagen and Vasalos (Korthagen & Vasalos, 2005). Williams and Power (2010) used the core model of reflection to examine the identities and practices of two teachers. This model used a process of deeper reflection; teachers were encouraged to connect with how they felt about their experiences, another dimension on which to reflect about their personal ‘mission’ and professional identity (Williams and Power, 2010, p.118).

The model is built in layers, and uses the analogy of an onion; “In this model the concentric circles or layers of the onion represent the various depths of a person’s qualities, starting with the more superﬁcial layers of behaviours and competencies, followed by beliefs, identity and mission…” (p.118). Korthagen and Vasalos (2005) argued that the ‘true essence of a teacher’ resides at the core. By focussing on the ideal situation through reflection allows the teacher to examine more closely, possible limiting factors.   Figure 9 represents the Onion Model in core reflection (Korthagen & Vasalos, 2005, p. 54)
[image: ]









Figure 9: The Onion Model in Core Reﬂection. Source: Korthagen & Vasalos (2005) p. 54.

Korthagen and Vasalos, (2005) contended that to formulate the ideal (preferred pedagogy) along with factors that inhibited attainment of the ideal, a conscious awareness about pedagogical choice can emerge. They stated:
“By formulating the ideal situation, together with the factors experienced as inhibiting the realization of that condition, the person has become aware of an inner tension or discrepancy… The essential thing here is for the teacher to take a step backward and to become aware of the fact that she has a choice whether or not to allow these limiting factors to determine her behaviour” (p.55)

Core reflection aims to bring the authentic self to the fore, where the teacher can explore through dialogue how they think, feel and what they desire. This puts them in a position of power and autonomy because their strengths are highlighted, allowing for teachers to be more able to respond to tensions which are illuminated as a result of a possible conflict between their ideal pedagogy and perceived restrictions. 
This is illustrated in Figure 10:
[image: ]








Figure 10: Core Reﬂection Workshop Model. Source: Korthagen & Lagerwerf (2008) p. 27, cited in Williams and Power (2010).

This model serves as a positive illustration of my own ‘mission’ within this research, to highlight a teacher’s pedagogical beliefs and factors that enable or restrict them from  accomplishing them in practice.

Appendix 2

Reflection

“We do not learn from experience… we learn from reflecting on experience.”
 John Dewey (1933, p. 78)
Reflection has long been regarded as an important aspect to developmental practice in education, yet definitions of reflection within literature can be ambiguous (Clarà, 2015). However, they are in abundance and usually refer to giving of time and space to develop assertions around decisions made in practice. Two great thinkers, Dewey and Schön wrote about reflection. Dewey (1933) considered reflection to be a psychological phenomenon that is ongoing and part of the human mind. Schön (1991) identified two types of reflection. Schön regarded ‘reflection-in-action’ as a description of the thinking process in the ‘here and now’, and ‘reflection-on-action’ as thinking retrospectively about what could change. A third type proposed by Farrell (2007) was ‘reflection-for-action’ and described how teachers think about their future directives based on past experiences. Clarà (2015) brought these definitions together and proposed that reflection is “a thinking process which gives coherence to a situation which is initially incoherent and unclear” (p. 263). Therefore, reflection can be transformational and  can bring clarity to an incoherent situation (Clarà, 2015). 

How reflection works is unclear and can only be observed. Dewey (1933) believed that it consisted of two operations, ‘observation and inference’. Moving from observation to inference, past knowledge and skills are referred to, to bring clarity of thought. According to Yost, Sentner, and Forlenaa-Bailey (2000), critical reflection is the highest level for a teachers’ abilities to meaningfully reflect.  Higher order thought processes “involve reflection on the assumptions underlying a decision or act and on the broader ethical, moral, political and historical implications behind the decision or act” (p.41). This is fitting, regarding the topic this thesis wishes to address, and I feel critical reflection is an important area of consideration within my research design and one that I wished to explore.

The role of Reflection in IPA

In Phenomenology, Husserl suggested going back to the thing itself is to explore the lived experience. However, our propensity to be able to do this will vary between individuals. Smith, Flowers and Larkin, (2009) argue that phenomenological research is a systematic and attentive reflection on everyday experience. They make the suggestion that IPA has the ability to elucidate the ‘taken for granted realm of experience’ (p.187) and is accomplished at turning our attention to the things that matter and the factors that facilitate or inhibit them. They referred to this as the ‘bandwidth of reflection’ (p.189), layered reflection between a natural reflection in ordinary life to phenomenological reflection in which involves taking an everyday experiences and ‘honing it, stretching it, and employing it with a particular degree of determination and rigour (p.189), deepened by the process of interview, sparking new reflections.  

The use of video as a method of reflection 

There have been many studies that have used video to foster reflective practice (Akcan, 2010; Snyder, 2011; Sydnor, 2016). It enables reflection, which a reliance on ‘thinking back over experiences,’ cannot attain (Syndor, 2016). Video enables participants to view the complexities of the classroom that may have gone unnoticed at the time (Akcan, 2010). Therefore, their reflections become ‘less vague’ (Syndor, 2016) but are instead a “more complex and evidence-based analysis” of the situation that occurred at the time (Rosaen, Lundeberg, Cooper, Fritzen, & Terpstra, 2008, p. 349). 

Reflection allows individuals to actively search for the ‘truth’ within the context of the video whilst remaining open minded to other possibilities (Syndor, 2016; Yost, Sentner, and Forlenaa-Bailey, 2000). For this reason, Sherin (2004), argued that video helps the teacher make analytical interpretations of what has happened in the classroom through explicitly noticing (van Es and Sherin, 2002). 

These days, a number of practitioners choose to conduct research and training using Video Enhanced Guidance (VIG), Video Enhanced Reflective Practice (VERP) and video modelling, as  examples. Theoretical roots of VIG are based within attachment theory because they are largely, defined attuned interactions, a core component that provides a focus within reflections. VERP, uses repetition to gain sustained reflection and to enable a review of development that has taken place throughout a number of sessions. VERP is specifically concerned with the communication skills of individuals, and shares the same principles, theories and values as VIG. These are examples of methods that have their aims rooted within reflection upon interactions, noticing successes, and supporting a development of change towards set learning goals (Kennedy and Landor, 2015). In their many forms, videos are viewed through specific paradigms. Video modelling is typically viewed through a behavioural paradigm, specifically social learning theory (Regan and Howe, 2017), and requires the participant to watch a peer provide a model of a skill or behaviour, central to the learning goal. Once the skill is mastered by the participant, they are substituted into the position of the model, which involves them watching themselves performing the target behaviour. The reinforcing nature of the videos contributes to change (Axelrod, Bellini and Markoff, 2014).

Video Reflection and Phenomenology
This research is not affiliated with change but rather is concerned with viewing an individual’s subjective experience and enabling the person to elaborate on their experiences through dialogue. Using video reflection allows us to analyse the complexities of human interactions, in time and space. Importantly, nonverbal and verbal interactions can be analysed in relation to each other (Rödel and Brinkmann, 2018). More of what is implicit and situational can be captured on film and through discussion can be explored in its multi dimensions, allowing the different layers of complexity to be uncovered and revealed. Employing a phenomenological method to video observation gains access to the participant’s subjective experience and at the same time, performativity can be reflected upon (Rödel and Brinkmann, 2018).

In line with the interpretative nature of IPA, videos will only show the perspective of the person who has produced them (Rödel and Brinkmann, 2018). When they are shared however, reflective videos become known as the perceived reality and elicit a participant’s response to develop an interpretation of the inherent experiential meaning. Videos only show the surface and cannot reveal a person’s intensions or emotions. However, there is an interplay between what is perceived in the video and the unseen, playing an important role whereby something implicit can show itself as something (Rödel and Brinkmann, 2018), which can be perceived through reflection. Often videos capture the unique, idiosyncratic behaviours of individuals that are more easily interpreted by the individual themselves, or somebody with an understanding of theoretical perspectives of the behaviours (Lee and McFerran, 2015).














Appendix 3

Personal Construct Psychology and Phenomenology

In existential phenomenology we shift our attention to a description of consciousness, with an emphasis on understanding human experience. Ashworth (2015) notes that individuals become active ‘perceivers’ (page. 14), demonstrated through undertaking selective searching, attention giving, choice making with meaning in their lifeworld. Yet, Personal Construct Psychology does not view the individual as a perceiver in so much as an active constructor. George Kelly (1905 – 1967) favours a move towards construction for which research has adopted as a method to enable the investigation of “the individual’s grasp of their world” (Ashworth, 2015, page. 15).

Personal Construct Theory
Predominant in psychology at the time Kelly arose as an author was behaviourism. It postulated that a person’s actions, the way they think, and feel is determined by whatever happens to them. Kelly refuted this idea and encouraged a different way of thinking; he provided an alternative explanation regarding the attempt to make sense of how people understand and appreciate the world and how it appears to them, or explaining the individual’s behaviour determined by a set of personal constructs, which enable them to make interpretations, anticipate and respond to phenomena encountered in their world, and which inhabit an interior realm (Butt, 2004).

There is a close mirroring to what we read in Phenomenology. Phenomenology, as we have considered earlier, looks at what people do, uses interpretation to develop understanding (Heidegger), and avoids looking for causal explanation. As with Personal Construct Psychology, we gain an understanding by construing another’s personal constructs as they are processed and revealed (Butt, 2004). In this sense, I argue it can be regarded as a phenomenological approach.  In order to cast light on Kelly’s Personal Construct Theory it is worth looking closer at it, particularly with regard to the terminology that he uses. 

Kelly assumes a philosophical position known as ‘constructive alternativism’ (Kelly 1970) that claims that our quest for truth will be unveiled in a variety of constructions that are open to interpretation if we choose different ways to construe them. Thus, the person has the freedom to choose whatever ‘meaning’ they want to assert, either one that is preferred or in light of experience, or conscious reflection (Ashworth, 2015). It assumes an approach for gaining knowledge for both the researcher and the person at the centre of the investigation. 

The basic postulate is as follows: “A person’s processes are psychologically channelized by the ways in which he anticipates events” (Kelly, 1970, p. 7). The person that Kelly refers to is the ‘person as an event’ with relation to processes that occur (Kelly, 1970, p. 7); the subject is the event and cannot be detached from ‘life’ and so this does not refer to the system between body and a material object needing an external influence to create motion. That being said, there is debate about whether Kelly’s Personal Construct Theory conforms to resembling a cognitive theory, whereas others have classed it as existential (Warren, 2002).

Through a rejection of behaviourism, Kelly asserts a freedom from stimulus response processing. Instead, he uses the term ‘channellized’ to describe a motion constantly in action for anticipating events (Kelly, 1970). As events are anticipated, confirmation or disconfirmation of the predictions are made. This is not to be confused with how rewards and punishment translates as a source of reinforcement. Disconfirmation instead provides the foundations for reconstruction or accuracy of future anticipations. No two events are ever identical; constructions allow the individual to perceive events similarly, but it also serves to differentiate them.  Thus, Personal Construct Theory is interested primarily in how the world appears to individuals (Butt, 2004). 


The alignment of Phenomenology and Personal Construct Theory
Both Phenomenology and Personal Construct Theory are interested in phenomenon at a level in which they appear and are experienced by the individual. In a typical pragmatist view, Kelly argued that a theory’s value is not it’s value of truth but its value in utility and its ability to enable us to have a grasp on the world (Butt, 2003). The fundamental postulate that I have presented, refutes behaviourism but refers to a person’s processes, channelizing and anticipation of events as central. The same principles are echoed in phenomenological thought, understanding what people do through the interpretation of events.  However, Kelly did not favour the comparisons that were frequently made between Personal Construct Theory and Phenomenology as Warren (2002) testifies:
“…it has been noted elsewhere (for example, Appelbaum, 1969; Holland, 1970; Neimeyer, 1985) that Kelly did not sufficiently acknowledge his debt to other thinkers, and frequently misunderstood, or at least did not give fair hearing to, theoretical positions that were quite consistent with and in fact usefully augmented his own. Existentialism is a case in point (Holland, 1970) as well as phenomenology (Warren, 1985). (Warren, 2002, p. 23).

A real world of events occurs, according to Kelly, and a multiplicity of constructions are placed upon the events, through which they are interpreted. He saw phenomenology from the view that one is confined in subjective world, and who is disconnected and separated from the reality of others.  Kelly wrote:
“Phenomenological man cannot share his subjective plight, for even his most beloved companion is a manikin fabricated out of his own moods. A blind poet, imprisoned alone in a cell whose walls he cannot touch, the only sound man hears is the ringing in his ears.” (Kelly, 1969, p.24)

Kelly’s open rejection seems misunderstood, particularly when we consider Heidegger’s assumptions about existentialism, the view that we are bound within the world in which we exist. I would argue that phenomenology is broader than this; it is concerned with phenomena in the ‘lifeworld’ , in the sense of personal meaning, interpretation and individual focus (Butt, 2003; Butt and Warren, 2015). 

Importantly too, people inhabit a social world and intersubjectivity is emphasised in phenomenology. Individuals are far from being ‘blind poets, imprisoned alone in a cell’ as Kelly assumed. True for Kelly too, sociality was ingrained in his theory. He saw the self as a social construction and for others, sociality also referred to construction of others’ understanding of their world (Butt and Warren, 2015). 

IPA is a hermeneutic process in the context that meaning is interpreted and constructed by the researcher. Chiari and Nuzzo (2010) discussed PCP in terms of its constructivist roots as they highlighted the importance of hermeneutics. An event can only be understood when we unveil how it was experienced or understood by the person, as opposed to objectivism. Many areas of psychology support an objectivist notion that the world is navigated using perception (contact through touch, seeing and hearing), cognition (how we come to know the world), and learning (how we modify the environment we inhabit). Through these assumptions, a separation between the world and ourselves is supposed (Butt and Warren, 2015). However, both Phenomenology and PCP refute the separation between mind and body, others and the environment, claiming they are inseparable. Butt and Warren (2015, p.46) argue;
“The separation of person from environment obscures the way of seeing the systemic and inseparable relationship between them…Instead of “behaviour,” driven by “motivation,” it is more useful to think of a person’s action (or what Kelly termed “construing”), infused as it is with perception and purpose…Each person is in an inseparable symbiosis with his or her environment. The same point had been at the center of Merleau-Ponty’s phenomenology: “Perception is precisely that kind of act in which there can be no question of setting the act apart from the end to which it is directed” (1962, p.374).”

This argument provides a better alternative to objectivism. Perception is not ‘information processing’ the ‘real world’ through ‘senses’, rather it sees the individual within their ‘lifeworld’, intertwined. Although Kelly endorsed the claim that the existence of a real world is only ever known through an interpretation of the constructions we make of it. I am confident therefore to use practical elements derived from PCP within the methodology IPA, with phenomenological underpinnings.



















Appendix 4
Rejected Methodologies

Epistemology is made visible through the methods that are used in research (Carter and Little, 2007). To demonstrate my transparency as a researcher (Yardley, 2000), it is important that I present a portrayal of my decision-making process in deciding my methodological choice and reasoning. 

My aims for this study would not have been achieved through the use of quantitative approaches. Social research aims to understand human action (Carter and Little, 2007) and I believe it would be difficult to measure a person’s beliefs and further understanding of these using numerical data. Furthermore, quantitative research is concerned with testing predetermined hypotheses in a positivist or post-positivist view that ignores the phenomena in the worldly context, as it occurs. 

Qualitative methods seemed more appropriate when asking my research question because they ask participants to describe their experiences and construct meaning through explanation (Willig, 2008). I wanted a methodology that would respect my ontological understanding of there being multiple realities that can be learned from, exploring and understanding the subjective. 

Whilst I gave a consideration to other qualitative methodologies, they were discounted for a number of reasons. Grounded Theory approaches (Charmaz, 2006; Clarke, 2005; Glaser & Strauss, 1967; Strauss & Corbin, 1998) are often considered to be the main alternative to phenomenological methodologies (Smith, Flowers and Larkin, 2009). Through this study, I want to gain an understanding about the factors that enable and restrict the teachers’ fulfilment in enacting their pedagogical beliefs. Grounded Theory is a methodology useful for identifying causal factors. I am interested in raising the voices of the working teacher that I feel are not represented in the changing times of early years education. This methodology did not offer me the opportunity to elaborate for a deeper understanding of their position as a classroom reception class teacher and the factors that they believe restrict and enable their fulfilment of their personally held pedagogical beliefs. For this reason, I am deliberate in my avoidance of an explanatory level of analysis as this study favours a nuanced and detailed insight to understanding peoples’ lived experiences that better fits with my ontology and epistemology.

I contemplated that my research questions could be answered through a single case study, examining a single school in depth. A case study has the potential to highlight the complexities of the teacher’s situation that I favour (Hodkinson and Hodkinson, 2001).  Furthermore, generating a rich, holistic picture can be important to create understanding and meaning around the subject that could be attained in a single school (Noor, 2008). Moreover, case studies have the potential to explore the unexpected and unusual. Although I was keen to for a methodology to be ideographic rather than nomographic, that is to look at individual experiences other than generalisability, I felt there was value in hearing the voices of a number of teachers. I am interested in hearing their stories, firstly in depth, but also to explore any similarities and differences between their experiences that can be learnt from. Consequently, I rejected case studies as a chosen methodology.  

Narrative research would have enabled me to gather the voice of teachers in detail and  I considered this as an alternative methodology for my research. Narrative, also concerned with meaning making, has a specific focus on the stories that are told by others (Creswell, 2007). Although some narrative techniques share a closeness with phenomenology, particularly when used as a way to understand life experiences, many use paradigms thinking to create descriptors across various stories, and through analysis configure them into a structure or a resemblance of a storyline plot (Polkinghorne, 1995). This description of an individual’s life differs in comparison to a description of the essence of experience that is phenomenology (Creswell, 2007). Thus, whereas narrative approaches would explore the teachers’ pedagogical beliefs and experiences around them through the structure of story (Smith, Flowers and Larkin, 2009), phenomenological approaches will consider the detailed, personal meaning of how life events are experienced. I felt narrative research sat too closely within a socially constructed perspective that views human experiences as ‘shared versions of reality’ (Hiles and Čermák, 2008 p.148) that does not align with my view of ontology and epistemology. For this reason, I chose IPA because of its grounding in phenomenology.













[image: ]Appendix 5
[image: ]Appendix 6


Participant Information sheet
When pedagogical beliefs meet practice. Exploring how this is experienced with regard to the perceived demands and expectation on early education teachers



Firstly, thank you for taking the time to read this information sheet.
You are being invited to take part in a research project. Before you decide whether or not to participate, it is important for you to understand why the research is being done and what it will involve. Please take time to read the following information carefully and if you wish, discuss it with others. If there is anything that you are not sure about or has not been made clear, or if you would like any more information, feel free to ask me. Take time to decide whether or not you wish to take part. Thank you for your time.
What is the project’s purpose?
With a passion for early years education I am interested by what reception class teachers believe to be effective practice particularly in today’s climate where there are feelings of unease surrounding what constitutes effective early years practice. The project aims to find out what reception class teacher’s espoused pedagogical beliefs are. My objective is to explore the difference, if any, between a teacher’s observable enacted pedagogy and their espoused pedagogical beliefs, in an attempt to understand what happens and how this is experienced when these two facets meet amidst perceived demands and expectations on them. 
Through gathering the experiences of reception class teachers, it will generate an understanding to support a holistic view through which Educational Psychologists and professional working within early education can learn from, so to offer individual and/or systemic support. 
Why have I been chosen?
You have been chosen because you have expressed an interest in participating in this research. I am really interested in hearing about your experiences as a teacher working in the reception class year of a primary school. 
Do I have to take part?
It is your decision whether or not you decide to take part in this research project. If you do decide to take part, this information sheet will be yours to keep and then you will be asked to sign a consent form.  If at any time you wish to withdraw from the research, that is perfectly permissible, and you do not have to give a reason for making that decision. I will seek your ongoing consent to be involved with the research, verbally, at each stage of the project. If you wish to withdraw from the research, please contact me via email at; jbaxter6@sheffield.ac.uk.
What will happen to me if I take part? What do I have to do? 
If you are happy to participate in the research, it is important that you sign the informed consent form before the project can begin. 
The first stage of research will involve a visit to your classroom setting with the intention to video interactions between yourself and the children in your class, during a two-hour morning period. Following this, I intend to carry out an exercise known as ‘laddering’ (used within Personal Construct Psychology). Laddering involves using the question ‘why?’ The process is used to explore the important values in a person’s life, the abstract theories and beliefs which they hold to be true. The first question I will ask is to find out your preferred pole of a personal construct that is related to early years and in particular, ideal pedagogy in reception.  When I note this down, I will ask you to think about; “Why is (preferred pole) important to you?”  I will note down your answer and check it out in relation to its contrast pole. This form of questioning is repeated until you reach “the top of the ladder”.  
Finally, I will meet with you to carry out a final interview where we will reflect on six interactions that were videoed. I will explore how this was experienced by you, using open ended questioning, in light of your beliefs about effective practice and whether there was any difference about what you observed to be your enacted pedagogy compared to your pedagogical beliefs. I am interested to hear you experiences and story in detail and be reassured that this is very much encouraged. Both the ‘laddering’ and interview will take no longer than one hour and will be at a time and location convenient to you. 
How will the recorded media be used?
The video recordings of your interactions with children in the classroom and audio recordings of interviews made during this research will be used only for analysis. No other use will be made of them without your written permission, and no one outside the project will be allowed access to the original recordings. These will be destroyed immediately after the elaborated interview.
What are the possible disadvantages and risks of taking part?
For some teachers, an adult being present in the classroom during teaching times can be uncomfortable and feel unnatural especially when this involves the use of video equipment. If this does happen and either yourself or other members of staff and pupils feel that this is problematic, please do let me know straight away and we can discuss how we can overcome this situation. In the final interview we will be discussing some sensitive subjects regarding your espoused pedagogical beliefs and personal reflections about interactions that were filmed in the classroom, in the context of exploring your perceived demands and expectations as a teacher. If talking about your experiences in any way has any negative effects on the way you feel, please do bring these to my attention and together we can discuss a way forward. A debriefing session will be available to you should you wish to take it up. 
What are the possible benefits of taking part?
It is hoped that this work will contribute towards your continued professional development, to help you to reflect on your own teaching practice to identify strengths and areas for development as you are guided through the process. Collectively, the information gathered will aim to illuminate teachers’ beliefs about effective practice in the reception class year of school. It will also help to bring to our attention, in order to understand, the perceived demands and expectations that are experienced by these teachers involved in the study, so that others in the early years’ community can be best supported by educational professionals in their collaborative work with them.
Will my taking part in this project be kept confidential?
Throughout the research project, all the information that I collect about you will be remain strictly confidential and will only be accessible to me – the researcher.
All data will be stored in accordance with The University of Sheffield’s data protection policies and procedures.  
What is the legal basis for processing my personal data?
It is a requirement that I inform to that in order to collect, use and process your personal information as part of this research project, there must be a basis in law to do so. This research is serving ‘a task in the public interest’ and ‘processing is necessary for the performance of a task carried out in the public interest’ (Article 6(1)(e)). This is the basis on which I am conducting the research. 
Since the data that I will be collecting is based on information about your personal beliefs that some might regard as ‘philosophical beliefs’ – that are genuinely held, be a belief based on the present state of information that bears weight on your life as a teacher and how you fulfil the role, and that attain a certain level of importance – this is defined in the legislation as more sensitive data. Therefore, it is my duty to inform you that I am applying the following condition in law that states that the use of your data is ‘necessary for scientific or historical research purposes’. As mentioned previously in the section regarding confidentiality, measures will be taken to ensure data security. 
What will happen to the data collected, and the results of the research project?
The data that is collected will only be used for the purpose of the research project that it is intended. During the entire research project, the data that I gather will only be accessible to me, and no other person will be able to access it for the time it is stored or during analysis. The audio recordings will be stored securely, on The University of Sheffield’s computer drives or on cloud storage provided by The University of Sheffield that is protected by a username and password, which meets data security and privacy requirements.  
The video observations will be deleted after the final interview. 
Following completion and assessment of the research project, all other data will be destroyed. The data will not be used in any future research.
The results from the research will be made available as a final thesis in 2020 and a copy will be made available to you. You will not be identified in any reports or future publications as pseudonyms will be used to protect your anonymity. Your school will be anonymised.
Who is organising and funding the research?
This research is not sponsored or funded by any organisation or company.
Who is the Data Controller?
The University of Sheffield will act as the Data Controller for this study. This means that the University is responsible for looking after your information and using it properly. 
Who has ethically reviewed the project?
The research project has received ethical approval from the University of Sheffield’s Psychology Research Ethics Committee.
What if something goes wrong and I wish to complain about the research? Who should I contact for further information?
If you have concerns please contact me, Judith Baxter (Researcher) at jbaxter6@sheffield.c.uk.
Should you wish to raise a complaint about any aspects of the research project they should be directed to my research supervisor, Dr Sahaja Davis (t.s.davis@sheffield.ac.uk) in the first instance. If you feel that you have received an unsatisfactory response from this line of contact, please inform the DEdCPsy Head of Department Dr Antony Williams (Anthony.williams@sheffield.ac.uk). 
Thank you for participating in this research. Your willingness to do so is very much appreciated.
22/04/2019
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Judith Baxter (Trainee Educational Psychologist)
School of Education
The University of Sheffield
Floor 3 Edger Allan House
241 Glossop Road
Sheffield
S10 2GW

Tel: 0114 222 8119
jbaxter6@sheffield.ac.uk

DATE
Dear PRINICIPAL/HEADTEACHER

I am a Trainee Educational Psychologist pursuing a Doctorate in Educational and Child Psychology. I am currently in my second year of study. 
As part of my studies, I am required to conduct a piece of research. My topic of interest has the title “When pedagogical beliefs meet practice. Exploring how this is experienced with regard to the perceived demands and expectation on early education teachers”. Your reception class teacher has expressed an interest in becoming a participant for this study and I am respectfully asking for your kind permission to conduct my research within your school. 
This involves filming over a two-hour period, natural interactions between the reception class teacher and the children in her class as they go about their typical teaching morning. I will be present only as an observer in the usual reception classroom environment.
If you have any further questions, please do not hesitate to contact me.
Your agreement to allow my facilitation to observe would be greatly appreciated.

Your sincerely
Judith Baxter
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Judith Baxter (Trainee Educational Psychologist)
School of Education
The University of Sheffield
Floor 3 Edger Allan House
241 Glossop Road
Sheffield
S10 2GW

Tel: 0114 222 8119
jbaxter6@sheffield.ac.uk

DATE
Dear Parents and Carers

My name is Judith Baxter. I am a Trainee Educational Psychologist pursuing a Doctorate in Educational and Child Psychology. I am currently in my final year of study and work as a Trainee Educational Psychologist. 
As part of my studies, I am required to conduct a piece of research that is serving ‘a task in the public interest’. My topic of interest has the title “When pedagogical beliefs meet practice. Exploring how this is experienced with regard to the perceived demands and expectation on early education teachers”. Through my research project I wish to explore teachers’ views, their experiences and stories. 
To carry out data collection, I will be visiting your child’s school and spending a short time in their class. This will involve me observing lessons in your child’s classroom over a two-hour period in the morning of a typical school day. My focus for observation will be your child’s class teacher but there may be times when Mr/Mrs/Miss XXXX engages with your child in an interaction of some sort so that they become part of the observation too as they go about their typical school day.  Therefore, your child may be video recorded as part of my observations.
The only people to view the videoed observations will be me – the researcher and Mr/Mrs/Miss XXX and they will be deleted after we have watched them.  Your child will not be identified in any reports or publications.
I have received permission from my institution, The University of Sheffield along with Mr/Mrs/Miss XXXX, the headteacher to conduct my research at school. The University of Sheffield will act as the Data Controller for this study. This means that the University is responsible for looking after any data collected and using it properly.
Should you have any objection, please indicate on the slip below and pass to your child’s class teacher within two weeks of receipt of this letter. You do not need to reply if you are happy for your child to be observed/videoed but if you change your mind after the deadline has passed, that is fine too and you should inform Mr/Mrs/Miss XXXX, your child’s class teacher. 
Many thanks for taking the time to consider this. I would be greatly appreciative of your support to allow me to conduct my research in class.

Your sincerely

Judith Baxter
………………………………………………………………………………………………………………………………………………………
[image: ]FAO: Judith Baxter (Trainee Educational Psychologist)
I/We…………………………………………………………………..DO NOT WISH for……………………………………………………
to be observed/videoed as part of data gathering for the proposed research project.

Signed:…………………………………………………………………………………
Parent/Guardian
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Recruitment

I began to recruit potential participants in June 2019, I attended two, morning and afternoon Local Authority Early Outcomes Network meetings, attended by reception class teachers from across the authority. Smith, Flowers and Larkin (2009) suggest that by creating a group as uniformed as possible, researchers are more able to examine ‘psychological variability’ in greater detail (p. 50). This would ensure that all participants worked within similar school systems and were exposed to the same level of local authority influences, key messages and expectations.

At the meetings, I presented a short introduction to my research project. Alase (2017)  explained that IPA is a methodology where multiple participants “who experience similar events”  are invited to tell their stories (p.11). Additionally, Creswell (2013) argued that “It is essential that all participants have [similar lived] experience of the phenomenon being studied” (p. 155). I  asked  for those people for whom my research questions resonated, to indicate their willingness to volunteer to be part of my study. They had the opportunity to chat with me during coffee break and for a short time after the meeting.  As a result, I initially  had 6 interested volunteers. I defined the boundaries of sample selection and specified that all participants needed to be classroom-based reception teachers working within this local authority, in the same type of educational setting. They were required to have their own class and would not be classed as a ‘cover teacher’. 

I was offered feedback from other interested teachers, who explained that the prospect of being filmed was too daunting and this had put them off volunteering. Having given this some thought, I reflected that I did not want to change my research design as I felt that this was crucial to the study’s aims and phenomenological grounding. 

As an approach, IPA is ‘participant orientated’ and allows the participants to share their accounts as they wish (Alase, 2017). From those who had expressed their interest, I chose to have four participants (including my pilot study) based on my stipulations for sample selection.  First and foremost, all participants were class-based reception class teachers, two held leaderships roles but who were not regarded to be senior leaders in their schools. The majority expressed opinions, strong values and beliefs in the area of early years pedagogy, and I felt they were well suited to be included in the study. 

One individual interested in volunteering explained they taught in a special school for children with profound and multiple learning needs. I considered their interest in my study but felt it would affect the homogeneity of the sample. This was a challenging decision, and I did not want anyone to feel excluded; therefore, I maintained contact with this volunteer through phone calls and email and offered them the opportunity to share their experiences with me informally.  
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This is an example extract from one of the laddering interviews I conducted:
Participant: Well, I’m not really in, as class teacher I don’t have the same role as I would if I was SENDCO or if I’m a child protection officer, whatever…but, obviously you pick up things or the children might tell you things or the parents might tell you things, or you might see something and then you immediately pass that information on so that then we can do something to support the family. And we’ve done lots of things to support families. Just practical things like getting the right agencies involved to get them a washing machine so they can wash their clothes, or…you know…send them on a course on how to clean their house…or whatever it might be that makes it more manageable for the children…and makes their life better.
JB: Why is that important?
Participant: It’s really rewarding. I think that even now, that’s the only reason…not…not just to help parents but I’m, you know coming up for 62 next year. I do this job because…well you know, financially I still do sort of have to do it for my lovely family but the only reason I do it is because I still enjoy that rapport with the children and I know…because of my experience that I can give them a good education; I am quite caring and nurturing and I can give them consistency, which very often they don’t get at home. So then, they’ve got those boundaries with us that are really clear so that they don’t…they feel secure, you know. Even if, you know…I had one little girl come in yesterday at lunch time, very subdued, wouldn’t eat anything because there’d been a domestic violence incident and so, but by the afternoon, when she was in that secure environment, she was ‘happy as Larry’, playing with her friends. She came out of her shell again and because we have that consistency for them in school time. Obviously, you can’t really do it out of school, as much, but you can reach out and try and help as much as you can. 
JB: So, your values, am I hearing right, that you strive for upmost, foremost to provide the stability, security for them.
Participant: Well yes, because if children are not happy and secure, they’re not going to learn. So, that is the most important thing, you know…you bring them into your environment and you make them happy and secure and then, even the most withdrawn child will eventually…it might take more time…will come out of their shell and at the end of the year they’ll be telling you all sorts of things [laughs]. So…and yeah…it is very rewarding. And, I still enjoy it after all these years. 
JB: Why is the relationship between you and the children important?
Participant: We have a laugh and joke, but they know not to overstep the mark with me. I don’t have to do it in a nasty way. They know, by the tone of voice, or whatever, that enough is enough and we’re going to get on with our work. But…I’m really lucky that I’ve got a fantastic team who also share my values and are equally as good as I am at, you know…if not better than I am at times…at reaching out. So, that’s important as well. It’s not just me. Because, you’re only as good as your team aren’t you really. 
JB: Is it important for the children to see you in that light, I suppose as a ‘relational human’, someone they can have a joke with…?
Participant: I think it is really because if they feel more relaxed with you…you know…can open up, then you get to the nitty gritty of what they’re thinking, inside, and of what they’re feeling as well so…then that helps you to lead them in the right direction. Hopefully. 
JB: You mentioned parents…you talked about helping them out and extending your nurturing hand. Why is that important for you?
Participant: Well, because at the end of the day, if you’re helping the family situation, then you’re helping the child. You know…if you can make the family more stable, more secure, then the child will be even happier and will be more able to learn at school. 
……………………………………..
Participant: Well…its different in lots of ways now but when I first set up my early years unit…I talked about it before…we tried to get the balance, you know, we needed to teach the children basic skills, reading , writing and maths etcetera…but we also tried to provide, you know, a really good learning environment, do lots of fun and exciting things that they would remember and they would learn from…and you know, it just what I love to do. I’m quite a creative person…I never thought I was originally because I was never good at art or anything. It sort of developed and I found out through practice actually, pinching everybody else’s ideas [laughs] that I’m actually quite good at dong creative things now [laughs] and I’m good at getting it out of the children as well, you know…drawing it out of them when they’re doing art and thing like that. And music, I sing all the time. Mr F will tell you that I know every song in the book and he’s never heard a person that know so many songs off by heart. We’re always singing…and that’s really good for language, and for rhyming words, and all the rest of it. So, basically, I try to make it fun and exciting. I dread to think how many thousands of pounds I’ve spent out of my own money, especially when I worked in Essex and I never had a budget and bought all my own things, I was on holiday and thought ‘oh that’s a nice shop’, ‘I’ll just go and buy something for school’, and my husband would ‘do his nut!’ [laughs]. But there we go, I must have spent thousands over the years but I do think, you know, its going to make my life easier and it’ll make it more exciting for the children, so I’m just going to get it! [laughs]. I’m always on ‘Pinterest’ looking for ideas. How can I make things more exciting? How can I…and even now, at this ripe old age, I’ve been doing it for over 40 years, I still like to do that. I still like to look on ‘Pinterest’ and I get excited about it – I know I’m very sad really [laughs]. Because, that’s the enjoyable part of the job. You know, when you see those kids’ faces, when you’ve done the playdough, you know, set up this lovely stuff for them to play with and they just can’t wait to get their hands on it. That’s what its all about. They are getting excited about learning. And, if they’re excited about learning, it makes your job easy because they’re learning without you having any input sometimes. 
JB: I’m hearing your ethos actually stem from those exciting, fun creative moments…
Participant: Uh um…
JB: As opposed to…?
Participant: Well, I do still have to do lots of the boring ‘nitty gritty’ stuff. And in fact, at the moment, I would say that about ninety five percent of my life is now, even more so, I will be sitting at that table doing focussed activities and I will be doing reading, writing and maths. And, until I’ve don’t the reading, writing and maths, I can’t do the fun, exciting stuff like outside…
JB: Wow, I can see your body language changing now, that’s interesting…
Participant: Don’t get me wrong, I do like to do it with them…but it can be quite restricting because you’re also…it is quite frustrating. I will admit it. So, you’re sitting there doing your writing with whoever, and a child will come up and show you a fantastic model that they’ve made and the only thing I can do is grab my iPad quickly and take a picture of it. So, I get a snapshot of that learning but what I really, really, want to do is to get off the chair and go and talk to then and say, ‘What did you do? How did you do it?...
JB: To see the journey of how that model arrived in front of you?...
Participant: Yes, absolutely, yes. And, I don’t get enough opportunities to do that. So, we’ve tried reducing the amount of work that we have to do, but its mainly the creative, and ‘Understanding of the World’ that has to go because we still have to do reading, writing, and maths every week…and phonics every day. So, then it doesn’t leave you with a lot of time, so then what we do is we have an ‘observation week’. So, we do the inputs, but we don’t do the focus. So, then it gives you the opportunity then, to go and sit and watch them and you know, because then you wouldn’t have that evidence on Tapestry for them to see that this is how…the after you came, we had an extra episode outside, outdoor play because we couldn’t use the hall. So, all those resources that I’d put out the day before, they weren’t using them for how they were intended but I was quite glad about that because I’m being asked to do things now that I don’t really want to do but I’m having to do them to keep the waters calm shall we say. But, I had the most fantastic observation in the mud kitchen, with sticks and carrots…they were doing a party….and more and more children got involved…it went on for about an hour and a half…it was amazing, you know…and that’s what it should be like a lot more of the time. 
JB: This is your philosophy, your values then?
Participant: Well yeah…I still get that you need to do the ‘nitty gritty’ stuff and I’m happy to do that but I’m happy if I can 50/50. I’d be happy if I could do fifty percent of the reading, writing, maths and phonics and fifty percent of the other lovely stuff that they’re missing out on…because they are missing out on it. I mean, they’re very good, they go off and do their own thing because we create that environment for them but, they haven’t got that adult in put that they sometimes need, however brief it might be. You know, you miss so many things that are gong on. I mean I’m getting quite good at…I mean I do scan every now and then to see what’s going on but you just don’t have the time to just go and sit and watch them and to see what they’re doing, how they’re developing and what language they’re using. Yes, so I am a very frustrated teacher at the moment.
JB: So, your ‘creative’ ethos that I’ve heard about, why is that important to you?
Participant: Well, I think that that’s the best way that children learn because if they’re having fun and you’ve set up the learning environment properly then you don’t even have be there really. You can sit there and watch it develop…but…you’re just missing out if you can’t watch it and you might miss out on opportunities to develop it as well because you might think ‘that’s what they need’, they need something, a prop or something, ‘I’ll give then that’ and it will extend it for them. You don’t have the time to do that. So, it is quite frustrating. Definitely. 
JB: What is it about child centred learning that you value so much?
Participant: Well again, if the child is interested it doesn’t matter what they learn really does it. It doesn’t matter if they’re writing about Bonfire Night or if they’re writing about something else, if they’re interested in that the motivation will be there without you trying to have to motivate them. So…it’s like capturing that motivation and letting it run. 
JB: So, a child’s enthusiasm and motivation to learn, do you feel is the foundation of what you are giving them as a teacher?
Participant: Yes. I think so. I think it is. Obviously, there are restraints on it but yes, in an ideal world.
JB: This is your beliefs…
Participant: Yes, absolutely. 
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Laddering: Pedagogical Beliefs    To make a difference

WHY A CAREER IN EDUCATION?

Instilling/teaching human values: respect, tolerance, inclusion, compassion towards others
Support through modelling interaction, value & nurture
Changing attitudes
Giving the child a good start in life
Supporting the wider community
Empowering the child, make them feel valued and cared for
















[image: ]Laddering: Pedagogical Beliefs    
WHY THE AGE GROUP EARLY YEARS?




	

Confidence with younger children
Understanding of Child Development

The ‘Little Moments’ – children have a naivety to the world
Making a more profound impact (progress)
See more of a ‘difference’

Offering a nurturing approach
(Mothering side of personality)



Working with younger children
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Laddering: Pedagogical Beliefs    
WHAT IS EFFECTIVE TEACHING AND LEARNING IN RECEPTION CLASS?




	Adults have the knowledge and/or resources to move learning on
Exploratory play: Children having ownership over their own learning, allowing them to develop at their own rate
Skills develop naturally if children are motivated to learn independently
Child centred play (less focussed) building on children’s interests 
Balanced play in a minimalist environment 
Child’s ability to express oneself 
Being able to communicate, building language
Play









After Homely – like you find at home
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WHAT IS AN EFFECTIVE CLASSROOM ENVIRONMENT IN RECEPTION CLASS?




	Children should be able to feel free in their learning
(open-endedness)
Accessible to all abilities

Children to be in provision engaged in purposeful play 
(developing the skills of perseverance and resilience)

No limits on their learning – child led, adults taking a sensitive approach when entering their play
Developing skill and application of knowledge primarily in provision
Guided enhancements in provision but not limited to
Adults role to provide modelling, facilitating, extending play and talking with the children
















Appendix 14
Elaborated Interview schedule:
1. Member check beliefs. 
2. Watch the video clips

· In the clips we have viewed, how have you fulfilled your mission in terms of your beliefs?
(Question rephrased) The beliefs that we’ve talked before, how are they enacted in your practice? 
· How are you experiencing this now?  (referring to video observations)

· Can you tell me if there any clips that have surprised you? 


· Can you tell me if there is anything you would have done differently?

· How difficult, or easy, was it to do what you believe in? 

· Can you tell me about your role as a reception class teacher? Prompt: How so? What influences this? What helps? What is in your way of fulfilling…?


· What is the ideal?

Prompts:
Why? 
How? 
Tell me more about this? Tell me more about that?
What influences this?
Can you tell me about…?
What are the differences between…?
How do you feel when/after?
What do you think your staff/Headteacher/SENDCO/partner teacher thinks about...?
How do you think things would be if…?
What do you mean by?
















Appendix 15

These are example extracts from the Elaborated interviews:
JB: Do you get the message…you’ve talked about ‘data is never good enough’, where do you receive the message?
Participant: I just think it’s everywhere isn’t it. I mean, I do the data every year and I send it to LA. It’s never national average. I can’t do it. I’ve tried and I’ve tried, and I’ve tried and I’ve got so close, but I can’t do it. And we switch things round and every year we change things and we don’t think ‘oh we need to focus on writing’ because then something else is going to drop,  its keeping all the plates spinning without…what I look at, I look at their average points score at the end of the year. If the average points score is good then I’m quite happy then, I’ve made a nice rounded individual rather than worrying about writing. 
JB: It sounds like you’ve had to create a script to tell yourself this. I don’t know, am I hearing it right?
Participant: I just think that every year you have the same conversation, don’t you? What can we do next year to make it better?  
JB: I am just wondering how you…I am fascinated by how you have…your resiliency towards all this, all this data and saying I’m not good enough but I have to tell myself I have I have to stop, I have to tell myself...How…
Participant: It is a bit of self-preservation I think as well. I was scared that…I think it is but as a teacher nobody, nobody really tells you you’re doing a good job. You don’t get much thanks for it. I’d like to think I’d give that to my team but actually SLT are too busy to be wandering around thanking everybody all the time, you know. And you know, and I think the way our SLT is, we get so much more back from them when I look in other schools and I think it’s dreadful. You know, I would be horrified. 
JB: Do you feel that included you as a member of the SLT?
Participant: I’m not SLT.
JB: Oh I thought you were, sorry.
Participant: No, no-no-no, no. So they give us a lot I think, in terms of their time, their respect. You know they give us a lot more stuff. If I said I was struggling, they’d help me, I know that. 
JB: So, you don’t think there’s something missing there? 
Participant: I don’t think so. No. I think there’s a nice varied set of personalities. If I needed something,  I’d only have to say. And, it would be sorted. I know that, and I’d like o think everybody knows that. 
JB: You feel respected?
Participant: Yes definitely but you still have to have that conversation every year like ‘oh why is data not 78% or whatever, don’t you?’ it’s the same every year, its all I’ve ever had and I think it gets worse every year actually. Yes, then then they’re looking at their end of year reception data for the end of year two, as a predictor. How does it…it doesn’t correlate but that’s what they use don’t they, ‘Well they’ve got a two, well they were a two’. It sort of pushes down I think. Year six gets cross about year 5 and year 5…it does, it does and not because anybody is saying you’re not doing your job, its just that it does push right down and actually, I’m at the bottom of the chain. And I’ve thought of lots of ways to show and in different ways.
JB: How have you done that, tell me about it. 
Participant: Just looking in to things more. I look at all the data, I look at…I do case studies of different children that I absolutely know aren’t going to get a two at the end of the year but actually they’ll have made amazing progress but actually I’m not a magician either. 
JB: Tell me about these case studies, how do they look?
Participant:  Erm, they just…it just shows the data when they get in but then it sort of shows their barriers for learning, what things we have put into place and where they started and where they finish. Just so that…because some of them might come in at 22-36 months, they might get to 40-60 but they wont get to early learning goal but that progress is huge. But equally they’ll be one of the children that are in the percentage that don’t. 
JB: And do you think that…you talked about that pressure coming down, do you think it’s understood further up school.
Participant: Maybe not always. 
JB: Are there opportunities to explain?
Participant: Some time. I do because I sort of…it’s mainly sort of from key stage one going down because then they forget about early years data and they look at key stage one predictions, the year two to predict later on. But I do hear a lot, ‘well they got a two I reception’, and I’m like ‘well, I know, they did get a two’ but I think now I’ve had enough time to do a bit of talking about it with other people as well because everywhere else it’s not best fit whereas for us it is best fit, isn’t it. So, there’s just lots of differences actually and if you’re not in reception, you’re not going to know. I don’t know whatever’s happening in year 5. 
JB: Do you think there could be changes there?
Participant: Yes, I’d like to think that there would be but it depends on our government. Keep going because I think that’s…
JB: Tell me about that.
Participant: Well, it’s just the data pressure on everything I think. I think the data pressure is a massive issue. Luckily we don’t do appraisal based on data targets which I know a lot of school still do, we stopped doing that because actually, all that happened was, people started lying about their data. Why?
JB: Does that feel more freeing?
Participant: Yeah definitely, we haven’t done it for a few years now. Its part…it’s…you write it in your appraisal but it’s not anything to do with whether your targets have been met or not. And, I know a lot of schools still do it based on data targets but when mine have come in and I’ve got 6% that are on track for GLD at the beginning of the year, the target will be seventy-something. I got seventy last year so you’ve got to have an aspiring target. Chances are that I’m not going to get…I’d like to think we could, I’ll do my best to. 
JB: Does that affect…the target, the data driven target. Does that affect this?
Participant: It does a little bit because, it does especially sort of later on in the year when I’m looking thinking, ‘oh shit, you’re 2.5%’, you know and if you’re not getting writing that’s…so, do you hammer the writing for that one particular child more or do you do what you believe in?
JB: What do you believe facilitates the best results?
Participant: Erm…[pauses]…for later on? All that [points to ladders] but for data hammering writing. 
JB: Do you slip into it?
Participant: Sometimes. Yeah.
JB: How does that make you feel?
Participant: Erm, I sometimes…I…I’ve honestly apologised to children before and said ‘I know, I know I’m absolutely pestering you but come and do one little more thing with me’, ‘I am sorry, I promise I’ll leave you alone after this’.  And you do, because if it just…I think to myself if it’s just one thing, ‘come on, we can get you there’. But actually, is it a sustainable ‘get you there’, I don’t know? You’ll have to ask year two [laughs]. It’s that, isn’t it? Because I think actually, if you’re not a two by the end of April, you’re not a two, you’re not going to get a two. 
JB: Do you think this data, this coming from the government pressures. Are there any other pressures that you feel?
Participant: I went to the focus trust, a round table meeting with each school where you go in and you discuss all your data and things, I went to the last year’s meeting. 
JB: Is that like a moderation?
Participant: No, we were moderated last year as well but its where the sort of, all the big wigs of the focus trust, they go to each school and they look through the data and they say what you’ve done well and what you need to get better at and last year our data was the best it’s ever been, really low numbers, there a bigger percentage and they were a better cohort. Year six was the opposite. They took such a hammering for year six and I just thought, I know that everybody in school is working their socks off and that made me a bit cross actually and it made the head cross. He rang up and complained. So, I was quite glad about it.
JB: So had he recognised…
Participant: he is quite realistic about…but I was thinking when I go next year,  I know damn well mine’s gong to dip. Is it going to be me that’s in that boat. At the end of this cohort. Its things like that that’s in your mind. Year six took a battering last year, is it my turn this year. 
JB: How do you prepare yourself for that?
Participant: I suppose with all those things that I’ve told you, that I’ve said before, I’d say exactly the same because I’d have the case studies, I’d have the average point score, I’d have probably their age factor included in it because some of them will only be really, really young still. 
JB: Do you ever find yourself kind of fighting for these values?
Participant: Sometimes, yeah. Yeah and it can come out naturally. I’ve said it so many times. I think, and I suppose that’s the advocacy isn’t it? I won’t do it just because I’m asked to. Sometimes I do have to just do things, even if I don’t agree with it as long as it’s not impacting though but I don’t want to be that awkward person who say’s ‘no’ to everything. I like to save those for when I really need to say ‘no’. 
JB: I see.
Participant: …because otherwise they’ll just expect that I’ll say ‘no’ all the time. 
JB: Yes, I understand that. 
                                 ……………………………………………………………………..

JB: Oh structure?
Participant: Guidance. Yes. It’s the guidance. Yeah, I mean there’s Development Matters, which is a very confusing document. I don’t like it. Erm, just for the reason that you’ve got the overlaps. If you’re going to do something like that, just don’t do the overlaps. It can be interpreted in so many different ways but then, so can anything. It’s nice not having the guidance, because I find guidance restrictive sometimes. Like, at the end of year one, I know massively this year I’m going to have to focus on spelling because that’s a massive part - you don’t hit your writing if you can’t spell. And that’s such a narrow part of the curriculum but I know hand on heart that’s what I’m going to be doing a lot of focus work on over the next year with these children because that’s what we’re going to be assessed on at the end of the year. I know that. So that guidance restricts what I’m going to teach the children because I know, hand on heart, at the end of the year, this is what I’m going to be assessed on. If they can’t do it, the cost of doing that means they’re going to lose something else somewhere else because I haven’t got the time in the curriculum, certainly in key stage one to do what I’ve got to do. Early years is different, and I like the fact that there isn’t so much guidance. 
JB: Right…
Participant: …so I don’t think its restrictive. What is restrictive is that little devil coming back every now and again, so the moderations feed into that, going to network meetings feed into that where you sit there and the person at the front is talking about exactly what you believe in, and they usually are because that, generally is, what the philosophy is in early years now I think, for certainly all the training I’ve done and all the reading I’ve done is very much how the way we’re dong it…Maybe we need a bit more challenge now, I don’t know but that’s the devil again isn’t it [laughs]…but that very much how early years appears to be how it should be; so I feel really good but then you speak to people; “That’s all well and good blah, blah, blah, blah, blah…”, “In my experience…”…And, I’m thinking, in my head ‘well I can’t say ‘in my experience’ because my experience is very limited. I believe in what I’m doing, I think it’s right and I’m seeing results early. I saw results in the first year. This year, as I say it might be a cohort thing, but next year it might be completely different again. If I stayed up there another year, I might be able to say ‘yeah, I’ve tried things out and I’m happy with what I’m doing and that’s the right way forward. 
Participant: Possibly, what I’m hearing is the restricting factor is possibly the process that you have to go through, it’s not necessarily the curriculum?
Participant: It’s the processes and other people feeding into it. Yeah, like colleagues, like year one colleagues; for example, feeding in and saying, “Oh what did you teach them last year?” Which you always get, every year…
JB: Can you tell me what your insecurities are about? 
Participant: It’s not competence because I’m a good teacher. I know that. It’s taken me a long time to be able to say that after my career. During my careers there are things that have happened. I can’t remember if I told you my past. Yeah, I think I did. It took a long time for me to be able to say, hand on heart, I’m a good teacher. I am a cracking teacher. I’d be cautious to say I’m an ‘outstanding teacher’ because I don’t think there is one. I’m a good teacher. I do the best I can every day, with out a doubt. Why am I saying this?...
JB: Tell me about those other professionals, kind of…questioning you. I’m trying to understand your insecurities.
Participant: [pauses]...I think past experiences. 
JB: Past experiences
Participant: I think so. [pauses]…the fear. Its fear. Bringing back to fear, bringing it back up. Because during a period where I was stressed and anxious, just crying every day, all that kind of rubbish, and suicidal episodes. Through all of that. Through those two years there, I wasn’t the best teacher in the world. I know that and I can see that now. I’ve done a lot of work on it through counselling. I generally feel – and I’m not meant to say I do – but I generally feel I failed 60 children. Because I taught 60 children in those two years and they didn’t have the best from me. But, like my councillor says, “But if they didn’t have you and they had somebody else, would it have been any different?” [laughs]. It’s like, I don’t know? [laughs]. Yeah, so I feel like I failed 60 kids then. And, that fear of failing another set of kids because I’m doing the wrong thing is the insecurity. Am I doing the right thing by these kids? Who knows, there is no right answer. I feel I am. But is it the right thing? 
JB: But the feedback they give to you…[smiling]
Participant: The children love it. The children are happy, they’re engaged. Something everybody says when they come into our unit is how engaged they are. There’re other early years practitioners that come in and they walk in and say, “Oh my God, there’s not one child off task here”. I’ve walked round other units and I’m like “Oh…”. There’re children, there’s one, Isan that came to us last year, and they’d literally wander. I’ve never come across a child that would just wander, he didn’t know what to do.
JB: What type of provision did he come from?
Participant: I don’t know. I couldn’t tell you. I could tell you which school, but I can’t remember off the top of my head. I don’t know what type of provision they had but he just wandered. It was really funny to watch because I never experienced that before. It wasn’t long before he was in it all and engaged and everything because I think our philosophy is that way. The whole school actually, inclusive; inclusivity is a massive thing here. And its about the community, getting everybody on board. The whole…this…because the other big thing is that I’ve taught here for - minus the two I left – I’ve taught here for all of my teaching career so everything I’ve learnt has been from this place. The whole philosophy; my whole teaching philosophy has come from here and watching other teachers like Paula and people teach, so it’s all…
JB: That’s very…
Participant: That’s Powerful.
JB: Yes, powerful for you to be able to enact what you feel it right.
Participant: I’ve seen it, I’ve seen it work. I’ve seen it work which is why I need it, to do it. 
JB: So, there is a polar opposite, not feeling good enough in the respect of your past experiences, but actually you have such a powerful driving force that comes from the belonging you feel in this community. 
Participant: Which is why you do it. It comes down to this. It is making a difference. It comes down to that. I do it because I’m making difference to these kids. And, I am doing what I believe is right for them. That’s the difference…This is in the insecurity, what everybody else is thinking and saying and doing, government, colleagues, whatever; that’s the devil, that’s the insecurity side of things. They’re all saying ‘yeah but what about this’, ‘yeah but what about this’, ‘yeah but what about this’, whereas actually I’m sitting there on this side of things saying ‘I’m doing the best I can for these kids in the way I feel is right for these children’. But you get…since ‘Bold Beginnings’ came out and everybody read it as if to say ‘you need to be sat down at tables all day everyday’ and that’s not what Bold Beginnings said for starters, if you actually sit down and read it properly. Then the second thing is, who says that’s the right way? [laughs]. Its just so…but then you’ve got that and certainly when you’re first new to it as well, when you’ve got that niggling in your ear ‘They must be sat down and you must be doing this, must do that, must do this’, and you’re going ‘actually I don’t agree with that, I’m going to do this’. Its very brave and a scary place to be. And, that fear of that…like I say I’m an insecure person anyway [laughs]…I’m just a very anxious person and I just worry about everything all the time so things like that, you just have to learn to bury it. It’s difficult. It’s that question, what is the right thing? There is no one way, one particular way to do things. 

                                    …………………………………………………………………………
JB: Tell me about the staffing.
Participant: [heavily breathes] 
JB: Does that have an effect on all this?
Participant: [heavily breaths] God yeah because previous to this we had one teacher and one T.A., it wasn’t the same one in the morning than in the afternoon but it was a T.A. all day and they concentrated on your class whereas now we’ve got…and the nursery had a teacher and a nursery nurse or T.As. but now we’ve got 39 in reception, which is too much for one class, so we have to…we haven’t split them split them so they’re all of our children which makes it really difficult because you’ve got to know…got to get to know 39 instead of just, you know your 20 odd if you would have if you’d just had them split. And then…[pauses]…so, because Maples go off to the pod, which is over there to do their learning inputs, its quieter over there, it’s much nicer for them over there. In the mornings it’s dreadful, dreadful, dreadful, dreadful. Chaotic. The laminate floors, I love the laminate floors but the noise levels. 
JB: They’re noisy. 
Participant: Really bad. Erm, so they have to go over there to do their smaller group work while we do whatever we do. So, we’ve got 22 each, which is fine but then the people who are over there, who are our TAs in effect, they’re not really, we’re on our own really because their priorities are the Maples and the nursery children. So, that’s really difficult, is to try and erm, get enough, get enough out of 40 children when there’s only two of you doing it really. There would have been four usually. And, I’m finding it difficult that we are swapping groups every half term. 
JB: That restricts you in what way?
Participant: well I don’t feel like…although I teach, we teach in ability groups for maths and phonics, the maths groups are literally split in half. So, it’s massive. Erm, so I know a little bit about how they’re getting on in their maths, if I’m teaching, perhaps I know what’s going on there but if I’m not teaching the phonics, I don’t know. I don’t feel like I’ve got enough of a whole view of all of them, of all 39 than if I’d just gone vooumph [sound]. 
Participant: I see. 
KR: But still interact as usual in provision, you know, that’s fine and do focussed activities with them, blah, blah, blah, I still think that that little core group, would it be nice if we’d had them the whole way through? 
JB: Yes, I see. 
Participant: And, I know those children inside out, but I had them as Maples because I was nursery teacher last year. So…because we had a nursery teacher. We only had one reception teacher because we had less reception. So, yeah, that’s my personal feeling but you have to go with what people decide haven’t you? And, make do.
JB: So, it sounds like the structure comes from possibly the staffing, but the structure is massively impacting on all this, am I hearing that right?
Participant: Yes, because you’ve got to get our reading in, you’ve got to get your interventions in and if you’re the S.K.I.P, you’ve got to do that first. By the time you’ve got into anything, it’s time to stop, or, it’s phonics or it’s lunch, or whatever. Just not enough hours in the day to get…I’ve set up VIPs now.
JB: Tell me about that. What’s a VIP?
Participant: oh, I’ve just split them into…I’ve just concentrated on four children every week, not fully because obviously I’ve got other children as well but I look at where their gaps are and I try to address those in that week and try and get an observation for them. Erm, and hopefully get a more rounded thingy of them, vision of them and that will happen for every child every half term. 
JB: What’s the expectation?
Participant: There isn’t one really, but we did have a meeting where the early years leader said that people weren’t doing enough or weren’t doing enough of the other side. But old habits die hard, don’t they? You’re only one person [ergh].
JB: You found that restricting, am I right, the expectation on you?
Participant: [sighs] [long pauses]. Yeah, because we get Tapestry and it shows you what everybody else is doing and you get notifications on how many they’ve done and then that’s pressure and I’m thinking, ‘I really don’t want to do that many, that’s too many for me’. I’d rather do quality, not quantity. 
JB: What would you rather be doing?
Participant: In there and having more of an emphasis on professional judgement. Again, that comes from the government and the world. The expectations are there way beyond school.
JB: Tell me about that. Do you feel it?
Participant: Definitely. And that awful document, ‘what was it called?’ where they wanted to make everybody…
JB: Bold Beginnings.
Participant: Erghhh, that’s the one. Bold Beginnings [pretends to spit to show disgust]. Honestly, and then in curriculum they’re talking about ‘you can’t teach cross curriculum in Key Stage one anymore’. It just negates everything we do, all our…everything we do is cross curricular. And I just think, what’s the world coming to? Really, what is it coming to, when erm, it’s not even the world, it’s this country. We’re making them form numbers, you know, the right way around, when they can’t even hold a pencil properly because they’re not old enough and their bodies are physically not ready. And, er, my friend lives in Germany and hr daughter didn’t go to school until she was seven, not she was six in December but didn’t go to school until the August, so she was nearly seven. She’s bright as a button. They write, they do everything, beautiful handwriting, everything, you know, and I just think why are we making them write sentences and form letters? It just makes me feel so cross, it really does but that’s the country we live in. and the expectations, I mean, don’t get me wrong, some children absolutely want to and are ready for it and we embrace that and go for that for them. But others, they’re just not ready, physically or emotionally. You know, like a little girl we’ve got 31st August born, I mean she’s quite bright but at the same time, it could have gone the other way. You know, she’s so tiny and people are saying ‘I don’t think she’s ready to go into nursery’. Well, she came, and she’s flourished. 

                                                  ………………………………………………………………….

JB: Is there anything you saw within them clips that you might have done differently, or might have taken a different approach to? 
Participant: I don’t think so. I think it went quite smoothly really. In fact, it was a really good morning. I had great fun. The children had great fun. I felt they were getting a lot out of the play. It was nice to have the opportunity to be part of it,  to model the language, to talk about the beans, you know and have that opportunity to just talk to them in an open situation because it could have been anything couldn’t it? I mean, they led the play really, it wasn’t me leading it. I just followed their lead as much as I could with a sprinkling of…you know…trying to get the education side in there [laughs]…talking about the beans growing and the roots and all of that, you know. It’s much more exciting doing it that way than like ‘this is a bean; these are the roots.’ When they’re discovering it for themselves, then it’s more fun.
JB: How does that feel, for you as a practitioner when you see that unfolding?
Participant: Well, it’s much more fun to me to be doing it that way. I’m privileged to be part of it really because it goes back to my values, I want it to be creative, exciting and fun. You can see on the videos that the children were all smiling, they were all joining in, they felt confident enough to ask me things, or, to just get on with it really. I mean, there was one crying wasn’t there, but L always cries every day for no reason [laughs]. So, yeah, it does frustrate me…I keep using that word that I would like to do that on a more regular basis than I get chance to do it but because of the shackles of education at the moment. You do feel like you’re teaching in shackles most days whereas they can get so much out of an experience like that one that we had that morning. It doesn’t always have to be formal and come from me, it can come from them, you know. 
JB: What enables you to do that then? You talk about feeling restricted but what enables you?
Participant: Well, probably because it was outdoors. I mean, I love Wednesday mornings because that’s the only day that I get to go outdoors, and go out all morning, which is good because then you can see the progression from beginning to end, you know, like we did that day. It went on all morning; the play and you can see it developing and you can put things in to help it to develop. Most of the time, as I said before, I am sitting in one place, reading or writing or numbers and that’s how it is. That’s what I’ve been told to do and that’s what I have to do but there’s a bit too much of that going on for my liking at the moment. I would much rather there were more opportunity for doing that type of play but at the moment there just isn’t. It’s getting less and less frequent which to me is really sad because all of those opportunities you just miss because you are with one child writing or doing whatever…as I said last week, you’ll occasionally get…it’s like yesterday I got so frustrated because I was sitting writing…I think I was writing, in the afternoon and then K, who was the lead firefighter…I’d put junk modelling out and it was open-ended and she decided she would make a bird feeder. It was amazing, she’d got these bottles and she’d wrapped them all up with tape, you know and she said ‘These are for the birds and I’m going to put food in them’…all I would loved to do then was to get up ‘right let’s find some bird food’, ‘let’s go and hang it on the tree outside, we’ll make some holes so the birds can get the food’…fantastic…but did I get chance to do that? No. I didn’t. I think she took it home in the end but it was such a wasted opportunity and it is very, very, frustrating and annoying because I would have loved to have done that,  extend it…and I’m sure that as soon as I would have done that, they would have all gathered round and we could have made it in to a learning experience, you know.  We could have talked about ‘why we need to feed the birds in winter?’ and all of this and ‘how are we going to put the holes in the bottles?’ and ‘how are we going to hang it on the tree?’ you know, it would have been great but that’s all lost now because I couldn’t escape from doing my writing. 
JB: Do you feel that’s an expectation put on you?
Participant: [groans]…I don’t just feel it. It is an expectation. Yes, so…
JB: Tell me more about that?
Participant: Well, I think it come from the government. It comes from Ofsted. It comes from people who are in charge of the school, of which we’ve had quite a few. I mean, the happiest I am is when people leave me to make my own judgements and they can see the children are progressing, and you know, they look in the books, but they give me that professionalism to leave me to do the way that I would like to do it. And, I still get the results for them, but I have more opportunity to develop that kind of thing because I’ve got more time to do it. Whereas, at the moment, it’s a good ninety five percent its work, work, work and only five percent doing that type of thing which makes me very sad. 
JB: How would thing be different if you were left to your own devices as…I’ve written it down here, as you said professionalism…
Participant: Yes…Well I would still be able to get the same standards of work out of the children and the same progress, if not more so because I feel, at the moment, I’m putting a lid on their learning, especially with these enhancements, that I’m being told to do. 
JB: I certain areas, or all areas?
Participant: Well, in lots of areas certainly because you know…if you…like I set up this thing to make a poppy this morning because we’re doing ‘Remembrance’ but it’s very restrictive isn’t it? Ok, they’re going to make a poppy and I’m going to get a tick in the box; I am doing what I’m being asked to do…but…those children will probably make and poppy and then start making cakes and birthday cakes because that’s what children do and then, you know, they’ll be developing their play and it’ll be much more open-ended, whereas if you’re just telling them to do a poppy, then it’s restrictive isn’t it because then once you’ve done a poppy that’s it then really…it’s not going to move on anywhere else. So, I don’t really agree with all this enhancements business at all but that’s what I have to do at the moment. I don’t feel I’m allowed to be a professional, even though I’ve been doing it a very long time. I’ve had loads of different training in loads of different areas, you know, in London, in Essex, in Yorkshire, not so much training since I’ve been here to be honest. I feel that I know what children need to be able to learn and know how to develop it and still get standards but I don’t feel that I’m being allowed to use my experience and  professionalism because people are telling me what to do but they don’t know as much as I do. So, that is very annoying because you think ‘why are you telling me to do that because I don’t agree with it’. 
JB: Are there opportunities for you to share your knowledge with senior leaders?
Participant: No. not really. No. People are not very good at listening. They only listen to Ofsted or the government. They don’t listen to people who actually do the job. 
JB: I wonder why? 
Participant: Well I think everybody is…well, I can see where the pressure’s coming from. And, it has unfortunately filtered right the way down into early years whereas before it used to stop a bit in Year one, and you were a bit more free to develop your early years as you saw fit. But it’s definitely filtering down even more unfortunately. Actually, it’s not a good thing because then…I was only just having this discussion in the car this morning with my son-in-law, who’s a secondary school teacher…it’s like, you know… that lid on the learning again. It’s like taking away all the creative and fun things and only teaching them a very narrow band of stuff that they need to know to pass the test but all the other stuff that is so rewarding ad so enriching is being ignored and like, you might only do it every two weeks or something.
JB: Is that why? Are we in a test culture?
Participant: Yes, it is. It’s been getting worse and worse and worse. It’s the worse it’s ever been really. Because everybody’s doing it, they’re doing it in secondary schools, they do it here, they do it…you know, I know lots of teachers…most of my family are teaching…and it’s the same in every school. You’re always ticking boxes for somebody else. It’s not what you want to do, you’re not allowed to do that anymore. You are told what is expected of you and that’s what you have to do. I have been in a couple of situations where I haven’t agreed and I’ve spoken out very loudly about it but then that didn’t do me any good because then they just thought I was a trouble maker and then eventually made my life so miserable that I had to leave and go somewhere else. So…I have sort of learnt a lesson, have to keep my mouth shut and get on with my job. I do all the stuff that I love to do as much as I can…
JB: It matters to you doesn’t it?
Participant: Yes, it does…and you know, I feel the children deserve to do that. Erm…but…they’ve put a lid on my learning too, haven’t they? They’re like making me teach in hand cuffs almost. That’s what it feels like. So, yeah…it’s not in a good place at the moment and I’m hoping…it might be a miracle…because this new Ofsted framework is supposed to be a bit more liberal isn’t it, a bit more open…we’ll see what they say when they come. 
JB: Are you due?
Participant: Oh, any minute. Yeah, it’ll probably be the week before Christmas [laughs], from what we can gather. 
JB: How does it make you feel? 
Participant: Well, you never know what they’re going to say, that’s the thing because there isn’t as many different opinions as there are Ofsted inspectors. I’ve only every met about two of them who knew what they were talking about anyway.  Lots of them don’t really understand early years. Certainly, the ‘pirate ship’ episode that I talked about earlier…it’s like, ‘what are you say?’, ‘you have just proved to me that you do not understand early years by stranding there and telling me I need a pirate ship’, ‘because actually we don’t because we can make a pirate ship any time we like, and then we can make a fire engine or a police car, or a boat, or, you know…anything’. Whereas, if we’ve got a pirate ship stuck in the playground, they’ll use it a couple of times and then they’ll be bored with it. Then they’re not involved in making it so then, it isn’t then their own or their own idea so…I’ve had to listen to so much rubbish from Ofsted inspectors in the past and people who have come in and made a judgement before they’ve even speak to you and they don’t even want you to say anything…I’ve had that before as well. So, you never know what you’re going to get. And, you always feel like they’re trying to catch you out as well. We had quite a good write up, they came in the summer, a few months ago, reception came out well. Phonics was strong, they felt the children were learning well and they were progressing…so, they got a little paragraph but we came out stronger than some in the school but then you never know what they’re going to expect. 
JB: Does it make an impact on senior leader’s thinking at all? 
Participant: Yes, it normally is. I mean, if you get a good write up from Ofsted, they do tend to leave you alone. Although [laughs]…I did erm…this must have been 20years ago when is set up the early years unit in Brentwood, Ofsted came and I was running it on my own with three T.As…erm I can’t remember how many children I had, I had about 39 children I think, but I was allowed the freedom to set it up exactly the way I wanted and this lady came, this Ofsted inspector came,  and she gave me ‘very good’ which at that time was like ‘outstanding’, so for a while it was like, ‘oh we were the ‘best things since sliced bread’ and then we got a new head and it all went downhill from there because she actually didn’t agree with what Ofsted had said about our early years unit. The she was getting all these advisors and inspectors, you know, HMI’s whatever they are, from the authority to come and say ‘well you’re not doing that right, and you’re not doing that’…even though Ofsted had said we were doing it right, for once. And, within a year it was like I’d gone from the ‘best thing since sliced bread’ to like being, like inadequate because they didn’t agree with the way that I was doing it and Ofsted were quite pleased with it. We even had people like you coming in, some lady came in to do research, don’t think she was too impressed either. You know, it’s all about perspective in early years.
JB: Yeah…
Participant: and it still is, you know. 
JB: Is there ambiguity about what is understood to be effective?
Participant: Yeah, I mean, it depends on who you talk to or it depend on what the latest flavour of the month is. At the end of the day really, it hasn’t really changed...at all…for professionals I don’t think. But then, you know, you get a new government and they bring in Literacy and Numeracy things and you have to change everything and then they get rid of that…you know it’s like these new SureStart things, I’m thinking, ‘Here we go again’. It’s a good thing…SureStart nurseries are fantastic I thought, but what did they do? Shut them all down. Well, not they’re going to open them all up again. It’s like, why? [laughs] Why? Why do they make it political? Don’t make it political. Make it good for the children, and the teacher that have to teach them. I think they should take it out of politics altogether, education. I wish they would and have your own education body that is run by people who have worked in education and know what they’re talking about. That would help. Very often you feel people are telling you, like Ofsted inspectors to do it a particular way and then you think, ‘But no, that’s not right, if I do that then, it’s wrong’. Then the children are going to suffer, actually. ‘So why are you telling me to do that?’ ‘You don’t understand!’.
JB: What do you do in those situations?
Participant: As I get older, I don’t question it as much because I’ve got bitten on the bottom too many times really because it’s sort of happened to me twice. And…you end up being bullied and classed as a troublemaker. In the end its just best to keep your mouth shut, get on with your job, keep your head down and do the best that you can do in the circumstances. 
JB: How does that feel?
Participant: Well, it is horrible. The bullying was horrible. I think I told you last time, I had to go on medication for six years. But again...I actually…its quite funny…I actually always thought this woman that was bullying me was autistic because she had no empathy, you know, and no social skills. But then I read an article the other day about narcissism. And actually, I was thinking, ‘oh my God, she’s a narcissist’ [laughs]. I was one of the few people who could see through her and  knew that she wasn’t a good person and that she was all about herself, ‘I’m so wonderful, look at me’. But actually, she wasn’t…I mean she shouldn’t have been in charge because she didn’t have a clue what she was doing. She was trying to tell me what to do, I knew it was wrong so yeah, I am a bit of a rebel on the quiet if I believe in things really strongly. I always try and do it on the quiet and if I’m not allowed to…’oh we’ll just do that, nobody’s going to know’ [laughs]. 
JB: How do you think thing s would be if you felt, perhaps trusted? Am I right in saying there’s an element of trust here?
Participant: Yeah. It’s much easier when, you know, people do trust you. Then you do what you can do best. But unfortunately…when I first came here actually, I was actually asked by the head to apply for the job because it was about 6, 7 years ago now, and the early years person left and the head said ‘Will you apply for it?’ and I said ‘I’d think about it’ because I was actually going to reduce y hours you know. If my husband had had his way, I’d have been on three days a week, but because she had asked me to do it and I sort of felt valued, I did apply for it. I’m really glad that I did because she did trust me to do a good job. It was all ‘hunky dory’ but then unfortunately she died, suddenly, and then…we’ve had a succession of disasters basically. The deputy took over, then she wasn’t up to it so she went off sick, then we had another lady who came from another school, who was getting all these people in, you know, to come in and tell us all how to do it. Then, we’ve got somebody else now who’s doing the same. So, it’s been a lot of change and turmoil and people have had to hold it all together, but it hasn’t been easy by any means, you know. But, actually, the whole place would have sunk if it hadn’t been for the staff because we kept the ship afloat while they were all faffing about trying to find someone to be in  charge. 
JB: So, is there something about feeling valued within the role?
Participant: Yeah, absolutely, I mean that’s what you…that’s what you…it amazes me how they don’t treat the staff the way that you would treat the children. So, you would never make a child feel not valued. You know, you would always value whatever they say to you, you don’t say ‘well no, that’s not right’. You just like skirt around it and try and put them right in nice way, don’t you? And you praise them, don’t you when they do something well, and if they don’t do something well, you support them, but they don’t do that to the staff. They come in and they beat you with a stick. So that, I don’t agree with that either because, you know, teachers are people too. They should be treated with respect and they should be supported if they are struggling but they’re not. They’re just like ‘oh well, you’re not good enough, off you go’, ‘see you’. So…that’s how it is unfortunately. 
JB: Do you feel that now?
Participant: Ah yes, in fact there’s one teacher leaving after Christmas, another teacher who is going part time because she can’t cope with the amount of work and the stress and the way of doing things which is very prescriptive. I mean, to be fair, we’ve got off quite lightly, compared to some of the others, in early years because I think I’m a bit more skilled at keeping people off our backs. So, I’m like this protective…[laughs]…
JB: Yeah…
Participant: I try as much as I can to protect my team from all this rubbish that’s going on, you know. And…they sometimes don’t realise I’m doing it because I do it very quietly and behind the scenes. I don’t make a big song and dance about it. But, actually, you know, I’ve been round the block a few times. I know how to play the game [laughs]. 
JB: You got experience…
Participant: [laughs]. 
JB: You mentioned your team last time. 
Participant: Oh God yeah, I mean if you haven’t got a good team then you’re worthless really because you cannot do it all on your own. You have to have good people that you can trust to like do a good job because you can’t be in the next doors classroom checking up all the time,  what they’re doing. You’re obviously doing your job so…yeah, they’re really…I’m so lucky that we’ve got a really good team here. But you know…
JB: Have you been together long?
Participant: Yeah…yeah, J’s been with me ever since I’ve been in reception really. And then, K joined us about a year later, she’s always been in charge of the nursery. And then, M’s been with me…he’s absolute god send to me, he really is…there been, you know a few wobbles because we’ve got a 19 year old T.A who’s a bit ‘away with the fairies’ and hasn’t got a lot of initiative so we’re trying to like, support her and train her up…so yeah, I’ve got a fantastic team. Although, I’ve got a lot less of a team I had when I first started. 
JB: Oh, right?
Participant: Because when I first started here, I had a lady who came in a day and half to do all my reading. Fantastic. I had another lady who was 16 hours E.A.L. She would help the E.A.L children with language and we had so many more people and now we’re down to the bare bones. 
JB: Does that restrict what you can…
Participant: Yes, give. Because we’re still expected to do the same amount of work, but we’ve got like half the staff we had before so it’s really, really hard to find the time to do all these extra lovely things that we would love to do. 
JB: How do you do it?
Participant: We’re good at juggling basically [laughs]. We have to, you know…we made parkin last week because it was Bonfire Night but in the past, I would have done that in groups, we would have talked about it and we would have measured it, la di da di da…but now it was like, ‘I’m going to make the parkin and you’re going to watch me do it’. We’ll talk about it, whatever, talk about where the flour comes from and then we’ll smell the ginger and all of that, but it had to be a whole class thing because we just did not have the time. We had a lovely time eating it and all the rest to of it, so, so worthwhile but it could have been more worthwhile…
JB: It feels a little bit detached from this doesn’t it [points to ladders].
Participant: Yes, yes. Absolutely. So, we still like to do cooking and stuff with them but there’s no way in this world we could do it in groups whereas if we had an extra person then we could say ‘right take a group of six, here’s the stuff, go and measure it, talk about it, cook it, eat it, go!’ you know, that would…because cooking is fantastic for language. It’s the best thing, it’s got maths, science, language in it, hasn’t it but I can’t do that anymore. I used to do it. I used to make fruit salad and we’d talk about where it all came from, and then ‘what does it smell like?’, ‘what does it feel like?’, ‘let’s chop it up’, you know and there’s so much stuff that you can get from making a fruit salad…can’t do it anymore. Just not enough time. And, it’s very sad.
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Initial noting: Key 

Descriptive comments
Linguistic comments
Conceptual comments

Having immersed myself in the transcript, I began initial noting, I used the ‘comments’ tool within word for this. 
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Developing emergent themes:
The psychological essence of the initial noting was added in the left-hand margin. 
They were expressed as words or a short phrase. 
I chose to carry out this stage by hand rather than using the word processor as it felt a more comfortable option.
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[image: ]Clustering emergent themes, searching for connections to produce higher-order themes
The cluster of themes were named to produce a subordinate theme. 
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Master table

Table of superordinate theme (in bold) and subordinate themes (in pink) from the analysis of the interviews with all participants.
Participant 1
Participant 2
Participant 3
Participant 4


	
SUPERORDINATE THEME (in bold)
Consisting of subordinate themes 
(in pink)
	
Line number/participant number
	Example of quote extractions
(…) text omitted
Word in italics is stressed in the spoken word
 The symbol (.) signifies the person tailed off or hesitated
The symbol [word] signifies added comment/non-verbal communication

	
The increased visibility and expectation of performance within systems


	Government de-professionalisation
	277-286/1
	“…and the government sort of, I don’t know where these think tanks come from but they have all these wonderful ideas and every two or three years they bring out this new initiative and it’s just like…I was speaking to an old teacher friend (...) he said ‘No I’ve just come out of education’ (…) He was secondary school history I think he was doing for quite a number of years and he just said he was fed up of it because it just…At the end of the day teaching is teaching, good teaching is good teaching, and no matter how many initiatives come out, you’re not going to change much”

	
	589-596/1
	“But you get…since ‘Bold Beginnings’ came out and everybody read it as if to say ‘you need to be sat down at tables all day everyday’ and that’s not what Bold Beginnings said for starters, if you actually sit down and read it properly. Then the second thing is, who says that’s the right way? [laughs]. It’s just so…but then you’ve got that and certainly when you’re first new to it as well, when you’ve got that niggling in your ear ‘They must be sat down and you must be doing this, must do that, must do this’, and you’re going ‘actually I don’t agree with that, I’m going to do this’. It’s very brave and scary place to be. And, that fear of that” 

	
	408-409/2
	“I feel like teachers all the time, worry about, are they doing a good enough job”

	
	209-211/3
	“I’ve had to listen to so much rubbish from Ofsted inspectors in the past and people who have come in and made a judgement before they’ve even speak to you and they don’t even want you to say anything…I’ve had that before as well”

	
	245-250/4
	“that awful document, ‘what was it called?’ where they wanted to make everybody (…) Bold Beginnings [pretends to spit to show disgust]. Honestly, and then in curriculum they’re talking about ‘you can’t teach cross curriculum in Key Stage one anymore’. It just negates everything we do, all our…everything we do is cross curricular”

	
	388-391/4
	“Development Matters is absolutely shit. Ops [holds hand over mouth in surprise] (…) well it is because those statements don’t even…they are so subject to so many different people’s versions of it. Some of them are in the wrong age bands” 

	Pressure from beyond the school system to achieve
	477-480/2
	“I’d like to think that there would be but it depends on our government. Keep going because I think that’s…(i) Well, it’s just the data pressure on everything, I think. I think the data pressure is a massive issue” 

	
	632-633/2
	“like more focussed on subitising, so they know about the numbers and that’s not saying don’t teach the numbers to twenty but the pressure’s not there is it”  [referring to the new, expected curriculum]

	
	837-839/1
	“a lot of governments do, and everything is coming from a top down approach and actually it all needs standing on its head and it all needs starting in early years. It all needs to flow up from early years. It needs to flow up”

	
	242-243/4
	“that comes from the government and the world. The expectations are there way beyond school”

	
	170-171/3
	“I can see where the pressure’s coming from. And, it has unfortunately filtered right the way down into early years”

	
	411/3
	“we haven’t got the money to do that”

	Data driven pedagogy
	420-421/2
	“I do the data every year and I send it to LA. It’s never national average. I can’t do it. I’ve tried and I’ve tried, and I’ve tried”

	
	491-495/2
	“(…) later on in the year when I’m looking thinking, ‘oh shit, you’re 2.5%’, you know and if you’re not getting writing that’s…so, do you hammer the writing for that one particular child more, or do you do what you believe in?
JB: What do you believe facilitates the best results?
P: Erm…[pauses]…for later on? All that [points to ladders] but for data, hammering writing” 

	
	128-132/2
	“Sometimes I do feel…I feel a conflict between what I want to be doing and what I’m act…what I’m doing through…you know, because we’ve got to have a piece of literacy in, we’ve got to have maths in and there are some times where I’m not quite as, in provision or playing as I was there and I think I’m probably more wary of that than it actually shows”

	
	456-461/2
	“I do case studies of different children [to justify attainment] (.) it just shows the data when they get in but then it sort of shows their barriers for learning, what things we have put into place and where they started and where they finish.”

	
	501-502/2
	“I think to myself if it’s just one thing, ‘come on, we can get you there’”

	
	257-258/1
	“I know why we do it, it’s because its quantifiable, it’s there, the evidence is in front of you” 

	
	377-380/1
	“when we start doing focus groups I can then work with every child, every day, every week…well every couple of days. That’s what’s going to happen, but I don’t believe in that in early years.” 

	
	268-273/1
	“something not as ‘here’s a book, let’s look at it’ because it doesn’t tell us anything [laughs]. That piece of writing there, doesn’t tell me all the language that went in, it doesn’t tell me everything that went in to create that piece of writing. There’s so much more than that child just sitting and writing. You could be an amazing story writer but never able to get it on paper.” 

	
	250-251/1
	“…I’m thinking ‘this is where I’ve got to get them by the end of the year’”

	
	310/1
	“But with the results, they came at a cost” 

	
	110-111/4
	“that’s the pressure from the way that schools are set up and want you to show results”

	
	95-96/4
	“whereas really, I want to be able to see what they’re doing really”

	
	239-240/4
	“I’d rather do quality, not quantity.” [referring to observations] 

	
	350-352/4
	“Erm, you put them into interventions, you give them fine motor exercises every week, if you can fit them in,  you bring in Scrimbling, you bring in all sorts of things, fine motor activities in provision erm, just to get them to write, but you can’t” 

	
	626-628/3
	“this is getting totally ridiculous, let’s go back a bit and not have so much focus on paperwork and data and bring it more back to how it should be and to be about the children”

	
	123-129/3
	“I’d put junk modelling out and it was open-ended and she decided she would make a bird feeder. It was amazing, she’d got these bottles and she’d wrapped them all up with tape, you know and she said ‘These are for the birds and I’m going to put food in them’, all I would loved to do then was to get up ‘right let’s find some bird food’, ‘let’s go and hang it on the tree outside, we’ll make some holes so the birds can get the food’…fantastic…but did I get chance to do that? No. I didn’t. I think she took it home in the end but it was such a wasted opportunity and it is very, very, frustrating and annoying because I would have loved to have done that”

	
	382-384/3
	“’Look we’re struggling to get these child-initiated observations and we need it because we’re going to be moderated and that’s what they’re going to be looking for’”

	
	175-177/3
	“that lid on the learning again. It’s like taking away all the creative and fun things and only teaching them a very narrow band of stuff that they need to know to pass the test”

	
	108-110/3
	“You do feel like you’re teaching in shackles most days (.) It doesn’t always have to be formal and come from me, it can come from them, you know.” 

	
	218/3
	“if you get a good write up from Ofsted, they do tend to leave you alone” [referring to judgement of pedagogy]

	
	595
	“It is cohort specific. It’s dependent”

	Time taken away from what’s important
	383/1
	“I don’t need a document or plan to tell me ‘you need to do this, this and this’”

	
	713-716/1
	“…when I was being good and doing my planning like a good boy, I used to plan it all out, I used to plan for the next six weeks and I’d get to week two and I’d be like, ‘yeah that’s not going to work’. So, you just…I plan in the moment. Much better planning in the moment.” 

	
	731-733/1
	“It’s just restrictive on time because time taken to do all that is time taken away to do other things that are more important” 

	
	506-507/3
	“I was spending absolutely hours…I mean about three hours a night sort of thing, and weekends, planning”

	
	331/3
	“we just did not have the time” [to do what they want to do]

	
	410-411/3
	“really difficult outdoor area to like…resource because of the elements. They need a shelter; they need it done properly”

	
	671-674/2
	“It’s all now on one sheet. (…) I suppose it’s not in that much detail.”

	
	770-771/2
	“I do because I need more time. I tried different ways of changing things so we can get everything we need in without feeling too rushed.” 

	
	152/4
	“planning isn’t as detailed as it was as an NQT”

	
	225/4
	“Just not enough hours in the day”

	Staffing
	545-546/4
	“if only….everybody did the same thing, you know, those poor children are getting four, five different personalities and their own ways of dealing with things”

	
	157/4
	“The last three years has been very, very, very difficult [voice drops]. Well, after the seconded lady left, we had somebody else in”

	
	218-219/4
	“So…because we had a nursery teacher. We only had one reception teacher because we had less reception”

	
	203-204/4
	“that’s really difficult, is to try and erm, get enough, get enough out of 40 children when there’s only two of you doing it really”

	
	340-345/1
	“…they all want you so immediately. Of course, they do, they’re four years old, five years old…of course they do. I don’t want to go ‘no’ and go ‘bugger off I’m doing something else’. You want that quality time with every child but you’re only going to get that by putting staff down there. We have been short on staff down there, we started with two of us with 33 kids. Thankfully we got another member of staff by the end of the year but…that’s still 1:11.”

	
	322-323/3
	“we’re still expected to do the same amount of work, but we’ve got like half the staff we had before”

	
	228-232/2
	“So, we lost somebody for last year and then because numbers have gone up, we’ve had another teacher in. But the three of us who were in there last year have actually worked together for the last seven years. Although it was difficult last year with less of us, we were alright actually because we know…JB: how each other work…”
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The Power of Knowledge


	“They’re just not ready for it yet.”
	172-175/1
	”Because, the year before loved writing, you’d put the writing challenge out and it was the first thing they did before anything else. This year, they just didn’t want to entertain it. So, in my philosophy, in my beliefs, they’re just not ready for it yet. But are they just not ready for it or am I not just making them do it?”

	
	391-395/1
	“By the end of the year, they’d got over that phase and they were outside. They wouldn’t go outside; all they’d do all day was play with these magnetic shapes because that’s what they needed. That’s how they learnt. We took their learning to them, so they did a lot of counting with them, things like that, so we did learning with them, within that context. But they just weren’t ready”

	
	214/1
	“… that’s the cohort, it’s the children”

	
	524/2
	“because some of them will only be really, really young still”

	
	633-638/2
	“I always worry when things like that come in that they’re so worried that they’re not going to get to it that it’s done too early and then they don’t understand it. (…) Whereas if it was to ten and that was the expectation that by the end of the year they’d got to ten, there would be so many more children”

	
	151/4
	“I know a bit more”

	
	340-343/4
	“If somebody’s not ready to do it, you can’t. Out of all the teaching in the world you can’t make them ready (.) if it’s not happened yet, it’s not happened.”

	
	348-350/4
	“but I knew those children who I said wouldn’t make it, I knew they still wouldn’t at the end of it. You know, all you need is one, you know, person, child to make it better than it was but they weren’t ready”

	
	397-399/4
	“You know, people are all so different, every cohort is all so different, sometimes you are going to have a really good cohort and other days, other years, you’re going to have a really pants one.”

	
	425-426/3
	“we can do that, as long as there’s a good reason behind it”

	
	217/4
	“I know those children inside out”

	Giving children the best start in life
	69/1
	“Yes, because then all of this then doesn’t then put them off education, which is what you find” [in the absence of fulfilling pedagogical beliefs] 

	
	354-355/1
	“So, some aren’t getting it at home so that need for attention, they need the adult interaction, positive modelling, the role models, again”

	
	444-449/1
	“it’s such a big area up there, so it’s hard to keep a handle on everything. And, its very loud all the time, so if you’re one of these children who, like Alice, is not very loud and likes quiet spaces, you try to build them in (…) So, the environment itself, I think, can be restrictive to the children’s learning”

	
	324-325/1
	“I’m hoping because of all the groundwork we’ve put in in early years last year they’re going to fly with”

	
	627-628/1
	“My life is…”, purpose in this world is to do the best I can. That is my philosophy in life”

	
	583-584/1
	“I’m making difference to these kids. And, I am doing what I believe is right for them”

	
	642-643/1
	“I’ve done what’s best for those children and I’ve got this year to prove it [laughs].”

	
	22-23/4
	“JB: providing nurture, you develop a positive relationship so the children can feel safe, secure and happy”

	
	53-55/4
	“JB: it needed to have an open-endedness within the provision and within the learning for children who would be able to feel free in their learning (…) you put no limits on it”

	
	89/3
	“Not for me. It’s for them”

	
	16/3
	“making sure children are happy and secure so they can learn”

	
	513/3
	“depending on what the children’s needs are”

	
	151-152/2
	“I don’t have children, but I want to be the teacher that I would want my child to go to”

	
	316-31/2
	“They’ll be able to say, ‘do you know what, it’s fine, I’ll do it a different way’. ‘I can do though things because these people, my parents, my teachers taught me to do that, it doesn’t matter if it’s wrong’, ‘we just do it again’.”

	
	312/2
	“I honestly think that if I can do all of that they will be the people they need to be later”

	
	320-321/2
	“My Mum and my Grandma are a massive part of how I am now. I’ve had some amazing teachers”

	
	326/2
	“It would be nice to think that it’s had a bit of an impact later on”

	
	588-589/1
	“I’m doing the best I can for these kids in the way I feel is right for these children”

	
	98-101/1
	“Absolutely the wrong sort of bonkers [laughs]. It’s a horrible term to use so I shouldn’t use that, but I do. Yeah and it just showed me that if you miss out on that vital time to play and explore and just do it properly”

	
	53-57/3
	“there’s not limit (…) children just to be free. To run and be children”

	
	243-245/1
	“Me and N have both been given free rein for the whole unit, how we want to run the classrooms, the environment, everything; we’ve been given free rein”

	
	568-569/1
	“It wasn’t long before he was in it all and engaged and everything because I think our philosophy is that way”

	Raising the profile of early years within the system
	293/2
	“I’ve had to be really reflective”

	
	562-563/2
	“If somebody wants to know more, I’m more than happy to…[pauses]…to share, what we know and what we’re doing”

	
	570-571/2
	“I understand that if you don’t know early years, you don’t always know what you’re looking for…I know that”

	
	567-573/2
	“Tapestry is an online observation tool. I’ve made sure all the staff can log in so they’ve got their own user name so they can access (…) they come and ask me a little bit more and I’ll try and make their lives a little bit easier for monitoring”

	
	559-560/2
	“I wouldn’t necessarily say that everyone understands it, but they do have respect for it.” 

	
	574/3
	“we are a very reflective team”

	
	161-162/3
	“I feel that I know what children need to be able to learn and know how to develop it and still get standards”

	
	87-89/3
	“doesn’t mean to say that I’ve stopped learning, for from it, you know…we’re always looking for new ideas, reading articles”

	
	428-429/3
	“although people say to you that they know all about early years, when you get to the nitty gritty, actually they don’t. That’s the hub of it”

	
	200-202/3
	“there isn’t as many different opinions as there are Ofsted inspectors. I’ve only every met about two of them who knew what they were talking about anyway.  Lots of them don’t really understand early years”

	
	205-208/1
	“So, we’d looked at all the (…) stuff we believe in, we looked at everything, we did do our research don’t get me wrong, we didn’t just go in and say ‘Oh let’s just make it up as we go along!’ We did our research and we did what we believed in.”

	
	303-304/1
	“JB: …is there something about his knowledge of early years that is important?
Participant: Quite possibly”

	
	392/3
	“I could have justified it. I don’t have to justify it to me” [referring to learning through play]

	
	501-502/4
	“Unless you’re in it, you can’t understand it, I really don’t think you can”

	
	636-639/1
	“I think you’re not a good teacher if you don’t reflect. I think all teachers do it to some extent, maybe some are stronger than others and don’t do it as much, but I think if you don’t question yourself as a teacher, you’re not doing the best that you can.”
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“Doing a good job”


	Empowerment
	537-538/1
	“It took a long time for me to be able to say, hand on heart, I’m a good teacher”

	
	801-802/1
	“did a lot of leadership reading about how to work with people and develop people and to empower people…”

	
	238-240/1
	“That’s what I love about early years as well is that you are trusted as a professional. You know that child. You don’t need to prove it by giving me several thousand pieces of evidence, for every strand”

	
	572-576/1
	“…everything I’ve learnt has been from this place. The whole philosophy: my whole teaching philosophy has come from here and watching other teachers like T and people teach, so it’s all…Powerful”

	
	245-248/1
	“…we chose the right people to come in but the early excellence philosophy and all that side of things, and J’s very similar philosophy with regards to assessment…because she knows her stuff…and all that to kind of ‘back up’ what you’re doing, it felt good

	
	657-660/1
	“she’s the first teacher that actually turned around to me and said, “That is a beautiful picture, I’m going to put that on my fridge, and can you do me another one?” And that, that was so powerful [inspired to be the same]

	
	139-140/3
	“the happiest I am is when people leave me to make my own judgements”

	
	198/2
	“I think one of the biggest factors is that the head trusts me” 

	
	619-620/2
	“I sort of like highlighted it and thought ‘yeah we do that’, maybe in our own way, those school might be different, but we do those principles of what they think is effective, we are doing”

	
	205-206/2
	“I value them. I can’t do it without them at all. I do feel valued here”

	
	46/4
	“JB: you felt quite free in early years”

	
	87-88/4
	“And it’s hard to tell from those…but I did the modelling and the facilitating. And I gave them the language and I let them try to be independent” [referring to the videos -feeling empowered about what was viewed]

	
	242/4
	“In there, having more of an emphasis on professional judgement”

	
	532/4
	“I feel like I [pauses] ooze early years”

	
	534/2
	“I’ll find a reception way to do it”

	
	397-398/3
	“I go in and out of there all the time, I can see, I can hear what’s going on” [self as a leader]

	
	552-553/3
	“I think the person who was here before had passed on the message that I was doing a good job so…”

	
	267/3
	“It’s much easier when, you know, people do trust you. Then you do what you can do best.”

	Internal locus of control
	377/3
	“Yes, observation weeks…Yeah, that’s my cheating syndrome [laughs].”

	
	385/4
	“get the children to get there by the way I want them to get there. If that makes sense?”

	
	206-208/2
	“I think that if I really, really, really put my foot down  and went ‘absolutely not’ I think he’d know it was not me being awkward. It’s because I really believe in something different and I’ve got something to back it up.”

	
	575-578/2
	“whole school things (…) we’re still joining in, but making sure that it’s not pointless”

	
	336/2
	“I think people at home will be alright, I think. These might not be”

	
	645-646/2
	“If you’re not then you’re not doing a good enough job anywhere and then that’s not going to make you feel any better is it?” [on making changes]

	
	433/2
	“It is a bit of self-preservation I think”

	
	239-240/2
	“it’s making sure that I’m absolutely giving her everything that she needs to be able to do it now”

	
	528-530/2
	“I don’t want to be that awkward person who say’s ‘no’ to everything. I like to save those for when I really need to say ‘no’.”

	
	377/2
	“I just need to do what I need for tomorrow and that’s it”

	
	383-384/4
	“And like they say ‘stick to your beliefs’ and manoeuvre them around what other people want to a certain degree. So, I give them a little bit of something of what they want, like a sentence”

	
	303/4
	“I can’t make myself into somebody else.”

	
	143-144/4
	“I was obviously and NQT and er, every night ‘til ten every night. I don’t do that anymore. I don’t. I’m too tired and too old now anyway [laughs].”

	
	262-263/3
	“if I believe in things really strongly. I always try and do it on the quiet”

	
	956/1
	“eventually we found our own groove with it”

	Positive feedback from children
	25-29/2
	JB: “And then you talked quite a lot about these ‘little moments’
Ppt: and I don’t know whether you can sort of put it in any other way because they are just those little…might get 5 seconds six or seven times a day but they’re just those…and what I get back from it, yeah.”

	
	103-105/3
	“You can see on the videos that the children were all smiling, they were all joining in, they felt confident enough to ask me things, or, to just get on with it really”

	
	96-100/3
	“I just followed their lead as much as I could (...) When they’re discovering it for themselves, then it’s more fun.”

	
	485/3
	“Well, because I still love it. You know, I still get a buzz out of it”

	
	21/4
	“you’re able to be yourself with them”
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Psychological effects 
“I’m going to be keeping an eye on everything you do”


	“Sometimes I do have to just do things, even if I don’t’ agree with it”
	180/1
	“It’s hard to go against the grain”

	
	183-184/3
	“It’s not what you want to do, you’re not allowed to do that anymore. You are told what is expected of you and that’s what you have to do”

	
	527-528/2
	“Sometimes I do have to just do things, even if I don’t agree with it”

	
	219-220/4
	“but you have to go with what people decide haven’t you? And, make do.”

	
	87-89/2
	“…this is exactly what I believe is the right thing to do. I don’t always get the chance to do it. I believe whole heartedly that I should be doing that all the time, but I don’t, and I know that I don’t.”

	
	111-113/4
	“it’s trying to get those observations isn’t it… the early years profile tells you, you know erm to move away from paperwork and ‘blah-de-blah’ but nothing else around school tells you to do that”

	
	687-688/1
	“I find myself doing my lessons like that and I really didn’t agree, I really didn’t find it easy at all because it just didn’t work to me” 

	
	273-274/1
	“I think we’re limiting. I think we do, in education, we just limit children.”

	
	106-108/1
	“They’ll be basically sat there, structured learning, telling them what to do, and they’re doing it, and they’re not doing it because they want to do it, they’re doing it because they’re being told to do it and that’s another thing – they’re never gonna do, you’re putting them off and they’re doing it to please you, they’re not doing it to please themselves”

	
	454/4
	They want it ‘douche’, ‘douche’, ‘douche’, ‘douche’, ‘douche’.” (whilst making a ‘regimented’ action with hands)

	
	306-307/2
	“because honestly sometimes I will have to sit there and say, ‘will you go for two minutes, I’m busy’ , you know ‘I need to work with this little girl now’”

	
	597-598/3
	“you have to go and ask for permission”

	
	256-257/4
	“I just think why are we making them write sentences and form letters? It just makes me feel so cross”

	The supressed self
	439-440/3

	" It’s like, you know, ‘Lord of the Rings’ [laughs], ‘The eye is upon you’ [laughs]…”

	
	430-431/3
	“you’re not in a position of power you can’t always do anything about it”

	
	252-253/3
	“In the end its just best to keep your mouth shut, get on with your job, keep your head down and do the best that you can do in the circumstances”

	
	191-192/3
	“they’ve put a lid on my learning too, haven’t they? They’re like making me teach in hand cuffs almost”

	
	186-187/3
	“eventually made my life so miserable”

	
	459/3
	“I don’t really feel part of it, no. I think we are really quite separate”

	
	453/3
	“we don’t even get to talk to anybody else”

	
	486-487/3
	“I always have done, even when I wasn’t very good at it, you know, right at the beginning [laughs]”

	
	578-579/1
	“I just worry about everything all the time so things like that, you just have to learn to bury it. It’s difficult” 

	
	724-728/1
	“It would be scrutinised on a Monday. That is very restrictive because it’s horrible. It’s horrible because you know someone is going to be looking through your plans and scrutinising it. It’s just that lack of professional trust (…) ‘I’m a watchdog, I’m a head teacher, I’m going to be keeping an eye on everything you’re doing” 

	
	493/4
	“Nobody listens. They just don’t.”

	
	140-141/4
	“he was supportive then but as times gone on, he just doesn’t see why I should, but he doesn’t understand you’ve got to”

	
	649/2
	“I just felt like at home, I wasn’t there”

	
	655/2
	“it was making me worried that I was like that because I didn’t want to be”

	
	394-397/4
	“but they’re saying he’s above average’ and that’s the other thing you see, people are saying ‘well there’s too many on track’ or ‘there’s too many doing too well’, ‘there’s too many threes’. What do you want! Who do you bring down and why should you have to?”

	
	153-154/4
	“I can’t keep going on like this because it’s going to make me ill.”

	
	224/4
	“you’re the S.C.I.P, you’ve got to do that first”

	
	71/4
	“in an ideal world.” [not able to fulfil pedagogical beliefs]

	
	510-519/2
	“all the big wigs of the focus trust…they look through the data and they say what you’ve done well and what you need to get better at (…) I know damn well mine’s going to dip. Is it going to be me that’s in that boat?”

	
	760-761/2
	“I would never be able to put all these down on paper, it’s nice for somebody to be able to look at it and actually go ‘no that was said, that was said, that was said’”

	
	590-591/2
	“Yes, because actually all the good stuff that we’re doing there is not recognised by anybody else, not in school”

	
	433-434/2
	“as a teacher nobody, nobody really tells you you’re doing a good job. You don’t get much thanks for it”

	
	831-832/1
	“Yeah, I was merely the reception class teacher up there” 

	
	381-383/4
	“the last three years have been horrendous. Just moving on forward has been…well, you’ve just got to keep going, haven’t you?” 

	
	900-902/1
	“I have this philosophy, but I don’t think everybody else did. When I mean everybody else, I mean my leader”

	Is my way effective?
	487-489/1
	“you never actually know until you’re experienced…that I haven’t got the experience down there that other people would” 

	
	555-556/1
	“Am I doing the right thing by these kids? Who knows, there is no right answer. I feel I am. But is it the right thing?”  

	
	477-478/1
	“Not really knowing what you’re doing…I mean you never really know” 

	
	933-935/1
	“If you’ve only ever taught in year one, and then you go somewhere else, then you’re only ever going to be a year one teacher because that’s all you know.”

	
	581/2
	“It’s me worrying whether I’m doing a good enough job”

	
	666-668/2
	“‘I’ll just do this job’ is like two hours isn’t it? (...) It’s awful, it just goes on and on. 

	
	115-117/1
	“that niggling devil at the back of my head is saying, ‘have I challenged them enough?’, ‘Have I challenged them enough?’, ‘have I questioned them enough?’, ‘have I done enough of the sit down formal learning?” 

	
	237-238/4
	“it shows you what everybody else is doing and you get notifications on how many they’ve done and then that’s pressure”

	
	106-107/4
	“I just think I could have given them a bit more chance to speak for a bit longer, being a bit more patient.”

	
	123-125/2
	“that annoyed me because I feel like that’s actually…he was waiting for ages, bless him for actually, for a job that he might not have loved”

	
	556/3
	“I’m one of those people who always reflects too much and pulls myself to pieces”

	
	555/3
	“I’m not a particularly confident person, I am my own worst critic actually”

	
	96-97/4
	“I think sometimes really, I would like to know when to interject and then, but I don’t think I always know when to”

	
	182-185/1
	“I turned up with absolutely nothing because in September I had nothing... And sort of another three or four schools had piles of books..." 

	
	635/1
	“it’s about me judging myself”

	
	554-555/1
	“And, that fear of failing another set of kids” 
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TABLE 1.1 KEY PEDAGOGICAL APPROACHES IN ECEC CONTEXTS

Key pedagogical approaches _Main features

Child-centred Adults provide 2 stimulating yet open-ended environment
for chilren to play within

Constructvist/Interactive  Views learning 25 3n active exchange between the child
and environment that progresses in ‘stages’, with adults
and peers providing important simulus in earning.

Didactic pedagogy/Direct  Classic method of earning with mainly teacher-nitated
instruction activities including repefition.

Play-based Guided play opportunities are offered to children.
Scaffolding Teachers support children with tasks that are just beyond

their capability. While the chlg s earning something the
pracitioner wil provide the child with guidance. As the
child learns the skl and their abilty grows, the amount of
support is lessened unti the child can do the new skll on
their own,

Socio-pedagogic Emphasis on dialogue between adults and children, as
wellas creative activities with discussions and time for
practtioners to reflect

Sustained shared thinking  Two individuals work together (children together, or
adults and children) in an intellectual way to perform
activities such as solving a problem or carifying 3 concept
— both parties must contribute to the thinking and
develop and extend it

Teacher-directed Teacher intiated, programmed learning approach

Source: Adapted from Wl et al, 2015, table 5.1 (pp. 46-47)

As many have noted, it is typically a combination of well-known theories that
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aims to identify the participant’s ideal situation (their aim or goal for their teaching) and
the limiting factors, or obstacles that they can identify as preventing them from achieving
their ideal. Korthagen and Vasalos (2005) also argued that:

The onion model

> B

Environment — What do | encaunter?
(What am | dealing with?)

What do | do?

Figure 1. The onion model in core reflection (Korthagen & Vasalos, 2005, p. 54).
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Problem
situation

Core qualities

Obstacle

Figure 2. Core reflection workshop model (Korthagen & Lagerwerf, 2008, p. 27).

... by formulating the ideal situation, together with the factors experienced as inhibiting the
real n of that condition, the person has become aware of an inner tension or discrepancy
... The essential thinking here is for the teacher to take a step backward, and to become aware
of the fact that she has a choice whether or not to allow these limiting factors to determine her
behaviour. (p. 10, ital al)
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