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Abstract

The central aim of this research was to investigate teacher resistance in a deaf school, in
the South West of England, as they responded to contradictions in their careers during the
oral method of deaf education. The most notable contradiction was that the oral methods
failed a sizeable portion of deaf students who had no recourse to other methods. Other
contradictions revolved around differences between the interpretation of deaf lives from a
cultural or medical viewpoint and tensions between the influences of normalisation and the

growing acceptance of diversity.

Giddens’ (1984) ontological project of structuration is used as a sensitising lens for the
study because of its focus on both structures, rules and resources for social actions, and
individual agency blended in a recursive relationship. A bricolage of interviews and
historical documents are used to create a history of the school outlining the dominant
structures in deaf education and the development of the oral method through time,
ultimately to the late 1970s when, in this case study, the oral method was augmented with
Cued Speech and Sign Supported English. This case study focuses on thirteen teachers
who taught mainly through the 1970s, of which eleven participated in semi-structured
interviews. Grounded theory is used as a way of collecting and analysing data so that the

findings were, in large, inductive.

Conformity to the oral method, in most cases, required a state of consciousness that
Giddens (1984) called a practical consciousness, where teachers replicated existing
patterns of society, including the more durable structures associated with their social
positioning, that is their socially legitimated identities. Oppositional behaviours, including
resistance, required a discursive consciousness where agents explored other opportunities
triggered as a result of contradictions that arose in their lives. Most participants conformed
to the oral method but a few employed occasional oppositional behaviours, for example
allowing students to sign to those who could not profit from the oral teaching. Three
participants resisted the oral method, evidenced by developing Deaf cultural competencies

and with that a growing awareness of deaf epistemologies. This epistemic reflexivity led



them to value and learn sign language and Deaf culture and develop transformative
practices, creating different deaf pedagogies in safe spaces away from the prying eyes of
other teachers and the school leadership. From limited discussions with some pupils, who
attended the school during the 1960s and 1970s, these behaviours and teaching styles

were welcomed and appreciated by the students.
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Chapter 1: Introduction

The first section of this chapter outlines the significance of the study, its primary research
guestions, the context in which the research was done, my positioning within the research
project and then the theoretical framework and research design. The second section
introduces a glossary of terms to introduce the reader to some of the concepts used in the
research. Finally, the last section includes an outline of the remaining chapters of the

thesis.

1.1 Context

1.1.1 Significance of the Study

The significance of this case study was to establish, historically, that oralism was not an
uncontested stability between 1880 and 1980, in the school for the deaf in Exeter, and that
some teachers at various times and stages in their lives were able to express oppositional
behaviours and even resistance to the oralist hegemony. Through semi-structured
interviews with teacher participants, | was able to establish that there was always a group
of deaf students in the school who did not cope well with the oral method and that some
participants felt that they would have been better served through the use of sign language.
Most of the participants realised that the children in the school used sign language with
each other, although this was officially banned, and some of the teachers in the school
made use of this student method of communication, for example by allowing students to

sign to those who did not understand, and a few even made efforts to learn sign language.

Throughout this project | have been, and remain, unaware of any study on the subject of
individual teacher resistance to oralism in deaf schools, especially hearing teachers (as all
the teachers were in the school throughout this time period). Barron (2017) discusses how
a school in Manitoba, Canada made a collective resistance to oralism in the 1920s where,
although articulation classes existed, the use of sign language was permitted and Burch
(2002) discusses deaf teachers resisting the implementation of oralism in American

schools in the early twentieth century. If anything, there appears to be a degree of
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stereotyping of deaf educators during these years of oralism, at worse as “criminals”
(Ladd, 1994; 12; Lane, 1984; 371) because of their anti-sign language stance, but this
research identifies hearing staff who did not fit this description because they saw value in
sign language and tried to create different deaf pedagogies. This thesis, then, adds to the
knowledge of deaf education through stories of teachers choosing the path of resistance,

triggered by dilemmas in their lives, and creating an emancipatory pedagogy.

What this research highlights, is that some Teachers of the Deaf, though few in number,
had been able to resist the oral hegemony through the use of a discursive consciousness.
This involved an epistemic reflexivity of deaf students as knowers and learners creating
space for a pedagogy more grounded in the needs of deaf children as members of a
cultural group as well as individuals whose thinking and learning skills differed from
hearing peers. It also highlights that most teachers, however, were influenced by a
practical consciousness, a grasp for the routines of the day without being able to express
them discursively, who continued the hegemonic practices of the school so that only a few
were ‘transformative intellectuals’ (Aronowitz & Giroux, 1985; Aronowitz & Giroux, 1993).
These transformative teachers critically examined previously unconscious assumptions
about deafness, deaf education and deaf children as knowers and learners and were able

to implement a degree of change (Finn, 2007).

| argue that these issues are still relevant today as many of the dominant discourses from
forty years ago that privileged oral methods are still with us. If teachers entering the
profession of teaching bilingual deaf children, for example, are unable to identify issues
around domination and oppression in current ideologies (that exist as memory traces in
their own consciousnesses) and if they are unable to identify that deaf children require a
different way of teaching because they have different ways of knowing and learning with
respect to their hearing peers, then the reproduction of these dominant discourses and
teaching practices could present barriers and even have damaging effects on the

education of deaf children.
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1.1.2 Primary Research Questions

Although the focus of this research is on teacher oppositional behaviours and resistance to
the oral method, used in the school almost exclusively between 1883 and 1979, the initial
guestion that the research focused on was why the changes from oralism to including
Cued Speech, Signed English and Sign Supported English occurred at the school in 1979.
As the participants talked about their experiences around this institutional change,
however, | became more aware of cultural issues that included opposition and resistance. |
also started to realise that the histories that were recounted by the participants differed
from some of the ‘official’ histories of the school, particularly the suppression of sign
language usage within the school. I, therefore, review some of the history of the school
and ask some questions about what types of knowledge were validated and what types of
knowledge were suppressed. The research, then, had three aims, along with questions

that would support these aims:

Aim of the study: To investigate how teachers responded to contradictions in their

careers during the oral only method of deaf education.
Research questions:

1. What were the contradictions that teachers faced in their teaching lives?

2. As a consequence of these contradictions, what choices and barriers were the
participants presented with?

3. What choices did some participants make as a result of identified contradictions and
what were the consequences?

The answers to these questions created a complex picture of teacher lives in a school for
the deaf, interweaving both acceptance of and compliance with the oral method with
occasional opposition and resistance to the oral method. As a result of contradictions that
existed, some participants made occasional forays into the world of oppositional
behaviours. One patrticipant created a semi-public space for the use of sign language and
two created private spaces of resistance in their classrooms. The focus of Chapter 7 is to
draw together the results of this aim and to answer the research questions that it posed.

Other aims of the study:
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To determine how the oral method was augmented after 1979 and how this changed

educational methods for teaching deaf children at the school.
Research questions:

1. What fostered change to the oral method?

2. What other methods became available in deaf education at the end of the 1970s
and how were they chosen?

3. What was the impact of these changes on staff, students and parents?

The answers to these questions resulted in an understanding of institutional change,
explored specifically in Chapter 6. Chapter 6 shows how the oral method slowly became
augmented with Cued Speech and Sign Supported English in 1979 and how some

decisions came about as a result of participant reactions to contradictions in their lives.

To reflect on the official histories of the school and how some events had been

suppressed.
Research questions:

1. What events have been suppressed?
2. Why were these events suppressed?
3. What other perspectives exist of these events?

The answers to these questions highlighted the dominance of the social structures that
supported the influence of oralism and how a narrow perspective of what it meant to be
deaf was privileged above other viewpoints. This aim will be dealt with specifically in
Chapter 5.1 and although only a brief space is given over to this discussion, it dovetails
with an understanding of how the social structures that dominated the era created a bias
that supported the oral method and also exposed contradictions within the education

system at that time.

These overall aims and questions are the thread that not only interweaves throughout this
thesis but are the laces that hold it together.
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1.1.3 Background to the Research Project

The past forty years has seen unprecedented change in deaf education at an international
level, in Britain generally and more specifically at the school for the deaf in Exeter, which is
the focus of the study. From nearly one hundred years of oral education (from the 1880s
until the late 1970s), deaf education has shifted, in many schools across Britain, from the
oral method, particularly for the profoundly deaf, to methods using signs and specifically
and currently, in Exeter, to a bilingual method of education. Bilingualism implies the use of
two languages, British Sign Language (BSL) and English but the move to bilingualism was
neither immediate nor apparent when changes in communication methodologies started to
take place. The school used an oral only approach to deaf education from the mid-1880s
up until the late 1950s when a small group of profoundly deaf children with additional
special needs were taught using Sign Supported English. This group operated until 1965
when the school became wholly oral, again. Sign Supported English received semi-official
backing in the school in 1973 when a remedial unit was set up in the school to teach deaf
children with additional special needs. Then, in 1979 two manual support systems were
introduced generally in the school, Cued Speech and Sign Supported English which were
both used to augment oralism. Six years later, the school adopted a Total Communication
approach which, although acknowledging the use of many manual systems including BSL,
often meant simply using simultaneous speaking and signing in English word order (also
known as sim-com). As a result, although Sign Supported English and Signed English (a
system devised to sign all the content of spoken English) continued, Cued Speech use
petered out (from about 1994 after 15 years of use in the school). It was not until 1998 that
British Sign Language (BSL) was introduced into the curriculum and then only for children
at Key Stage 4 (14 to 16 year olds). It would be a few more years before BSL was on the
curriculum for all Secondary students and then later still for Primary children. The change
in methodology to a sign-bilingual approach (using BSL and English separately) began in
2006.

As a result of an increase in research highlighting positive links between phonological

processing skills and reading (Gillon and Dodd, 1997; Sodoro et al., 2002) the Department
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for Education and Science published the Rose report in 2006 with its emphasis on
synthetic phonics. Research on literacy with deaf children also began to emphasise the
importance of developing phonological awareness (Harris & Beech, 1998; Goldin-Meadow
& Mayberry, 2001; Kyle & Harris, 2006; Leitdo, Hogben & Fletcher, 1997; Luetke-Stahlman
& Neilsen, 2003; Perfetti & Sandak, 2000; Treiman & Hirsh-Pasek, 1983) when previously

advice was often perceived to be rather negative:

The phonological view of reading has gloomy implications for the reading
prospects of prelingually deaf children, for whom there is a strong prima facie
case for supposing that this route to literacy is blocked. (Gray, 1995; 24)

As a direct influence of the Rose Report (Rose, 2006), Cued Speech began to be
reintroduced into the school in the September of that year. There seemed to be two
promising ways to teach deaf children phonics, visual phonics and Cued Speech. Both are
phonemic based systems which make spoken language accessible by using handshapes
to represent the morphemes of sound. Visual phonics seemed to be able to offer
morpheme and word level phonic information but was not quick enough to give information
at the sentence level and running speech (which it was not designed to do). The school
decided to re-embrace Cued Speech, as it could offer morpheme, whole word, sentence

and running speech phonological information.

At the time the school was keen to measure the impact of Cued Speech on educational
attainment. A tutor from the Cued Speech Foundation was brought in and a part time
researcher was appointed to measure the impact. After the first year, it was argued that
“...late exposure to Cued Speech can positively impact the English skills of signing deaf
pupils when considering lip-reading, lip-patterns and literacy, as well as confidence and
attitude...” (Gratton, 2008; 40)

1 Although the Cued Speech Association asserts that Cued Speech can be learnt in 20 hours, this would be at word level
cueing. The ability to use Cued Speech at sentence level (at the speed of running speech) would take months of practice,
hence the need to buy in expertise while training the incumbent staff.
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Some of the newer teachers in the school began to ask questions about why the school
was going back to a system that fell out of usage twenty years previously. Another
guestion also arose about the usage of Signed English and why that had been allowed to
fall into misuse when it seemed relevant to bilingualism in being able to offer a manual

bridge (signing) between BSL and English text.

These questions prompted me to make enquiries with some retired teachers, particularly
those who had been teachers during the 1970s, with regards to their views about Cued
Speech and Signed English. | was also interested in why and how the change from pure
oralism to the use of Cued Speech, Sign Supported English and Signed English had
occurred. During these interviews with the teachers, it became evident that some of the
information they were giving me was different from the history being passed on by both
current historical reviews on deaf education as well as the official histories of the school
itself.

A simple example was that some historians (Evans, 1991; Lang, 2011) identified the
influence of linguists such as Stokoe (1960), Lenneberg and Chomsky as having a critical
influence on the change from oralism to the use of manual methods of teaching deaf
children. Only one of the participants mentioned the influence of linguists and | am left to
surmise that they had influence in their respective professional fields but seemingly had
little influence in what actually happened in educational settings (this appears to be quite a

common occurrence in the field of deaf education (Swanwick & Marschark, 2010)).

A more complicated example was that of the fact that the oral method was not seen to be
working with a large number of students. Many British histories indicate the influential
nature of Conrad’s work in 1979, that he “...exploded all the myths that the majority of deaf
school children were leaving school well educated with speech and lipreading skills good
enough to cope in the wider world” (Jackson, 1990; 368). Oralism, however, was identified

as failing a large number of children throughout its one hundred years of ascendancy in
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deaf education, so it is improbable that Conrad’s (1979a) work did anything but justify

change rather than induce change. For example, Evans (1982; 17) wrote,

...now many children in how many places taught by how many teachers under
differing oral regimes have to fail to make viable educational progress before it
is admitted that the oral technique is not so much a soundly based methodology
but more a way of life?

He was reflecting on the fact that oralism had not changed throughout an awful lot of
failures but had still carried on in spite of them, simply because it was the ‘way of life’ or
the culture of the larger society. |, therefore, do not feel that it was likely that Conrad’s
rather brutal summary of oralism was the cause of the change in this case study, it merely

gave academic backing to what was already happening in the school and elsewhere.

In the interviews with teachers it also became clear that the information they were giving
differed from the school’s official histories. The school has had two official histories written
on the event of the centennial anniversary of the school (1926) and the sesquicentennial
anniversary (1976). On reading the official histories, it was evident that the second history,
although using the initial history as a base outline for the first hundred years, differed in at
least one significant way, it had omitted the signing history of the school pre-1880s that
had been included in the centennial edition and made no mention of signing use in the
school from the late 1950s until 1965 and which had semi-official acceptance for students
with additional needs from 1973 onwards. It appeared that the school’s history was written
to fit with the societal and parental expectations of the time, that their children would be

able to hear and speak.

1.1.4 Positioning

One of the outcomes of the research was the recognition that I, as a researcher in the
making, needed to be reflexive throughout the whole process. Reflexivity can be described
as the process of exploring the ways in which “researchers and their subjectivities affect
what is and can be designed, gathered, interpreted, analysed, and reported in an
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investigation” (Gemignani, 2017; 185). This reflexivity can be separated into two elements,
prospective and retrospective reflexivity (Attia & Edge, 2017). Prospective reflexivity
includes such concepts as researcher influence on the research whereas retrospective

reflexivity concerns itself with the influence of the research on the researcher.

From the prospective reflexive standpoint, there are a number of researcher elements that
have impacted on the research. First of all, | am a Teacher of the Deaf which would have
enabled me to share similar world views as the participants and to grasp subtle nuanced
reactions (Berger, 2015). Secondly, | was known to all the participants because | had also
taught in the school involved in this case study, even though a few of the participants had
retired before | started teaching there. | was, therefore, a colleague and an insider, which
privileged me with access to the field, with researcher-researched relationships which
were already well developed (Berger, 2015). An existing element of trust, therefore,
enabled accurate and candid data to be gathered (Attia & Edge, 2017; Cutliffe, 2003)
which strengthened validity and generalisation (Cresswell & Miller, 2000). Because of the
spirit of collegiality, | had access to the participants at their homes where we were able to
co-construct knowledge (Gemignani, 2017) through semi-structured interviews. Reflexivity,
therefore, is an experiential and discursive process that can drive the co-construction of
knowledge, aided in this case because of my own in-depth knowledge of what it means to

be a Teacher of the Deaf and the professional relationship | had with each participant.

Trust in the researcher-researched relationship was further developed through the process
of ethical considerations, including discussions around consent, the process of
confidentiality and ascribing aliases to all the participants. As a result, some of the
participants were able to share very personal moments such as oppositional behaviours
that they were involved in, or reflections on their experiences that made them vulnerable to
criticism in light of modern understandings of past events. Many of these experiences

seemed to be previously unshared experiences.
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| am also a profoundly deafened individual, and although some authors question disabled
people in research disclosing their disability in order to be reflexive, because it leaves
them vulnerable (Sheldon, 2017), this was an inevitability with me because my deafness
was known to the participants and affected the research in that | chose, for example, not to
record the interviews using tapes or video as | would not have access to them. Instead, |
decided to write the interviews as they went along which allowed time for reflexivity during
the interview itself and opened up avenues of enquiry that would possibly have not been

there with the use of other methods.

In 1974, the NCTD had stated, “it is only deaf people themselves who know what it really
feels like [to be deaf]” (NCTD, 1974a; 186) and this is an epistemological privilege which |
hold in this research. Isasi-Diaz (1995; 130) captured the epistemological stance of the

poor and oppressed in South America:

...the possibility the oppressed have to see and understand what the rich and
powerful cannot see nor understand. It is not that their sight is perfect, it is the
place where they are which makes the difference. Power and richness have a
distortionary effect — they freeze our view on reality (Ibid; 131)

It has been argued that those who work in disability studies sometimes “reach conclusions
that leave disabling personal, political, or practical barriers unchallenged” (Young &
Ackerman, 2001; 179). Because deaf people view the world differently to hearing people
(Knoors & Marschark, 2014; Lane, 1992; Stone, 2010), as a deaf researcher taking a
critical approach, | was able to identify ways in which the researched either participated in
the oppression of deaf children through the inappropriate use of the oral method or break
from the method passed on to them and create different pedagogical spaces in their

classrooms.

Reflexivity in research also leads the researcher to engage in ongoing questioning and to
express certain doubts about the interpretation of the data. This was certainly the case in

this research as the initial questions were aimed at eliciting information about institutional
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change but, through asking why questions more than how or what questions, this
reflexivity prompted the use of the grounded theory method (Charmaz, 2008) during the
research project which led to the discovery of oppositional behaviours expressed in the
data. At the macro-level, then, my questions and research focus changed, as the research
progressed, from a focus on institutional change to a focus on teacher oppositional
behaviours and resistance to the oral method of teaching. These changes, however, were
because of micro-level changes at the interface between the researcher and the
researched. | was able to be influenced by the participants themselves in what they felt
were important things to say. ‘Why’ questions helped address issues about contradictions
in the teachers’ lives which they had to deal with. They wanted to tell me these stories

even though they were not on the list of themes for discussion.

This was also an example of retrospective reflexivity because this was how the research
changed me and, therefore, the research aims and questions and the way the research
progressed. | allowed myself to be changed in terms of the focus for the research which
changed the methodology from a case study to include the use of grounded theory as a
way of analysing and responding to the data. | also noticed changes in my attitudes
towards the participants. At the start of the research they were valuable as a source of
data but as the research progressed, | also came to see them in a new light, to respect
them as complex people who made choices in circumstances which included
contradictions in ideology as well pressure from parents, school leadership, professional
body and peers. | will expand on my retrospective reflexivity later in Chapter 8.4.

My own epistemological stance, particularly my understandings of deaf children as
knowers and learners, also needs to be signposted as it is argued that the experiences of
the researcher influence what they “select to look at” (Young & Temple, 2014; 43). |
believe, for example that deaf children cannot be taught “as if they are hearing students
who cannot hear” (Knoors & Marschark, 2014; 235) and as a result there are particular
deaf pedagogies that can be utilised to optimise their learning, for example, to explicitly
teach cognitive and metacognitive skills supporting language comprehension which

hearing children largely acquire incidentally (Borgna et al., 2011). Conversely, | also
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believe that there are some teaching methods that do not enhance learning experiences
for deaf students, even if they are known to work for hearing populations (Knoors &
Marschark, 2014). Teachers, for example, who are unaware that deaf children struggle
with basic executive functioning skills unwittingly foster dependency in deaf students
(Borgna et al., 2011; Knoors & Marschark, 2014; Maina et al., 2014).

1.1.5 Theoretical Framework
The theoretical framework is based on a critical theory paradigm focusing on uncovering
suppressed voices and exposing hidden interests in a section of history at the school for

the deaf in Exeter.

Giddens’ (1984) structuration theory provided the ontological framework for this research.
Structuration proposes that social practices arise from structures, rules and resources, and
individual agency in a recursive relationship. Based on this duality of structure and agency,
structuration theory provides an ontological framework that can explore and expose
teacher perspectives about the structures that supported oralism as well as their own

agency, particularly when teachers identified contradictions in their teaching lives.

| utilise a critical epistemology, looking to uncover oppression in the oralist practice of deaf
education and expose hidden voices of teachers who resisted this oppression. | contend
that oralism was oppressive to both a broad section of deaf students as well as their
teachers mainly through the suppression of sign language. Both students and staff could
have benefitted from access to sign language but this was not an avenue that they could

officially exploit.

1.1.6 Research Design

The methodology of the research was a case study because the research was an in-depth
study of one place which | knew a lot about. Although the case study framed the research,
grounded theory became an increasingly important strategy for conducting the research
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and analysing the data. For methods, | was very much influenced by Denzin and Lincoln’s
(2005a; 2005b) conceptualisation of bricolage. | was trying to paint a picture of what was
happening in the school during the 1970s utilising different qualitative methods such as
semi-structured interviews and historical documents. | was also influenced by Kincheloe’s
(2001; 2005) concept of the critical bricoleur and the need to give a voice to the ‘excluded’
(Kincheloe, 2004a; 2004b), which, in this case, were the staff who involved themselves in

oppositional and resistant behaviours to the oral methods.

1.2 Glossary of Terms

1.2.1 Deafness

Deafness has been defined as a diminution of hearing sufficient to impair communication
by the spoken word (Lindsey, 1990; Mayberry, 2002). For many, this may be an apt
description but deafness, however, can be defined in many more ways than this simple
audiological expression, it is “also a way of being” (Knoors & Marschark, 2014; 38) not
simply because lack of one sense, “alters the integration and function of all the others”
(Myklebust, 1964; 1) but also because of the challenges that deaf people face in a hearing
dominated world where people are generally unaware of the strengths that they have
(Knoors & Marschark, 2014).

Deafness is socially constructed and interpretations depend on various conceptual models
people use to interpret it. They may view deafness in terms of a ‘deficit’ or ‘difference’. The
‘deficit’ model assumes deaf people to be disabled, and that deafness, and its negative
consequences, should be reduced as much as possible. This may involve the provision of
hearing-aids and cochlear implants. Hearing is regarded as normal, impairment as
abnormal, and sign language may also be viewed in negative terms. The ‘deficit’ model
also encourages those who adhere to its principles “to exacerbate a child’s handicap by

attributing every problem which arises to the child’s disability” (Webster, 1986; 4).
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The ‘difference’ model views deaf people as being simply different from the hearing
majority, and should be accepted by society, and treated as equals. With this model, there
is no attempt to reduce the impairment, but to provide ways for adaptation, e.g. sign
language opportunities, interpreters (Aldridge et al., 1999).

In this case study, the school was an eclectic mix of students from mild to profound loss,
most born with some degree of deafness while a few became deaf in childhood, some with
d/Deaf parents but the vast majority were from families where both parents were hearing.
Following a convention proposed by Woodward (1982), the lowercase deaf is used when
referring to the audiological condition of not hearing, and the uppercase Deaf when
referring to a group of deaf people who share a language and a culture (Padden &
Humprhies, 1988; 2).

1.2.2 The Deaf Community

The Deaf community refers to those Deaf people who form a distinct social group based
on the use of Sign Language along with their own particular social practices and relations
(Turner, 2007). The word Deaf is used here with a capitalised D as a way to distinguish
culturally Deaf people who share a pride in their identity with the wider Deaf community
and culture as opposed to the small ‘d’ deaf which refers to the audiological condition.
Although this implies a binary position when the reality is more complex, it does imply that
there is such a thing as a Deaf community and that although there are calls in the
academic world to drop the distinction between deaf and Deaf, doing so would make it
difficult to “distinguish culturally based epistemologies” (Young & Temple, 2014; 39). | use
the definition of a deaf epistemology to mean what “constitutes the nature and extent of
the knowledge that deaf individuals acquire growing up in a society that relies primarily on

audition to navigate life” (Hauser et al., 2010).

The Deaf community is characterised by being a community of communication, a
community of solidarity against the definition that deafness is a deficit and a community

with an ethnic identity defined by the biological fact of diminished hearing (Erting, 1978;
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Johnson, 1991). Education is seen to play a large role in the formation and maintaining of
the Deaf community (Bagga-Gupta, 2007) as the vast majority of deaf children come from
hearing families. Deaf schools in particular are seen to be places of cultural transmission
(Anglin-Jaffe, 2013b; Deuchar, 1984; Ladd, 2003; McDonnell, 2016; Stokoe, 1983). One of
the enduring problems with identifying a Deaf community, however, is the question, “just
who is Deaf?” (Turner, 2007; 11). Ladd’s (2003; 3) concept of Deafhood embraces a
“‘process” where d/Deaf people are on a journey to discover what deafness means to them
and other deaf people, especially the process of overcoming the oppression of the hearing
societies in which they live. Bauman (2008) argues that the key concept is that Deaf
people are actualising their Deaf identities and, of course, there is no single d/Deaf identity
(Taylor & Darby, 2003). There also do not appear to be barriers for hearing people joining
or being part of the Deaf community, so long as they are committed users of BSL
(Densham, 1995; Dodds, 2003) but they would not share the characteristic of an ethnic
minority. Critically, although they may share knowledge of the Deaf community and be
able to use its language, they would not have the experience of being deaf (Young &
Temple, 2014).

Deaf people do have cultural choices, however, they can identify mostly with hearing
society, they can identify mostly with the Deaf community or they could be bi-cultural,
although this cannot be assumed to be an additive state of two cultures but can be “more
about states of tensions” (Padden, 1996; 95). The Deaf community, however, is seen to be
a group rejection of hearing values (Kyle, 1993; Ladd, 2003).

As deaf people now come from increasingly diverse backgrounds (Haualand et al., 2015;
Knoors & Marschark, 2014), coupled with the waning influence of the traditional Deaf
communities which were based around the local deaf schools and Deaf clubs (Emery,
2015), the nature of the Deaf community is becoming more problematic. There is a new
complexity formed around membership “that may exist through shared events, travel, and
the use of Internet, media, and other communication technologies” (Hyde, 2006; 272) and

how modern Deaf identities are created in local, national, and transnational contexts.
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1.2.3 Communication Methods and Systems
In deaf education, there are a plethora of ways devised to communicate with deaf children.

The following are some of the important ones for this thesis.

1.2.3.1 Finger Spelling

Finger spelling is a system which represents the alphabet manually. Each letter has its
own sign and enables the user to convey letters and words, serially, using different hand
configurations. The British use a two-handed system, whereas many other countries use a
one-handed system. “It is useful for signing names, or for words where there is no sign
available” (McCracken and Sutherland, 1991; 101, 102).

1.2.3.2 British Sign Language

Many people assume that signed languages are a manual code for the spoken language
of the majority culture; thus the "sign language" in England must be a code to convey
English words manually. Such codes do exist, but within each deaf community, a full,
natural language independent of the majority culture evolved much earlier (Isham, 1995;
136).

Sign-codes which have been invented, presumably to give deaf people access to the
spoken language of the community in which they live, have not been accepted as

alternatives to their natural sign languages.

British Sign Language (BSL) is the visual-gestural language used in the Deaf community
of Britain. Because it evolved independently, it does not necessarily translate directly into
spoken English, and conversely, the grammar of BSL does not make a direct link with
spoken English (Brennan and Colville, 1979) and is structurally independent from the
spoken language (Lane et al., 2011). BSL is voiceless, has its own syntax, and body, facial

and mouth patterns are an important feature.
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Some authors have suggested that the structural organisation of sign languages is
radically different from that of the majority of spoken languages (DeMatteo, 1977, in
Brennan, 1986) and may be more usefully grouped with pidgins and creoles (Fischer,
1978; Edwards & Ladd, 1984). The sign order of BSL has been syntactically described as
being a predicate classifier language (Kyle and Woll, 1985) or semantically described as a
'topic comment' language (Deuchar, 1984; Loncke et al., 1986).

The differences between English and sign languages has prompted Sacks (1989) to
comment that deaf people, collectively, inhabit a different linguistic community. Recently
sign languages have "achieved linguistic recognition as natural languages. This
recognition has led Deaf people in many countries to redefine their situation, identifying
themselves as members of a linguistic minority group rather than disabled persons" (Brien;
X, 1992).

1.2.3.3 Signed English

Signed English makes use of signing and speech at the same time and is also described
as a simultaneous method (Bornstein & Saulnier, 1984). SE is used to represent fully the
spoken word, is not a language in its own right, and follows the syntax of the English
language. In doing so it makes use of BSL signs, some generated signs and finger
spelling. All the elements which are spoken (this method encourages the child to make
best use of their residual hearing) have signs which represent them. Some signs are
generated to represent various syntactical features of English e.g. verb inflections,

adverbial endings, plurality, possession etc. which are not necessarily present in BSL.

1.2.3.4 Sign Supported English
Sign Supported English is based on Signed English, uses voice, follows English syntax,
but omits tense inflections and many conjunctions (Bornstein & Saulnier; 1987). Sign

Supported English does not, therefore, “attempt to represent the whole of the spoken
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message in sign: key elements are signed in order to clarify what might be thought to be

inaccessible parts of the spoken utterance” (Lynas, 1994a; 80).

The following table shows the relationships between the signed varieties described above,
and also a pidgin variety of Signed English/BSL which is often used by children as a result

of contact between the two languages:
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Table 1.1. Sign Language Continuum: Characteristics of Sign
Varieties lllustrated by English Glosses (adapted from Lawson 1981).

"I have not seen you for a long time""

"I have not seen you for a long time"

"1 not see you long time"*
"I you see long™
"l you see no"'
(Idiom)
English Signed Sign Pidgin of BSL
English Supported BSL/ SE
English

increase of inflectional markers decrease in inflectional markers
increase of tense endings decrease of tense endings
increase of English syntax decrease of English syntax
increase of lip-reading decrease of fingerspelling
increase of fingerspelling increase of BSL syntax
increase of borrowed signs increase of BSL idioms
decrease of rhythm of signing increase of facial expressions
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1.2.3.5 Oralism

Oralism is an educational philosophy for teaching the deaf that has been described as “an
all-encompassing set of policies and discourses aimed at preventing [deaf children and
their parents] from learning or using sign languages to communicate” (Ladd, 2003; 7). One
of these discourses is a medical construction of deafness (Swanwick & Watson, 2005)
which has resulted in an emphasis on the development of spoken language and literacy
skills (Knight & Swanwick, 2002) as well as lipreading and the use of technology, including
hearing aids, cochlear implants, and assistive listening devices (McCracken & Sutherland,
1991). The oral method can be considered in a number of separate veins: structured
oralism, natural oralism and the oral-aural approach (Watson, 1998) from which a recent
growing approach is Auditory Verbal therapy (AVT). Structured oralism involves systematic
intervention using the oral method to teach language and speech in small steps using a
sequenced approach. Such planned intervention not only relates to speech, but also to the
development of vocabulary and syntax. Natural oralism is a method where deaf children
acquire language in much the same way as hearing children; relying on meaningful
interaction with the environment, utilising hearing as the primary sense through which
language is accessed and allowing speech to develop upon the growth of auditory
experience (Clark, 1978; 1989; Ling, 1986). Language is seen as the instrument through
which the child’s ideas begin to grow and auditory memory is essential for the
development of speech but this is only built up through hours of listening (Courtman-
Davies, 1979). The oral-aural approach is a development of the natural oral approach and
it relies on technology to help children not only speak but hear. It relies heavily on
technology such as digital hearing aids and cochlear implants (Watson, 1998). AVT is a
further development that is a play-based intervention that tries to maximise the child’s
access to sound in its early years. AVT has been shown to improve receptive and
productive vocabulary and language outcomes in children with cochlear implants (Percy-
Smith et al., 2017) and has resulted in better academic outcomes, more generally, for

children with a hearing loss compared to other interventions (Goldblat & Pinto, 2017).

29



Oralism, with its emphasis on compensating technology, embraces a medical model of
deafness which emphasises impairment and deficit (Knight, 1998; Knoors & Marschark,
2014) and does not acknowledge Deaf communities with their own languages and cultures
(Harris, 1995; Swanwick & Watson, 2005).

Oralism is often regarded as a response to the fact that 90 to 95% of deaf children have
hearing parents (Clark, 1989; Ladd, 2003; Sterne, 2001). Another dominant discourse in
favour of oralism is the concept of normality. Parents may want their children to be as
‘normal’ as possible and this is seen most effectively in the use of speech (Densham,
1995; Shaw, 1985). Shaw (1985), as a mother of a profoundly deaf child, pronounced her
child’s birthright to be one of integration and speech was the key to this. As Watson (1998)
has summarised, oralism gives deaf children a language of thought that enables them to
become literate as well as an option for communicating with the wider community,
although, as Knoors and Marschark (2014) point out, this is not a certainty. To parents,
though, “the oralist arguments sound very reasonable and appealing” (Densham, 1995;
68).

Most hearing people cannot begin to understand how “deafness could be perceived as
anything other than a tragic loss and a disability” (Sparrow, 2005; 136). As such, the
medical assimilationist model is more often embraced by them for deaf children as the
“vast majority” of people would consider a deaf child as being disabled (Sparrow, 2002;
11). This perspective, however, does not reflect another reality, that Deaf communities
exist with languages and cultural identities that should be recognised (Erting, 1985;
Padden & Humphries, 1988; Ladd, 1988; 2003) which has a different perspective, one that
sees deafness as a different way of life with “positive capabilities” (Harris, 1995; 9). These
Deaf communities are also becoming more national and transnational in nature as the
traditional deaf schools and Deaf clubs wane in influence and as deaf people, themselves,

come from increasingly diverse backgrounds (Emery, 2015; Haualand et al., 2015).
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1.2.3.6 Cued Speech

Cued speech is a one-handed manual supplement to spoken language devised by Orin
Cornett in 1966 (Cornett & Daisey, 1992). There are eight handshapes which are used in
four locations near the mouth, which together with the information visible on the mouth,
helps to clarify phonemes of spoken language that are ambiguous or invisible to lip-

reading.

1.2.3.7 Total Communication

Total Communication is not a communication method but a cluster of other communication
methods. Total Communication should be considered “as an over-arching philosophy, not
a method, which is inclusive of the use of spoken and signed language as appropriate for
the individual. The common strengths of good practice can then be shared and not seen

as exclusive to any one approach” (Knight and Swanwick, 1995).

Total Communication has been acknowledged as an approach which embodies the right of
a deaf child to use all forms of communication for formal education (Denton, 1987), and
implies that to access language, deaf children require some sort of visual symbol system
as well as speech and their lip-reading ability. Total Communication, therefore, embodies
an approach that involves the use of manual, auditory, and oral forms of communication

used simultaneously to give a complete picture of a sentence (Clare, 1981).

1.2.3.8 Bilingual Approaches in Deaf Education

Bilingualism, as an approach, involves the introduction of BSL to the deaf child as soon
after diagnosis as possible. Bouvet (1990; 143) writes that “...learning Sign language is an
absolute necessity for deaf children and must be an integral part of their education. Being

the one language they can learn without delay if simply given the opportunity.”

Parents would be encouraged to use their own language at home, which for most children

in England would be English, though they would also be encouraged to learn BSL or
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provide signed support for their oral interaction. At school, BSL would be used as the main
language for accessing the curriculum, and also to access both written and oral English.
The bilingual approach also requires teachers who are highly competent (both hearing and
deaf) in at least one of the languages (Arnold, 1992).

Sign Bilingualism is a pedagogical shift in deaf education from the oral method, where the
language of the ‘hearing’ majority is the only focus (Ladd, 2003), to one where deaf

children’s language diversity and pluralism is used to inform pedagogy (Swanwick, 2017).

1.3 Thesis Outline

This outline will help the reader navigate the thesis and will help understand why it is
organised in the way that it is. Chapter 2, for example is not a literature review in the
formal sense but actually a conceptualisation of the main issues that | will focus on in my
research and an overview of my theoretical framework, such as structuration theory.
Chapter 3 outlines the methodology used and the ethical dilemmas that were addressed.
Chapters 4, 5 and 6 contain an unfolding story of the history of deaf education that are
relevant to the issues of the school in the case study and delineate the structural bias that
allowed oralism and the oral method, while constantly being challenged by a minority of
pro-manualists, to remain in force through much of the twentieth century. These chapters
also include a review of the literature when discussing the salient topics of the time. The
review of the history is part of this thesis itself because | use primary sources to vindicate
or bring to the fore, on occasion, a different explanation from secondary sources. | have
explored how a history may have come to be constructed and understood in the way it was
and have offered some potentially different ways of reading and thinking about this.
Chapter 4 introduces how modern deaf education began in Spain in the sixteenth century
and how it spread to Europe and ultimately in Britain. This chapter ends with more focus
on the Deaf School in Exeter, how it was created and how it embraced oralism. Chapter 5
reviews the time period from the Second World War to 1979 and is an eclectic mix of
documentary sources and participant interviews as they are both integral to understanding
the challenge and changes to the oral methods in 1979 and onwards. | also explore,
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explicitly, the third aim of the thesis, namely, to reflect on the official histories of the school

and how some events had been suppressed, offering alternative perspectives.

Chapter 6 focuses specifically on change in the school in Exeter from 1979 onwards and
emphasises the participant views and the impact of socio-historical factors that influenced
how they thought and the way they recounted practices and circumstances. Another
contribution to the thesis is that it outlines the softening of the oral method and how it was

augmented with Sign Supported English, Signed English and Cued Speech.

Chapter 7 summarises the primary aim: How teachers responded to the contradictions in
their careers during the oral only method of deaf education. | discuss some of the choices
that the participants made and how choices were constrained by social structures as well
as how structures also changed as a result of choice. | also discuss what motivated
participant action and how participants used practical and discursive consciousness in
their teaching lives. Conforming to oral values was most often the result of a practical
consciousness but discursive consciousness was required to respond differently to
contradictions they recognised in their lives. Reflexive teachers, using a discursive
consciousness, could engage in oppositional and resistant behaviours, although they
could also continue to conform. | also discuss how the acquisition of sign language by
some participants was a key action that not only showed cultural competence and a
growing awareness of deaf epistemologies but was a key indicator of resistance. This
resistance, however, was isolated and the participants had not discussed their resistant
behaviours with colleagues, even with those who shared common beliefs. This is not just a
collective story, then, but a collection of individual stories. In this way, this thesis is about
making public hidden moments that describe individual resistance. This thesis also
outlines the differences between teacher oppositional behaviours and resistance. Some
forms of opposition were fairly common among the school teaching staff but resistance
was not. | also discuss resistance as it relates to teacher positioning in society and the

personal costs of resistance and compliance.
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Chapter 8 outlines a model (derived from Hall (1973)) that outlines teacher choices from
conforming to oralism to oppositional behaviours and resistance, linking these behaviours
with consciousness. | also discuss the impact that the research has for teachers in
bilingual deaf education today and how it is relevant in terms of teachers being able to
resist the dominant discourses of society so that they can develop cultural competence
and embrace deaf epistemologies as an ethical good for both students and teachers. This
ethical good is a focus on deaf pedagogies that can enhance deaf learners knowing and

learning.

34



Chapter 2 Theoretical Framework

2.1 Introduction

In this chapter | outline some of the salient issues that will be discussed or used within this
thesis. Initially | present the concept of oralism and then the rise of minority rights and how
these concepts helped challenge the monopoly of oral education. | also discuss the
concept of colonisation of the deaf and how this has been useful in outlining how colonial
type hegemony has dominated Deaf culture and deaf education and how developing
cultural competence can help teachers of deaf children identify cultural domination and
oppression. This leads to a discussion on social reproduction theories in education and
how agency should be an important aspect of these discussions which leads to an outline
of structuration theory and the duality of structure, how institutions such as schools
mobilise bias towards certain rules and resources but how teachers, as agents, can
comply or occasionally choose different ways of acting. An important element of
structuration is an acknowledgement of different ways of accessing social knowledge and |
introduce discursive and critical consciousness. There follows a discussion on ideology,
focusing on the dialectical nature of common sense, and social positioning, another
influence on the way teachers are taught to think and act. Teachers, however, have space
in their lives to enact decisions they favour and | next discuss the concept of resistance in
education. Finally, as an example of the dialectical interplay of structures in teachers’ lives,
| discuss the competing discourses of normalisation and diversity and how these concepts

can create space and opportunity for compliance or resistance.

2.2 Minority Rights

The medical model of deafness constructs deaf people as the ‘other’ (Taylor & Darby,
2003). Such constructs emphasise deficits in deaf people rather than the positive pride
that Deaf people ascribe to their community and way of life. Until the late 1970s, most
academic literature focused on deafness as a pathology (Senghas & Monaghan, 2002).
The way that Deaf people describe themselves has been given more prominence with the

rise of minority rights. Within most cultures there are groups of people who differ in some
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custom, habit, or practice from the general macroculture. These groups are sometimes
called minorities, subcultures, microcultures, or co-cultures but they are identifiable, in
some way, and share a set of values, beliefs, behaviours and often a different language.
As such, these groups have the right to remain as a separate group from the macroculture

and should be afforded some protection to maintain their status as a minority group.

The designation, ‘Minority rights,’ is a legal term and refers to the rights of minorities as
groups and individuals within those groups (Baldwin et al., 2007). For many years, people
have been trying to define what a minority group was, often with very different concepts of
what constituted a minority group and what did not. For example in South Africa, up until
1994, Afrikaners were a minority race, numerically, but they held all the legislative and
economic power. Native African people, although the numerical majority of the country,
were the subordinate group in that society, had cultural traits that were held in low esteem
and were bound together by skin colour which brought about their social disadvantage and
disenfranchisement. | have used a macro cultural perspective to prove a point, here,
because both the Afrikaners and the indigenous Africans could be further segregated into
smaller ethnic groups (Afrikaners: Dutch, German, French, English etc. and native
peoples: Zulu, Xhosa, Ndebele, Sotho, Khoi-San, Shangaan, Venda etc.) and the
Afrikaners were also not the only minority group in South Africa (e.g. Indian Asians). Just
before the end of apartheid, however, it could be said to be in the interests of some
political groups to try and exploit a growing sense of nationalism over ‘tribalism’ amongst
native peoples of South Africa (Vail, 1989). Examples like this have led to people to
interpret minorities in terms of their social position rather than where they fit numerically
within their society (Tajfel 1978). However, problems still exist in some circles, even at
government level but generally speaking “what matters is whether the minorities lack
power... It is those minorities that minority rights are designed to protect” (Baldwin et al.,
2007; 4).

History has shown that the hegemonic influences of Western European nationalism have
led to the decline and loss of many minority languages in the last four hundred years

(Mufwene, 2002), due, in part, to the influences of integration and assimilation that
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nationalism inspires (McEntee-Atalianis, 2006). In recent years however, in parallel with
supranationalism, minority groups and Linguistic Human Rights advocates have promoted
equitable rights for all (Chapman, 2008). Education has always been crucial to minority
protection. Firstly, it has the ability to transmit minority culture, language or religion to the
children through instruction, which is intrinsic for the survival of minorities as a distinct
community. Secondly, accessing an education of equal value as that received by the
majority is crucial in enabling minority members to achieve equal social and professional
opportunities, “Accordingly, education can be both a means of identity preservation and of
social inclusion; a vehicle for maintaining their distinctiveness and an instrument of

integration into mainstream society” (Ringelheim, 2013; 91).

Some minority groups, however, would see the influence of mainstream education as a
potentially dangerous foreign element that may lead to an erosion of their own culture.
Romani children, for example, are known to experience difficulties with school because of
their nomadic lifestyle, radically different uses of space (both social and physical)
(Levinson & Sparkes, 2005) and resistance to literacy (Levinson, 2007). “These difficulties
are exacerbated by suspicions on the part of Gypsy parents that schooling is likely to
inculcate youngsters with values and social behaviours that are incompatible with
traditional Gypsy life” (Levinson & Sparkes, 2005; 752). Unfortunately, the reality of
mainstream education is that it is often not flexible enough to offer minority support in an

integrated setting:

Research indicates little attention in school curricula to the culture, history and
way of life of the Roma. The Romani language is very rarely available whether
as language of instruction or as optional second language classes. (Wilson,
2002; 78)

Similarities can be drawn here to deaf education because deaf children often use a
different sense of space to their teachers because they are visual (Erting, 1985; 1988;
Ling, 1976; Myklebust, 1964; Stokoe, 2001; Thoutenhoofd, 2000) and have difficulties with
the acquisition of literacy, despite the focus of deaf education being the development of
reading and writing (Power & Leigh, 2000; Mayer, 2007; Mayer & Akamatsu, 1999). The
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curriculum is often delivered ineffectively (Marschark & Knoors, 2012; Knoors &
Marschark, 2014) and hearing staff, even if they are able to use sign language efficiently,
may operate from a medical view of deafness (Erting, 1978; 1985) which sets them at
odds with the Deaf community and the students themselves (Erting, 1985; Harris, 1995).

One of the issues, here, is that there is no clearly defined model for educating minority
groups, only to outline the importance of giving minorities “the dual effects of identity
transmission and equal opportunities” (Ringelheim, 2013; 93) Henrard (2011) has argued
that there is a strong emphasis of the law on socio-economic integration. Even when the
issues of minority languages are addressed, they are still addressed in relation to socio-
economic integration, “...making minorities proficient in the official state language so that

their access to employment and social services would be improved” (Henrard, 2011; 62).

Freire (1970) has outlined how education can be used to eliminate minority oppression. He
focuses on liberation from oppressive practices through an education that is problem
posing as opposed to what he calls the ‘banking’ concept of the larger society. The
‘banking’ concept is where more powerful others decide on what is worth knowing and
deliver education to empty vessels, as if they were delivering a commodity such as milk:
“Liberating education consists of cognition, not transferrals of information” (Freire, 2005;
262). His vision of a problem posing education was where teachers and students
developed a different relationship based on mutual exploration of education through
dialogue. Problem posing education is based on developing critical thinking to liberate both
student and teacher from oppression. Literacy is an integral part of this education because
without it, access to the wider world would be limited and exploitation would still occur

through an inability to control contact through reading and writing.

Whilst power, traditionally in feudal times, was based on ownership of land and property,
the advent of the industrial revolution shifted the power base to one of production and
ownership of the means of production, factories and their workers. Our current age,

however, is one where power is shifting to access and control of information (Stone, 1996).
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Access to the information carried through the world’s superhighways would be impossible
without good literacy skills and this, as | have already mentioned, is problematic for many
deaf children as they traditionally have poorly developed print based literacy skills
(Conrad, 1979; Loeterman, Paul & Donahue, 2002; Marschark & Spencer, 2003;
Paul,1998; 2003; Perfetti & Sandak, 2000; Powers, Gregory & Thoutenhoofd , 1998;
Quigley and Paul, 1984; Sterne, 1997; 2001; Swanwick & Watson, 2005).

2.3 Minority Rights and the Deaf Community

Whether deafness is defined as a disability or a culture is an emotionally charged
argument, according to Jones (2002). For some Deaf scholars, the social disability lens is
contested (Ladd, 2003; Padden & Humphries, 1998; 2005) because it is not an adequate
construction of deafness in the way that the cultural and linguistic model is (Obasi, 2008)
or because it constructs deafness as an oversimplified binary of ability and disability
(Esmail, 2013). However, the cultural linguistic model has also been criticised for
underscoring the issues of deafness as an impairment (Esmail, 2013). Deaf people have
historically been seen as “pathological and fundamentally deficient” (Padden & Humphries,
1988; 10) with the need to be fixed but Deaf people are defining themselves as belonging
to a culture (Dolnick, 1993) that regards “deafness as a trait” (Jones, 2002; 51).

It would seem that making a case for the Deaf as a minority group may be controversial:
they lack a territory they could call their own (Wrigley, 1996; Fullwood and Williams, 2000);
their culture is rarely inherited (Padden & Humphries, 1988); their language is rarely
acquired in the family home that would give them native competency (Humphries et al.,
2012). Neuliep (2012) maintains that the Deaf may be described more appropriately as a
microculture because most people are members of a microcultural group yet have much in
common with the larger microculture. This concept of a microcultural group is similar in
notion to that of the hyphenated identity because “A growing number of people define
themselves in terms of multiple national attachments and feel at ease with subjectivities

that encompass plural and fluid cultural identities” (Caglar, 1997; 169).
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A hyphenated identity is one where a member of a minority group has its own culture but
also shares many characteristics as the macroculture such as “African-American” or
“Hispanic-American.” This shows that “...one description does not fit their life experiences
or their perception of who they are” (Parasnis, 1996; 10). The Deaf, therefore, could be
Deaf-British, Deaf-French or even show multiple allegiances such as Deaf-British-Asian as
they are unable to live in a mono-cultural environment and will inevitably acquire part of
the ‘hearing’ culture around them. This is, in large part, because the vast majority of deaf
children are born to hearing parents (Ladd, 2003) and often do not have access to Deaf
culture until they go to a deaf school (if they go to a deaf school?), mix with Deaf peers and
acquire BSL. Some authors have suggested that all children who have not acquired
spoken language and culture, because of hearing impairment, are culturally Deaf (Lane,
Hoffmeister and Bahan, 1996). They come to the school from a ‘hearing’ cultural
background, but a lot of their experiences have not been mediated with language and any
cultural acquisition is in its infancy. Before the advent of them coming to the deaf school,
depending on their access to Deaf peers, they may not have had any access to Deaf
culture. In this sense, deaf children can be compared to involuntary immigrants and they

come to school inhabiting a borderland between two cultures, Deaf, and ‘hearing.’

Involuntary or non-immigrant minorities are “...people who have been conquered,
colonised, or enslaved” (Ogbu & Simons, 1998; 165). This sort of language, a colonised
people, has been used by other authors to describe the situation of the deaf in the
phonocentric mainstream society (Stone, 1996; Ladd, 2003). Deaf children of hearing
parents, then, ‘emigrate’ to a deaf school but this is forced upon them by their parents.
They can be classified as being both voluntary and involuntary immigrants at the same
time. Voluntary immigrants are those who choose to move to a new culture in search of a
better life (whether economic improvement, political freedoms etc.) and the education of
the dominant culture, which perpetuates the existing power relationships, serves them
well, “It is in fact the reason they came” (Stone, 1996; 174). Involuntary immigrants,
however, suffer at the hands of the ‘banking’ education provided by the dominant group

and continue to be disenfranchised. If the school was solely oral and unwelcoming of the

21n 2017 only 3% of 45,631 deaf children in England attended a school for the deaf (CRIDE, 2017)
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use of sign language, the students would still acquire it (Anglin-Jaffe, 2013b; Deuchar,
1984).

Some Deaf people have chosen to reframe the way they look at themselves and
their community and instead of choosing a position that identifies loss and deficit,
they have chosen to identify the benefits of deafness, or ‘Deaf Gain’. Deaf Gain has
been described as the intellectual, creative and cultural benefits that deaf
individuals bring to the biocultural diversity of life (Bauman & Murray, 2014). These
benefits can usually be ascribed to the enhanced visuospatial abilities of Deaf sign
language users (Young & Temple, 2014).

2.4 Colonisation of the Deaf

A discourse that some histories of deaf education have as its central theme is the
colonisation of the deaf (Branson and Miller, 2002; Ladd, 2003; 2008; Lane, 1992; Lewis,
2007; Stone, 1996; Woll and Ladd, 2003). Colonisation can be described simply as “the
conquest and control of other people’s land and goods” (Loomba, 2005; 8). Ladd (2003)
has argued that although the deaf are not, in the traditional sense of the word, a colony the
use of colonial type models to interpret their marginalised status in society is a useful one
(Ladd, 2003).

There have been arguments forwarded that economics is the root force to the colonisation
of deaf people and that there is profit to be made from the medical interventions into
deafness, particularly cochlear implants (Lane, 1992; Lane & Bahan, 1998). Colonialism is
more than just economics, however, as it also involves imposing the dominant cultural

order onto the marginalised group:

...Culture is often the battleground upon which the colonial hegemony is
established, and that colonial liberation or independence cannot be successful
without the ‘de-colonisation of the mind.’ (Ladd, 2003; 80)
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The acquisition of the dominant culture comes with the imposition of its world view and
values. Therefore, colonisation is a process which involves both body and mind and with

regards to the deaf, began in the deaf schools of the nineteenth century:

The methods of surveillance, the scheduling of time, the regimentation and
ritualization of life, and the uncompromising control of the body in action and
repose that emerged from tactics of the nineteenth century remain the dominant
features visible in current approaches to educating deaf children. (Wrigley,
1996; 77)

The main colonial features in deaf education were the banning of sign language,
effectively after the Congress of Milan (1880) (Lane, 1992), the imposition of speaking and
listening, or lip-reading (Ladd, 2003) and the adoption of the medical model of deafness
where deaf people were treated as pathological specimens (Erting, 1985; Hodgson, 1953)
as part of the notion of ‘othering’ (Esmail, 2013; Taylor & Darby, 2003). Othering is a
process by which an “empire can define itself against those it colonises, excludes and
marginalises” (Aschcroft et al., 2013). Othering, in the context of deaf education, however,
is not just based on marginalising differences but on power (Brice & Strauss, 2016), for
example the discourse of normalisation that promotes assimilation (Boréus, 2007).

All of this was by a hearing bureaucracy which adopted paternalistic attitudes to deaf
children (Wrigley, 1996). Nevertheless, “the history of colonialism is being rewritten as one
of resistance and struggle” (Wrigley, 1996; 73) and this thesis aims to highlight the roles of
some teachers in this process. Resistance, then, is not just a student domain. Teachers
could be seen as showing resistance to the oralist methods by developing cultural

competence.

2.5 Cultural Competence

For teachers, cultural competence is a set of behaviours and attitudes and a culture within
schools that respects and takes into account the students’ cultural backgrounds, cultural

beliefs, and values and incorporates this into the way education is delivered (Betancourt,
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Green & Carrillo, 2002). As Williams (2006) has suggested, cultural competency is not
often conceptualised in a way that promotes effective practice. She argues that an
epistemological understanding of cultural competence defines beliefs and worldviews that
will guide professionals in choosing methods for investigating culture and working with it in
practice. From a critical perspective, she argues that professionals need to understand the
structures that marginalise certain groups and would require teacher “engagement with the
historical, political, and economic structures that have contributed to formulations of
...group identity” (Williams, 2006; 213). While a teacher using this perspective identifies
inequity in the way the hearing world deals with deaf people and identifies domination and
control, the teacher should also acknowledge the strengths of belonging to a Deaf

community (Gutiérrez & Lewis, 1999) and how these affiliations can bring about power.

As Burnell and Schnackenberg (2015; xiii) have observed, cultural competence for
teachers requires them to develop an ethical behavioural sensitivity that produces a
developing culturally competent set of knowledge and skills. For these authors, cultural
competence is not a destination but a journey, “In reality, the idea is to engage in the work,
or start down the road, to examine ourselves and the ethical and culturally competent

practices from whatever point we currently find ourselves.”

2.6 Social Reproduction Theories in Education

Whereas liberal educational theorists foster the notion that schools are neutral agencies
which provide all students with opportunities for individual development and upward
mobility (Gorlewski, 2011; Sever, 2012) and in fact “most teachers believe in meritocracy,
that there’s a level playing field, and so those who don’'t make it have only themselves to
blame” (Finn, 2009; 252), reproduction theorists argue that schools are agencies of
control. As such, they promulgate the idea that educational institutions reinforce existing
relationships, behaviours and ideologies that serve the best interests of those in power
(Giroux, 2001; Demaine, 2003).
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Gibson (1986) suggests that there are three main macro-approaches to social
reproduction which have been applied to education: the reproduction of economic
relationships; the reproduction of state power; the reproduction of culture. From the first
approach, social relations at school are seen as replicating the patterns of the workplace,
the hierarchal division of labour. This economic reproduction model has been called the
theory of correspondence because “schooling reflects work” (Gibson, 1986; 47). It was first
formulated by Gintis (1972) and further expanded by Bowles and Gintis (1976) (cited in
Giroux, 1980). Giroux (1981; 91) explains further:

...the correspondence theory posits that the hierarchically structured patterns of
values, norms, and skills that characterise the workforce and the dynamics of
class interaction under capitalism are mirrored in the social dynamics of the
daily classroom encounter.

The second model is one where education reproduces state power. Because it is in the
interests of the state to reproduce its economic and ideological structures, the state directs
education through law, even to the extent of curriculum matters and central testing
(Gibson, 1986). Gramsci (1971) conceived of this concept of reproduction as ideological
hegemony. From this view, schools can be seen as agencies under the control of the
dominant classes. As such, they produce and legitimise the economic and ideological
functions of control, “A form of control that not only manipulated consciousness but also
saturated the daily routines and practices that guided everyday behaviour” (Giroux, 1988;
76, 77).

According to Morrow and Torres (1995; 9), regardless of the differences that these models
of social reproduction portray, they are all “linked with power, knowledge, and the moral
bases of cultural production and acquisition.” Bourdieu proposed a model that saw a
school’s function to be that of the reproduction of the dominant culture. This is achieved
through Bourdieu’s notion of symbolic violence, cultural capital and habitus. Symbolic
violence is where children are forced into a competitive cultural system that rewards only

those who exhibit the dominant cultural capital “that subtle process whereby subordinate
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classes come to take as ‘natural’ and ‘common sense’ ideas and practices that are actually

against their own best interests” (Gibson, 1986; 55).

The “subtle process”, or symbolic power, is the part of culture that ensures that
“‘inequalities are seen as necessary and inevitable, rather than as man-made and
changeable” (Gibson, 1986; 55). What is also important about symbolic violence is that it
“is exercised upon a social agent with his or her complicity” (Bourdieu & Wacquant, 2004;
272) and Willis’ (1977) study of working-class boys is a good example of this. Willis argued
that the boys understood that the educational system had no impact on the economic
conditions of their social class and would not give them any opportunities for upward
mobility. Therefore, they subverted their school experiences resisting not only the
curriculum but also the teachers and rejected peers who engaged with education. The
boys, however, reinforced their social position with the end result that they embraced
factory life as their future. But this was not done behind their backs, they were complicit
with the anti-achievement norms of their social class by disrupting their school life and

consigning themselves to working on the shop floor of a factory.

For deaf people, one of the main institutions of symbolic violence can be identified as
education (Branson & Miller, 1993; 2002; Rose & Smith, 2000). During the period of time
of this research, this violence is expressed in the oral communication mode, mandating
speaking, listening and lip-reading while forbidding and punishing the use of sign
language. Deaf children are, inevitably, complicit with their domination and this is
expressed with their use of speech with the hearing world. Although this does not deny

them opportunities to resist, “resistance’ often if not inevitably perpetuates a dualist mode
of thought (resistance/submission)” (Rose & Smith, 2000; 374). Deaf students, then, show
oral compliance with the staff and resist with peers through the use of sign language,

creating a dual world with different communication methods.

Symbolic violence, cultural capital and habitus are all interlinked concepts that maintain

class inequalities, and “Success in the education system is facilitated by the possession of
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cultural capital and of higher-class habitus” (Sullivan, 2002; 144). There are some
exceptions, with some members of the working class, for example, attending University,
but these exceptions only strengthen the system of inequality by “contributing to the
appearance of meritocracy” (Sullivan, 2002; 146). The last concept, habitus, which “is
culture internalised by the person as dispositions and values which guide behaviour”
(Gibson, 1986; 56) is evidenced in, for example, working-class children entering manual
occupations simply because socialisation processes predisposes them to do so. Education
is, therefore, more than just a cognitive process, it is also a cultural process.

With these three models, however, what they concentrate on are the structural properties
of society which influence education. Concepts such as symbolic violence are helpful in
identifying discourses in oral education that promote manual systems with deaf children
(Branson & Miller, 1993; 2004) as are notions of compliance with oral values. What they
fail to deliver, is “a theory of schooling that dialectically links structure and human agency”
(Giroux, 2001; 75) involving “the complexity and disjunctions of social life, and the
competence and intelligence of individuals” (Gibson, 1986; 52). In short, these models
make no account for human agency and their ability to make a difference. Although
models of social reproduction have been questioned as to their helpfulness for educational
practitioners (Demaine, 2003), they do highlight the need to question the structural
properties that constrain teachers, which either enhance or limit outcomes for some

children based on their position in society.

School life, according to Giroux (1988; 167), can be seen as “an arena brimming with
contestation, struggle and resistance.” He is not speaking only of the students but all those

who inhabit this sphere:

Furthermore, school life can be a plurality of conflicting discourses and
struggles, a mobile terrain wherein classroom and streetcorner cultures collide
and teachers, students, administrators affirm, negotiate, and sometimes resist
how school experience and practice are named and accomplished. (Giroux,
1988; 167)
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There is always room, then, for oppositional behaviours and resistance by all agents who
belong to school. This is because the structural determinants in society are sometimes

resisted by these agents.

2.7 Structuration Theory

| have chosen structuration theory as a sensitising lens for my research for two reasons.
Firstly because of its focus on the duality of structure, recognising that teachers may
appear to be victims of structure but still having agency to comply or resist institutional
bias. This has implications for the types of thinking styles of the teachers but which | will
deal with in the next section. Secondly, structuration theory is also a good fit for analysing
institutional change because, as Giddens (1984) has argued, institutions continue or
change over time because structure, the rules and resources for social actions, and

individual agency exist in a recursive relationship:

...agency and structure are not two independently given sets of phenomena, a
dualism, but represent a duality. They are at the same time, the medium and
outcome of the practices and activities they recursively organise in the duality of
structure. (Busco, 2009; 250)

Giddens, therefore, is open to change and as | focus somewhat on both teacher agency
and institutional change, | believe structuration theory is sensitive to both of these things in
that structuration’s primary focus is on emergent social structures (Thompson, 2012).
Although there has been some criticism of Giddens’ structuration theory, such as ascribing
too much power to agents (Gaventa, 2003), other theories, such as Foucault’s (1991)
discourses of power and knowledge, although acknowledging resistance as a form of
power, underplays intentionality (Caldwell, 2007; Gaventa, 2003) and does not include
moral imperatives or political possibilities for changing the world (Caldwell, 2007;
Woermann, 2012). In other words, it neglects the idea that change may happen simply
because someone wants to make a difference. Bourdieu, while able to capture the
complexity of resistance and how tensions and contradictions that people encounter can
lead to both resistance and compliance (Moncrieffe, 2006), regards agency as largely

opportunistic (Whittington, 2015) and he neglects the impact of agent reflexivity (although
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it is a possibility (Yang, 2014)). For Archer and Bhaskar, from a critical realist perspective,
“agency is not easy” (Whittington, 2015; 117). Archer neglects the importance of the
routinisation of social life (Akram & Hogan, 2015) which | viewed as an incredibly important
element in teacher lives and which Giddens (1984) captures in his notion of practical

consciousness.

Part of the focus of this research was on institutional change and the part that agents had
in this process, so Giddens seemed a good fit even if he is overly optimistic of individual
impact. His theory of structuration also looks at resistance from a standpoint of practice,
the here and now and he involved a notion of practical consciousness, where agents are

acknowledged to have implicit knowledge about social realities and power.

Intrinsic to structuration is the identifying of “social practices ordered across space and
time” (Giddens, 1984, 2) into which individual agency then plays a role to either “reproduce
or transform them, remaking what is already made in the continuity of praxis” (Giddens,
1984; 171).

The constitution of agents and structures are not independently given sets of

phenomena, a dualism, but represent a duality... Structure is not ‘external’ to

individuals: as memory traces, and as instantiated in social practices, itis in a
certain sense more ‘internal’ than exterior to their activities... (Giddens, 1984;
25)

Structures are the patterns of social relationships that exist in society, the rules (the
organisational procedures and methods) and resources (the material equipment as well as
organisational capacity which combine to give the agent power) that are internalised by
agents (Turner, 1986). When analysing institutional change, “the emphasis in structuration
theory then is on the transformative capacity of human agency that makes change
possible” (den Hond et al., 2012; 239). People are free to act but draw upon and replicate
structures of power through their own actions. Power, for Giddens (1979: 91), is seen as

both “transformative capacity (the characteristic view held by those treating power in terms
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of the conduct of agents), and as domination (the main focus of those concentrating upon
power as a structural quality).” Transformative capacity is “the capability of actors to enact
decisions which they favour” (Giddens, 1984: 15) and domination is the “the ‘mobilisation

of bias’ that is built into institutions” (Giddens, 1984: 15).

For Giddens (1984; 14), power is both the “capability of the individual to ‘make a
difference’ to a pre-existing state of affairs or course of events” as well as the influence of
embedded structural properties in institutions. This is what Giddens calls the duality of
structure. Power, therefore, has a two-way character to it. The continuity of oralism over
almost 100 years imbued deaf schools with taken for granted bias. This bias is an
influence of power over the teachers to continue using oral teaching in the same manner.
The teachers, although dependent on the school’s rules and traditions for teaching oral
education such as speech lessons and punishing the use of sign language, nevertheless
have agency, certainly within their classrooms, to enact these prescribed ways of doing
things or create something new. Although teachers are subordinates to the leadership
team, they have resources, such as their subject curricula and private classroom spaces,
where they can influence the school’s rules. This is what Giddens (1984) called the

dialectic of control.

Structures are the patterns of social relationships that exist in society, the rules and
resources that are internalised by agents. Giddens (1984) outlined three structural

properties of social systems:
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Figure 2.1 Dimensions of the Duality of Structure (Rose
& Scheepers, 2001;5)

Signification is concerned with the communication of meaning, for example the discourses
of society. ldentifying discourses around deafness, for example, reveals that despite some
shift in emphasis from a medical to a social model of disability (Lang, 2001; Obasi, 2008;
Sullivan, 2011), the discourse that labels deafness as a disability is still very much
dominant. As a result, high value continues to be placed on getting deaf children to speak
and use residual hearing (Corbett, 1996; Ladd, 2003; Andrews et al., 2004).

Rules are the organisational procedures and methods and resources are both the material
equipment as well as organisational capacity which combine to give the agent power
(Turner, 1986). But “power is never a possession” (den Hond et al., 2012; 243), it comes
as a result of authoritative resources, relationships and interaction. Giddens (1984) argued
that agents always have some autonomy in making choices, and that society and

institutions do not “go behind the backs of people” (Layder, 1994; 135).

Giddens does not agree with the Functionalist notion of structures which exercise
constraint on agent’s initiative but as something that is “both constraining and enabling”
(Giddens, 1984; 25). When analysing institutional change, “the emphasis in structuration
theory then is on the transformative capacity of human agency that makes change
possible” (den Hond et al., 2012; 239).
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Agents discursively reproduce practices, often in routinised ways, and these practices
have structural properties in that they consist of rules and resources. Rules involve “the
constitution of meaning” and “the sanctioning of modes of social conduct” (Giddens, 1984;
18) whereas domination involves the use of two types of resources: allocative and
authoritative resources. Allocative resources refer to capabilities “generating command
over objects, goods or material phenomena” whereas authoritative resources refer to
capabilities “generating command over persons or actors” (Giddens, 1984; 33). As Layder
(1994; 211) suggests, “This is, perhaps, the greatest strength of structuration theory — its
attempt to incorporate the full force of the human ability to make a difference in the social

world while recognising the limitations imposed by the social context.”

Agency is the power that human actors have to reproduce the ‘structural properties’ or to
operate, occasionally, independently of these constraints. The domination of structures is
rarely complete leaving space and opportunity for alternative practices and, therefore,
institutional change. Less powerful actors can still exercise control over more powerful
actors through the way they manage their own resources. Control, then, is a two-way
affair. The structure, with its rules and resources, exerts influence on the agents. The
agents, because they have choice, both reproduce the rules and social norms in their
everyday actions but can still exercise intentionality as “structure is always both enabling
and constraining, in virtue of the inherent relation between structure and agency”
(Giddens, 1984, 169).

While Giddens (1984) developed structuration theory in order to bring together the theories
on structure and agency, he also considers understandings of consciousness, developed

specifically to deal with social knowledge (Haugaard, 1997).

2.8 Consciousness

Giddens (1984) argued that there are three types of consciousness: unconscious motives
(the basic or ontological security system), practical consciousness and discursive

consciousness. Unconscious knowledge, or ontological security, is based on the need for
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predictability, safety and routine in an individual’s life. In this sense, ontological security is

a motivation from within each agent:

Structural reproduction does not take place because the social system consists
of structures which need to be reproduced. Instead, Social structures are
reproduced because living people need ontological security. The unintended
consequence of social actors fulfilling their desire for ontological security is that
structuration takes place. (Haugaard, 1997; 105)

A practical consciousness “involves recall to which the agent has access to the durée of
action without being able to express what he or she thereby ‘knows™ (Giddens, 1984; 49).
This type of consciousness, or ‘intransitive’ consciousness, as Freire (1973) labelled it, is
closely linked to the predictable routines of a day which people cannot “express
discursively” (Giddens, 1984; 375). A discursive consciousness, however, involves “those
forms of recall which the actor is able to express verbally.” It is possible, therefore, for
actors to unintentionally reproduce the durable patterns of an institution without reflecting
on them but it is also possible that actors can express intentionality to do certain things but
in doing so they “reproduce the social fabric which underpins the rules” (Layder, 1994;
134). This is what Giddens (1984; xxiii) called “the recursive nature of social life. (By its
recursive nature | mean that the structured properties of social activity — via the duality of

structure — are constantly recreated out of the very resources which constitute them.)”

One criticism of structuration theory is that it does not deal with the ethical and moral
imperatives that are often significant in critical theories (Bryant & Jary, 2011). This is one
of my reasons for introducing Freire and his theories of consciousness. Freire (1973), used
the term “conscientizacao” (Goulet, 1973; vii) or critical consciousness, rather than
discursive consciousness, which he argued was an essential part of the makeup of a
teacher who creates an educational experience that liberates rather than oppresses.
Freire’s focus on consciousness, then, was a socio-political construct with the aim of social

change (Watts et al., 2011) and student empowerment (Christens et al., 2016).
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Whilst it is beyond the scope of this thesis to argue for or against the higher-order theories
of consciousness (see, for example Carruthers, 2011), it is useful in this analysis to use
both Giddens’ (1984) and Freire’s (1970, 1973, 1998a, 1998b) concept. Perhaps

consciousness needs some explanation, however:

The word 'consciousness' is notoriously ambiguous. This is mainly because it is
not a term of art, but a mundane word we all use quite frequently, for different
purposes and in different everyday contexts. (Kiegel, 2003; 103)

Consciousness, here, will be referring to self-consciousness or self-awareness and will
concentrate on the practical or intransitive consciousness and discursive or critical
consciousness as a frame for agency, discursive knowledge as a higher level of
consciousness from practical knowledge. Freire (1973) also writes of stages of
consciousness, the magical, naive and ultimately critical, arguing that one can move
through these different states through a burgeoning awareness of causality and effect. It
would appear, importantly for teachers and students, that critical consciousness, like
cultural competence, is a journey. It can be developed, in teachers and students alike for
the purposes of creating an education system that is just, equitable and liberating (Gay &
Kirkland, 2003; Jemal, 2017; Rodriguez & Magill, 2017). Unfortunately, for teachers and
students, the development of critical consciousness is not given a priority in education
(McLaren, 2017) and the result is “residual inequity in perpetuity” (Jemal, 2017; 602).
Despite the political overtones in developing a critical consciousness for students,
Pennycook (2001) reminds us that it is a work based on compassion, founded on sharp

critigue of inequalities that relieves pain and is the basis for change.

Another definition that is important to delineate at this point is the difference between
reflection and reflexivity and how these terms relate to a discursive and critical
consciousness. “Reflection is often described as ‘structured’ or organized thinking”
(Ghaye, 2011, 1), usually about ways of doing (Hibbert et al., 2010) whereas reflexivity is
“a process of exposing or questioning our ways of doing” (Hibbert et al., 2010; 48). Archer
(2007) also expresses the idea that reflexive action mediates between structural or cultural

powers and social actions and outcomes. In dealing with issues of mismatches in
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individual lives, reflection may bring about a recognition of contradictions, but goes no
further (Door, 2014). Reflection and reflexivity, however, are linked by the process of
recursion, or returning to our ways of doing, which ultimately means that reflexivity can
bring about change that the process of reflection, alone, will not (Hibbert et al. 2010;
Feucht et al., 2017). The following figure is adapted from Hibbert et al. (2010) and shows

this process:

Practice

Amended practice | —

\
v

Reflection

Recursion

Figure 2.2 Reflexivity

Recursion, though, is both an active and passive cognitive process. In the first instance
recursion is a process that brings potential for people to transform the world (Aronowitz &
Giroux, 1985; 1993; Freire, 1998b; Giroux, 2001). However, recursion can also be passive
in that people either feel dominated by structure, and thus feel powerless to affect change,
or they feel so liberated by their own agency that they miss the influences of dominant
structures and discourses with the result that, in both instances, current social practices

are unchanged and structural influences remain largely undisturbed (Hibbert et al., 2014).
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Reflexivity is also concerned with self-consciousness with relation to our own assumptions
and prejudices (Hibbert et al., 2014). In other words, we need to be aware of the structural
properties of society that constrain and enable us. Reflexivity can bring about a critical
consciousness as long as mismatches in structures and goals are recognised or
signposted. A high degree of reflexivity is reflected in an individual resisting cultural
conditions whereas a low level of reflexive thinking could be characterised by acquiescing

to prevailing norms and pressures (Sayer, 2010).

Erting (1985) points out that there are cultural differences between hearing teachers and
their deaf students. Hearing teachers are often unaware that they understand deafness in
terms of a pathology and that they have a clear bias towards speaking and listening. This
creates a schism between them and the Deaf community as well as creating discrepancies
between their goals and student goals and achievements. If deaf children do not learn to
speak, lipread and listen in preparing them for the hearing world and fail to acquire
competent literacy skills, then the teachers have failed in their desired educational
outcomes. Teachers with high levels of reflexivity, however, can identify that existing
programmes are inadequate and can find other success criteria to justify their position and
goals. Certainly, teaching deaf children and trying to be successful in the face of poor oral
and literacy outcomes is challenging and throws up a host of dilemmas regarding teacher

ideology.

2.9 Ideology

Ideology, “can be viewed as a set of representations produced and inscribed in human
consciousness and behaviour, in discourse and in lived experiences. On the other hand,
ideology is concretised in various ‘texts’, material practices and material forms” (Giroux,
1984; 312).
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Although ideology has always been associated with socially shared ideas, it has also been
associated with hegemony, ideas that are accepted by the dominated, often as common-
sense notions about society and their place in it (Giroux, 1984; van Dijk, 1998). Ideology,
however, while directly received through structure (Patnaik, 1988) and exerting force
through “the ‘weight’ it assumes in dominant discourses” (Giroux, 2001; 145), nevertheless
also promotes agency (Giddens, 1984). Gramsci (1971) indicated that ideology, especially
those ideas that are understood to be common sense, is dialectical in nature, as Giroux
(2001; 152) explains, “Disorder, rather than harmony characterises common sense; it

contains a dialectical interplay of hegemonic and insightful beliefs and practices.”

It is in the interplay between hegemonic ideology and the agents lived experiences along
with their insight and practice that creates opportunity for breaking with the logic of

domination. This is especially the case with teachers:

Teachers cannot escape from their own ideologies and it is important to
understand what society has made of us, what we believe in, and how we can
minimise the effects on our students of those parts of our ‘sedimented’ histories
that reproduce dominant interests and values. (Giroux, 1983; 241)

Sedimented histories are the ideological histories that become embedded in us as memory
traces. They include constraints that limit our participation in ideology by establishing
parameters of action (Giroux, 1984). If these sedimented histories remain unevaluated in a
teacher, it can lead to alienation between teacher and student. Freire (1998a; 49) has
provided an example of how teachers can react to the ideology of their students that is

different to their own:

When inexperienced middle-class teachers take teaching positions in peripheral
areas of the city, class-specific tastes, values, language, discourse, syntax,
semantics, everything about the students may seem contradictory to the point of
being shocking and frightening.

It would appear, then, that when teachers meet with students whose cultural backgrounds
are different from their own, a number of things may happen: Firstly, they may not
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recognise the importance of the differences between their own ideologies and those of
their students and simply continue teaching in the way they have always done. This is
Gramsci’s (1971; 324) idea of conformity, “We are all conformists of some conformism or
other, always man-in-the-mass or collective mass.” Secondly, we can become aware of
the differences and critically consider the implications of these differences. This can still
lead back to conformity, however, because creating a critical pedagogy involves risk and
could lead to “losing job, security, and in some cases friends” (Giroux, 2001; 242). The
difference in this type of conformity is that the teachers are aware of differences but feel

they cannot do anything about it.

Some teachers are convinced that “schools are neutral agencies which provide the
necessary tools for individual development and upward mobility” (Sever, 2012; 656). They,
therefore, ignore what functions might be accomplished at the cultural level and naively
promote their own cultural ideology as either equivalent or superior to their students (Willis,
1977). They could also, however, critically interrogate the historical genesis of their own
inner histories and experiences and question the interests they embody and serve (Giroux,
2001) because “teaching requires the recognition of our conditioning” (Freire, 1998b; xiii).
They could, therefore, implement a radical pedagogy based on their own ‘conscientisation’
(Freire, 1970) — a term which refers to agents becoming more aware of the world with its
social and political contradictions. Once an awareness has been formed, teachers, as
agents, can take action against these oppressive elements. Another important element to
consider for teachers, however, is their social positioning.

2.10 Teacher Social Positioning

Teachers occupy a social position within the school, the community and society as a
whole. This social position, according to Giddens (1979; 117), is “a social identity that
carries with it a certain range of prerogatives and obligations that an actor who is accorded
that identity may activate or carry out.” These organisational obligations and roles tend to

privilege a narrow range of perspectives which:
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...tends to imply a claim that these roles have essential qualities, including an
essential authority to define what is right, to decide what should be valued, to
exercise a creative power for good. (Miraglia, 1997; 422)

Teachers are positioned by various normative structures that they take on in their career
but, as in this case, teachers may have different and even contradictory goals to their
students as well as themselves (Kelly et al., 2013). Teachers inherit a curriculum, a
timetable and recipes for enacting their role and often replicate the way they themselves
were taught (Knoors & Marschark, 2014). Teachers, though, as all people, have agency
that comes as a result of reflexively monitoring their actions and the conduct of others.
They are not “powerless victims trapped in a web of hegemonic power” (Ollins, 2005; 151).
Giddens has generated a layered theory of agency based on capability, knowledgeability
and motivation. Because of the dialectic of control, although the institution, in this case,
exerted power through the “mobilisation of bias” (Giddens, 1984; 15) that supported oralist
ideologies, teachers were certainly capable of exerting power to “enact decisions which
they favour[ed]” (Ibid). Knowledgeability includes both discursive and practical
consciousness — teachers are able to talk about their practice and why they are doing
things and at the same time have stocks of knowledge and routines that they are not able
to explain but which still make up a significant part of their actions in a day. The next level,
however, involves motivation and Giddens introduces his concept of ontological security to
explain why most people reproduce certain norms of behaviour. They do so not because
they are necessarily committed to oralism but because the alternative ways of acting run
contrary to their inclinations of what is ‘natural.” The interplay between incongruent

ideologies, however, may lead to oppositional behaviours and even resistance.

2.11 Theories of Resistance in Education

Most theories of resistance in education focus on the student perspective, for example
their reaction to alienation and class dominance (Apple, 1982; Willis, 1977; Wolpe, 1985),
social injustice (Solorzano & Delgado Bernal, 2001), minority students' reactions to cultural
dominance (Fordham, 1996; Fordham & Ogbu, 1986; Ogbu, 1991; Ogbu, 2003) etc.
Teacher resistance has been theorised as well but usually in terms of resisting curriculum

change (Easley, 2011; Terhart, 2013), because they feel that they are the victims of ill-
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rewarded roles (Cole, 1984) or as resistance to the dominant hegemony enabling them to
become critical educators (Aronowitz & Giroux, 1985, 1993; Freire, 1970; Giroux, 1983,
2001; Kincheloe, 1993; McLaren, 1991). For teachers in deaf education, becoming a
critical educator would involve the creation of a deaf pedagogy that is more embracing of

the skills and knowledge that the children start with.

Here, and throughout this thesis, | talk of a deaf pedagogy meaning “a theory of how deaf
children learn and how teachers can help” (Swanwick, 2017; 3). Under the auspices of
oralism a deaf pedagogy reflected the influences of the cultural hegemony of the hearing
community, for example the discourse of normalisation and its focus on deaf people
learning to speak and listen. The goals of a bilingual deaf education, however, may include
providing deaf children with “a positive sense of their own identity” (Gregory, 1996) but a
deaf pedagogy is more than just access to BSL lessons and Deaf studies. A deaf
pedagogy acknowledges that deaf children are cognitively different from hearing students
(Marschark & Knoors, 2012; Knoors & Marschark, 2014) and that their experience of
deafness can change how they learn (Swanwick, 2017). A simple example of difference
being that deaf people have improved visual vigilance compared to hearing people,
leading to a more efficient utilisation of visual information (Dittmar et al., 1982). It has been
found that better visual-spatial abilities in deaf children, compared to hearing children, are
as a result of access to sign language in the early years, rather than practice (Emmorey et
al., 1993) and that the use of visual imagery enhances the learning of deaf children
(Gesueli & Moura, 2006; Lebedeff, 2010). Teachers of deaf children, then, need to develop
critical thinking skills so that they can incorporate deaf student differences into their

teaching styles and would do well to consider critical theory to develop their praxis.

Critical theory is distinguished by its multidisciplinary perspectives and its development of
a dialectical and material social theory (Kellner, 1989). Giroux (1988; 167) argues that
school life is “an arena brimming with contestation, struggle and resistance.” The field of
education, then, is replete with multiple contradictions that ensure that there is opportunity
for interplay between dynamic opposites. Giroux, like Giddens, embraced the duality of

structure and agency not in opposition to each other but as “forces, while somewhat
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distinct, affect each other” (Giroux, 1983; 61). In terms of schools, Giroux (1983; 62)
argued that:

...Schooling must be analysed as a societal process, one in which different
social groups both accept and reject the complex mediations of culture,
knowledge, and power that give form and meaning to the process of schooling.

McLaren (1991; 247), using Foucault’s (1972) concept of discursive fields, highlights the
need for teachers to make ethical choices in this milieu:

A critical pedagogy should speak against the notion that all cultural realities
need to follow one dominant narrative or that all diverse cultural realities need to
be given a voice, since it is obvious that many of these realities harbour racist,
classist, and sexist assumptions. The key here isn't to insist simply on cultural
diversity, transforming culture into a living museum of contemporary choices
(e.g. pluralism) but a critical diversity. A critical diversity means that choices
need to be seen as social practices which are themselves historically and
socially constructed and teachers need to distinguish cultural choices as
liberating or oppressive.

Discursive fields may contain social and political contradictions but identifying these
contradictions is another thing altogether. Some discourses have more power than others.
Institutions, for example, exert power through the “mobilisation of bias” (Giddens, 1984;
15). Given the power of this bias and coupled with Giddens’ concept of ontological security
and Gramsci’s (1971) concept of people having an inner wish to conform in order to be
part of a “mass”, it is understandable that identifying liberating and oppressive cultural
choices is not easy because the alternative ways of acting run contrary to people’s natural
inclinations. In other words, the practical consciousness is often what governs a teacher’s
life when only a discursive consciousness can penetrate the educational fug so that
teachers can make decisions on what constitutes oppression and liberation. An example of
these sorts of issues can be seen in the way the cultural and medical models of deafness

are intertwined in deaf education. This will be explored in more depth in the next section.
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For Giddens and Giroux, power is both a positive and a negative force. Domination is
never complete such that power is experienced exclusively as a negative force because
power is within all agents as well which can be expressed through forms of resistance
where people struggle and fight for a better world. The danger is in people, as agents,
participating in their own oppression through allowing power, expressed as technology and

ideology, to silence them by being internalised (Giroux, 1988).

| return to Willis’ (1977) study as an example of how the oppressed internalise and
participate in their own oppression. He studied the underachievement of twelve working
class boys in mid Britain. He used ethnographic methods to study the ‘lads’ motivation in
their secondary school and found that they were happy to settle for average grades and
“having a laff” (Willis, 1977; 14). They seemed content to reject school and then move into
manual work or lower level white-collar jobs. Their oppositional behaviour towards
education, the teachers and other students, however, meant that they actually enforced
the reproduction of capitalist social and economic structures on themselves. “The ‘lads’ are
condemned, both by the system and by their own chosen actions, to the labouring life”

(authors own use of italics, Gibson, 1986; 60).

For Giroux, oppositional behaviours are “produced amidst contradictory discourses and
values” (Giroux, 1983; 103). Resistance, however, although an oppositional behaviour in
itself, “has less to do with deviance, individual pathology, learned helplessness, and a
great deal to do with ...the logic of moral and political indignation” (Giroux, 1983; 107). The
key difference between oppositional behaviours and resistance according to Giroux (2001;
110), is that resistance has “emancipatory interests” and therefore any research on
resistance needs to link the behaviour with the “interest it embodies.” Giroux embraces
Freire’s (1970) injunction that teachers have a loyalty to marginalised communities and
that they should therefore develop a praxis that helps these communities understand and
resist oppression. They should, in the last analysis, foster social transformation.

Oppositional and resistant behaviours, however, are not the norm:

Compliance occurs in many circumstances because other types of behaviour
are inconceivable; routines are followed because they are taken for granted as
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the way to do things. Institutions are thus repositories of taken-for-granted
cognitive schemata that shape people’s understandings of the world they live in
and provide scripts to guide their action. (Meyer & Rowan, 2006; 16)

Giroux (2001) has suggested that the construct of resistance makes three assumptions
that help distinguish it from other oppositional behaviours. The first assumption is the
dialectical notion of human agency. Mirroring Giddens (1984), Giroux accepts that agents
are not simply passive in the face of domination but can express choice. Secondly is the
presumption that power is not unidirectional but is expressed as both domination and
resistance. Subordinates can enact in ways that are informed by a different logic or
perspective. Thirdly, embedded in acts of resistance, there “is an expressed hope, an
element of transcendence for radical transformation” (Giroux, 2001; 108). Resistance,
therefore, has emancipatory interests and is made in the hope of a transformation of

educational fortunes.

Hall (1973), writing specifically about viewers of television programmes, claimed that
viewers derive their own meaning from the content. Although encoding and decoding are
related, they are never identical and Hall (1973) proposed three ways in which viewers
derive meaning: dominant hegemonic; negotiated code; oppositional code. These
decoding strategies could be seen to be mirrored in the way teachers at the school reacted
to the tenets of oralism. They could conform to oralist practice, they could occasionally
engage in oppositional behaviours, moments of cultural and creative expression, or they
could exercise resistant behaviours with a view to the emancipation of students. Lacey
(1977) seems to be influenced by Hall’s categories and devised a set of social strategies
that explained how teachers react to the pressures of socialisation in education. They
could: show ‘Internalised adjustment’, where teachers comply and believe in the
constraints; show ‘Strategic compliance’, where they go along with the wishes of authority
but have reservations; exercise ‘Strategic redefinition’ by changing the constraints of their
situation through broadening the range of acceptable behaviours in the setting. | have

chosen to use Hall’s critique because it fits better with the categories of compliance and
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resistance shown in this case. Lacey’s strategies, for example, do not allow the same

flexibility for teachers moving between compliance and oppositional behaviours as Hall’s.

Scott’s (1990) work on public and private transcripts also has resonance in this study
because teachers inhabit both public and private spaces. Scott (1990) looked at power
relations in terms of both public and private transcripts. Public transcripts are those acts
and practices that are enacted in the open between the dominant and the oppressed.
Private transcripts, however have a “restricted ‘public’ that excludes — that is hidden from —
certain specified others” and that the frontier between these public and hidden transcripts
“is a zone of constant struggle between dominant and subordinate — not a solid wall”
(Scott, 1990; 14). Resistance then, is not a lone thread but is intertwined by periods of
submission, mirroring Hall’'s (1973) concept of negotiated code. Agents who resist are
aware that certain norms need to be accepted, especially in public, so that others may be
resisted, in private.

Resistance in education is a “complex phenomena” because of “the multiple
contradictions” that are found in schools (Moss & Osborn, 2010; 2). | am using the word
contradiction to mean both the “opposition of structural principles, such that each depends
upon the other and yet negates each other” (Giddens, 1984; 373) and “the fundamental
misalignment between the existing social arrangements and the interests and needs of
actors who constitute and inhabit those very arrangements” (Seo & Creed, 2002; 232). An
example of the first type of contradiction are the competing discourses of normalisation
and differentiation. Whereas normalisation focuses on standard attainment and statistical
trends and operation, differentiation is a philosophy which treats education as an individual
affair because “Students who are the same age differ in their readiness to learn, their
interests, their styles of learning, their experiences, and their life circumstances”
(Tomlinson, 2000; 6).

Giroux (2001; 166) has commented on how school organisations create a “cellular

structure that isolates most teachers and prevents them from working collectively.” The
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very organisation of school life, then, reduces the opportunities for collective resistance.
When teachers do get together, however, such as in staff rooms, the rituals and
experiences of staff rooms usually reinforce institutional norms. Staff rooms have been
seen as places which enhance teacher solidarity and the rituals of teaching (Woods, 1979)
and enforce strategic compliance (Cole, 1984) through the acceptance “of common sense
assumptions which answer the need to cope with the structural constraints of class-size,
syllabuses, examinations, timetables, resources etc.” (Cole, 1985; 101). According to Cole
(1984) staff rooms are the places where the socialising of teachers takes place, for the
“continual regrooving of established attitudes and cognitive outlooks” (Giddens, 1979;
128). Staff rooms reinforce an institutionalised consciousness (Woods, 1979) through
routinisation and the establishment of a practical consciousness with “a very low degree of

discursive consciousness” Cole (1984; 60).

Mardle and Walker (1980) have suggested that perhaps the structures of teaching ensure
that only the critically unreflexive enter into the profession. Schools, on the other hand,
have also been argued to discourage the discursive thinking of teachers and encourage
practical consciousness (Cole, 1984). A practical consciousness is important for teachers
because it reduces anxiety through “the continual ‘regrooving’ of the familiar in
circumstances of substantial ontological security” (Giddens, 1984; 104). For teachers, this
involves the routinised following of recipes and guidelines for being a successful teacher
(Cole, 1984), staffroom humour and solidarity that brings the esteem and security of
colleagues (Woods, 1979), and embeds routines that sustain teachers from day to day
(Cole, 1984). Cole (1984) goes further to suggest that if teachers consider themselves to
be happy, then they rarely have recourse for discursive functions. Questions that are
asked at the discursive level would include, “Do | believe in what I'm doing as a teacher?”
(Cole, 1984; 67) and it is at this level that contradictions and ambiguities of school life
would be revealed. Being able to identify contradictions seems to be a defining ability of
individuals using discursive consciousness as opposed to those who are almost

perpetually anchored in practical consciousness.
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Cole (1984; 60, 61) acknowledges that discursive consciousness is utilised by some
teachers. In his work with teachers in school staff rooms he made an attempt to break
down the concept of discursive consciousness into a number of component dimensions
that might be recognisable in transcript data. | have used these dimensions to help make

judgments about participant states of consciousness which | discuss further in chapter 3.

While staff rooms are places for the institutional socialisation of teachers, classrooms are
places where there is an increased opportunity for private resistance as part of a teacher’s
“‘underlife” (Goffman, 1961). If resistance is in a private space only, then publicly the
teachers need to be seen to conform to the principles of oralism and resistance is
camouflaged. Publicly staff are seen to support the oralist aims but in private, the teacher
has some autonomy to implement work they believe in. As De Certeau (1984; 25) has
argued, the worker’s own work has to be “disguised as work for his employer.” De Certeau
calls this type of work La perruque, meaning ‘the wig.” This type of work is concealed from
the employer and De Certeau provides examples: a secretary writing a love letter on
company time, or a worker using a factory lathe for making his own furniture. This work is
“free, creative, and precisely not directed towards profit” (Ibid.) but is the worker’s own
work and capability. For a teacher in the era of oralism, the teacher needed to be publicly
seen to be colluding with the principle but in the classroom they had spaces to do

otherwise.

2.12 Normalisation and Diversity
Normalisation and diversity are competing discourses in this research and it is important at
the outset to identify how | am choosing to interpret these concepts as they can both be

interpreted in a number of ways (Brah, 1996; Osburn & Caruso, 2011).

Simply stated, for this thesis, the concept of normalisation is concerned with bringing deaf
people into line with the idea of the ‘normal mode’. The word ‘normal’ first appeared in
1829 (Branson & Miller, 2002) and by the 1850s the concept of ‘abnormal’ was in use and

accompanied by the word ‘disabled’. As the deaf were adjudged to fall into both of these
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categories, attempts to normalise them were interpreted to mean bringing them into the
fold of hearing society through the use of speech (Branson & Miller, 2002; Kyle &
Ackerman, 1990; McDonnell, 2016; McQuigg, 2003; Silvers, 1998a, 1998b; Wallin 1994)
and through banning ‘abnormal’ sign language (Silvers 1998a, 1998b). Although from the
1830s onwards there was a large growth in residential deaf schools in Britain, an exclusive
environment for deaf children, normalisation meant concentrating on providing a “cure
rather than simply to confine” (Branson & Miller, 2002; 40) through the use of speech
training. In the confining and grouping, there was a “shift of priorities from personal to
social improvement, and the correlated elevation of the importance of collective over
idiosyncratic individualistic identities” (Silvers, 1998a; 112). In other words, difference
came to mean a collective commonality of experience over an individual experience (Brah,
1992) and it was this blanket theory of normalisation that encouraged oral education and
discouraged the use of sign as the modus operandi for almost one hundred years.
Normalisation was further supported in the 1950s onwards because of the growth of
assistive technological devices such as hearing aids and latterly cochlear implants (Power,
2005). This raises a further interesting issue in deaf education regarding not only
normalisation but also the medical and cultural models of deafness. When cochlear
implants are regarded as an essential part of normalisation, the medical model of
deafness, then the Deaf community view them as a threat but if sign language is not
denied to cochlear implant users, then cochlear implants are perceived to assist deaf
people with better access to the hearing world. In this way, the identities of deaf people as
Deaf people are not necessarily destroyed but the cultural model of deafness is enhanced
through choice (Power, 2005). Since the late nineteenth century science and technologies
have started to merge with social sciences to create a new social dimension. In this day of
cochlear implants, this reality is expressed with a definite blurring between the medical and
cultural models of deafness (Thoutenhoofd, 2007). Although once vilified by the Deaf
community as a tool of normalisation (Hyde & Power, 2006; Lee, C.; 2012), cochlear
implants are becoming more accepted as enhancing cultural choices in an increasingly
bilingual world (Mitchiner & Sass-Lehrer, 2011).

Normalisation was an influence in the 1944 Education Act and was strengthened in the

Warnock Report (1978) but this thrust of normalisation was to pave the way for the
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increasing inclusion of deaf children into their local mainstream schools. It was an attempt
to offer deaf children “more normal and humane experiences something that was being

denied them if they were segregated from mainstream society” (McDonnell, 2016; 779).

In the late 1960s and 1970s, another concept of normalisation was proffered to service
providers of those with disabilities which was largely a reaction to large institutions where
life for their inmates “was deprived and abnormal compared with the lives of ordinary
people” (Cocks, 2001; 12). This brand of normalisation tried to remove the stigma of
disability by emphasising cultural normativeness and creating opportunities for disabled
people to live their lives as closely as other citizens (Wolfensberger, 1970; 1983). It did not
talk about making people ‘normal’ and, perhaps due to this, this concept of normalisation

was later renamed social role valorisation (Cocks, 2001; Wolfensberger, 1983).

Normalisation was still confusing, however, because for some it was about integration,
acknowledging different characteristics yet making available opportunities afforded others.
For others, however, normalisation was about assimilation and the celebration of
sameness (Enerstvedt, 1995). In deaf education, the concept of normalisation was further
clouded in the 1980s by the Deaf community expressing its wishes that deaf children be
afforded access to sign language and Deaf culture so that normalisation was turned on its
head. Smith (1996) argued that, from a Deaf cultural perspective, deaf children should be
taught to value sign language, a unique difference in their lives and make the difference

normal.

Whereas normalisation focuses on standard attainment and statistical trends and
operation, diversity, an acknowledgement of difference, is a philosophy which treats
education as an individual affair because it recognises that all students differ in their
readiness to learn, styles of learning and interests (Tomlinson, 2000). Diversity, then, was
a growing awareness of wider social contexts as well as individual life experiences and

identity that impacted on access to learning (Knowles & Lander, 2011).
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Although the concept of diversity was enthroned in the Universal Declaration of Human
Rights (United Nations, 1948), its place in education only became prominent in the 1990s
and 2000s (Knowles & Lander, 2011). Despite this, there was a growing awareness of
diversity in schools during the period of this research, albeit with a low profile. The
Plowden Report (1967), for example, placed the child at the heart of education believing

that the teacher’s role was to guide and stimulate the children.

Normalisation and diversity, then, are two concepts that are somewhat at odds with each
other. While normalisation promotes sameness of life chances and opportunities, the
concept of diversity emphasises difference. This contradiction is what Giddens (1984; 373)
would call, an opposition of structural principles. In this era of globalisation, normalisation
and diversity are still two contradictory discourses deeply in opposition to each other as
“ordinary people are made as homogenous as possible to ensure that diversity and
difference do not interrupt the easy substitution of one worker for another, one consumer

for another, one commaodity for another” (Davies, 2006; xi).

Normalisation and differentiation, as competing discourses, constitute a misalignment in
existing social arrangements. This is an example of how disjunctions in policy can create
spaces that may be exploited by teachers with their own individualised responses. Itis in
these interstitial spaces that teachers have room for manoeuvre, to either comply or resist

existing practices.

| now move on to explain the methodology used in this research.
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Chapter 3 Methodology

3.1 Introduction

The initial focus of the research process was to understand the changes to the oral
method of teaching deaf children, from the perception of the teachers who taught in one
school when that change transpired in 1979. The original aim of the study was to
determine how the oral method was augmented after 1979 and how this changed the
methods for teaching deaf children at the school. Research questions for this aim were:
What fostered change to the oral method? What other methods became available in deaf
education at the end of the 1970s and how were they chosen? What was the impact of

these changes on staff, students and parents?

| have used Structuration Theory to provide the “sensitizing devices” (Giddens, 1984; 326)
through which to view those changes. Giddens (1991; 213) insisted that structuration
theory should also “be used in a selective way in thinking about research questions or
interpreting findings.” He argued that institutions continue or change over time because
structure, the rules and resources for social actions, and individual agency exist in a

recursive relationship:

...agency and structure are not two independently given sets of phenomena, a
dualism, but represent a duality. They are at the same time, the medium and
outcome of the practices and activities they recursively organise in the duality of
structure. (Busco, 2009; 250)

Intrinsic to structuration is the identifying of “social practices ordered across space and
time” (Giddens, 1984; 2) into which individual agency then plays a role to either “reproduce
or transform them, remaking what is already made in the continuity of praxis” (Giddens,
1984; 171). Agency, then, is the power that human actors have to reproduce the
‘structures’ or to operate, occasionally, independently of these constraints. This research
explores teacher agency through semi-structured interviews. Throughout the first set of

participant interviews, themes about culture were introduced by the staff as well as
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anecdotes about how difficult the oral methods were for some children and how some
staff, including themselves, had engaged in oppositional behaviours. These answers
prompted a further set of questions to the participants. Although the initial focus, then, was
on institutional change, the main focus of this research changed to investigate how
teachers responded to contradictions in their careers during the oral only method of deaf
education. The research questions, then changed to enquire: What were the contradictions
that teachers faced in their teaching lives? As a consequence of these contradictions, what
choices and barriers were the participants presented with? What choices did some
participants make as a result of identified contradictions and what were the

consequences?

The domination of structures is rarely complete leaving space and opportunity for
alternative practices and, therefore, institutional change. Giddens (1984; 374) called this
the “dialectic of control.” Less powerful actors can still exercise control over more powerful
actors through their choices and how they manage their own resources. Control, then, is a
two-way affair. The structure, with its rules and resources, exerts influence on agents.
Agents, because they have choice, both reproduce the rules and social norms in their

everyday actions but can still exercise intentionality:

...Structuration theory is based on the proposition that structure is always both
enabling and constraining, in virtue of the inherent relation between structure
and agency. (Giddens, 1984; 169)

The emphasis in Structuration Theory is on the “transformative capacity of human agency
that makes change possible” (den Hond et al., 2012; 239). In order to understand change,
then, a study of the structures, the rules and resources that are internalised by agents, and
how they historically developed became essential. In researching the local history of the
school, it became quickly apparent that the accounts of the participants differed from the
official histories of the school. It appeared that some events in the history of the school had
been suppressed and so the uncovering of these events became another aim of the
research with the following questions: What events have been suppressed? Why were

these events suppressed? What other perspectives exist of these events?
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| have not only looked at the local history of the school but have also looked at the broader
picture in Britain and sometimes the international picture. | have used both primary and
secondary historical sources as well as semi-structured interviews to explore the histories

of the structures that propped up the oral values and communication methods of the time.

Although the focus of the research was on teacher experiences, | did have some
opportunities to interview a selection of previous pupils through semi-structured interviews
in order to add breadth and more ‘colour’ to the narrative and to verify some teacher
perspectives. This chapter presents the sampling procedures and tools used to gather the
data and present a history of oral teaching in one school and teachers’ views of why
oralism was finally augmented with Signed English, Sign Supported English and Cued
Speech. It also outlines the basic tenets of structuration and the interlocking problems that
were addressed to highlight and analyse the school’s structures as well as agent choices

as a result of these structural features that revealed conformity or oppositional behaviours.

3.1.1 Ontology
| use Giddens’ (1984) ontological framework of the duality of structure and agency, that
social reality is governed by practices that are ordered across space and time and are the

result of the interaction between structures and agents in a recursive process.

3.1.2 Epistemology

Giddens paid relatively little heed to epistemological issues (Jones, 2016) in his
structuration theory. This research, therefore, uses a critical epistemological perspective in
which knowledge and critical analysis are intertwined (Harvey, 1990). Critical epistemology
goes beyond participants ascribing meaning to their actions, a social constructionist
exercise, where “our understanding of this world is inevitably a construction from our own
perspectives and standpoint” (Maxwell, 2012; 5), and endeavours to place participant
actions into contexts which are often unacknowledged (Easton, 2010). The participant
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views were the focus of this research but they were interpreted within the framework of
structural constraints that paved the way for the oral method as well as opportunities for

resistance that the participants were not necessarily able to see the full ramifications of.

Accepted social processes are not taken for granted and critical social research attempts
to dig beneath the surface to expose hidden structures of oppression. Critical research is
therefore, rooted in the emancipatory interests of minority groups, such as deaf students,

with the hope of transforming their educational experiences in a positive fashion.

Epistemological considerations, outside of the methodological critique of the research,
have also driven this research project. While the main focus has been on hearing
Teachers of the Deaf from forty years ago, the findings, in many ways, have centred on
their treatment of deaf students, not just as learners but as knowers, what was to be
known and in what form this knowledge was transmitted. Because of this view, some of
the participants were also previous students who all belonged to the Deaf community.
Getting their views was not just to explore deaf epistemologies or simply to get more
‘colour’ to the narrative but also to verify the truth of what the teachers were saying from

their perspective and to highlight epistemological differences between staff and students.

My own epistemological considerations were considered in Chapter 1.1.4, where | outline
my insights into deaf education as a Teacher of the Deaf and as a deafened person with
an experience of disability and therefore an epistemologically privileged position in the
research. Epistemological considerations, then, are more than the traditional assigning of
an epistemological stance of a paradigm but also include considerations of the researcher

and those being researched.

3.1.3 Methodology and Methods

Critical research does not have a circumscribed set of methods because the aim is to
provide knowledge about oppressive social structures and the actions of agents in this
social milieu (Harvey, 1990). The methodology of this research is a case study because of

its idiographic nature, that is, “the researcher is usually concerned to elucidate the unique
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features of the case” (Bryman, 2008; 54). The boundaries of the study were within one
school, therefore the focus was on “a detailed examination of one setting” (Wellington,
2000; 91). The collection of data from one place, however, does not necessarily lead to the
use of case study methodology (Bryman, 2008). In this case, the focus of analysis was on
the teacher’s perceptions of communication change and “Case studies ...are designed to
bring out details from the viewpoint of the participants by using multiple sources of data”
(Tellis, 1997; 1). The multiple sources being semi-structured interviews and historical
sources. The school itself, however, was also part of the unit of analysis because there
were many deaf schools at the time that resisted change and continued to use speaking
and listening as their only method of communication. The research, therefore, aimed to
uncover the “how’ and the ‘why’ of the process” (Thomas, 2011; 75), telling the story that
led to communication change, unique to the school, from the teacher perspective. The
case study methodology, then, was chosen because the research focused on a sample of
one school. It, therefore, had low representativeness but allowed me to explore the

phenomenon of change in depth and more comprehensively.

From an ontological position, the case study tries to tread a middle ground between
idiographic and nomothetic positions. Units of study should neither be completely unique

nor should they be ubiquitous as Gerring (2004; 351) has indicated:

If adjacent units are thought to be entirely noncomparable, the case study
method is impossible. The perfectly idiographic universe displays such
unigueness among units that absolutely nothing can be learned about one unit
by studying another. The notion of a “case study” is nonsensical. At the other
extreme, where all units of a given type are perfectly comparable, the case
study is equally nonsensical. Why focus on a single unit when other units will do
just as well? This is the nomothet’s way of looking at things.

This case study, while embracing an idiographic point of view in identifying issues
particular to the unit, or case, under study, also embraced a nomothetic view, in that the
teacher’s view of cultural clashes between hearing and deaf people may be similar to the
situation teachers find themselves in today. Their experiences could provide benefit for
present day staff in the school and in other bilingual deaf schools, nationally. “The case
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study thus occupies a tenuous ontological ground midway between idiographic and
nomothetic extremes” (Gerring, 2004; 352). By making proposals for change, this study
also avoids the notion “that the findings of research are one of many discourses”
(Andrews, 2012; 6). Critical research is not neutral and can generate debate which leads

to change.

The methods employed in this research include an analysis of historical documents and
semi-structured interviews, both qualitative approaches. A critical approach of reality
includes a “view that all knowledge, and therefore all meaningful reality as such, is
contingent upon human practices, being constructed in and out of interaction between
human beings and their world, and developed and transmitted within an essentially social
context” (Crotty, 1998:42). This research was constructed through the process of
interviewing and joint revisiting of data constructed with the participants through
negotiation. Documents, as well as interviews, were used to provide the social context.
“The qualitative data analysis process is a highly intuitive activity. As such, itis its
epistemological nature and assumptions that make qualitative data analysis a rich and
often intricate exercise” (Krauss, 2005; 764). Geertz (1973) calls this type of data ‘thick,’
which differs from a ‘thin’ description. A ‘thin’ description is a simple statement about what
happened whereas a ‘thick’ description reveals the meaning behind the action (Stephens,
2009). A ‘thick’ description also “...orients to the purportedly deeper and more authentic
value of the subject’s feelings. It emphasises sentiment and emotion, the ostensible core
of human experience” (Holstein & Gubrium, 1997; 118). These constructions, however,
were also reviewed critically to discover the power relations behind the events and

experiences.

3.1.4 Case study

A case study, essentially, “investigates a contemporary phenomenon within its real-life
context and addresses a situation in which the boundaries between phenomenon and
context are not clearly evident” (Yin, 1993; 59). A strength of a case study approach lies in
the fact that design and data collection can be tailored to answer the research question

(Baxter & Jack, 2008). This, however, can also be its weakness, because a loose design
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can lead to poor research (Meyer, 2001; Cohen et al.; 2007). In order to provide a reliable
design, | have followed Thomas’ (2011) typology for case studies. He proposed four

categories for categorising the focus of a study: subject, purpose, approach and process.

3.1.4.1 Case Study Subject

By case study subject, Thomas (2011; 76) argued that the focus of a study starts with the
guestion of whether the researcher is familiar with the case or not. If the case study is in
the workplace of researchers who “know and can ‘read’ the people who inhabit the arena”
then this is what he calls a local knowledge case. In this study, the subject is a local
knowledge case as | have a good understanding of the institution, having been employed
there on two separate occasions as a Teacher of the Deaf. | have an in-depth knowledge,
then, of the needs of deaf children and their education as well as the stresses and strains
on Teachers of the Deaf. | also knew all of the participants personally and had been
colleagues with most of them. Clearly my experiences sensitised me to some of the issues
in the research, for example resistance. | have tried, however, to be open to what the
participants told me and have represented their words accurately. | am aware, however,
that | myself am part of this data in my selection of what | consider significant in the coding

processes.

3.1.4.2 Case Study Purpose

According to Zucker (2009), the purpose of a case study is its object, which will inform the
remainder of the case study design. The purpose of a case study is usually either
evaluative or exploratory (Thomas, 2011). The purpose of this study is both exploratory
and explanatory as it seeks to both explore and explain how and why oralism remained as
powerful as it did in the school for so long, how and why change eventually transpired and
how teachers reacted to this situation in terms of conforming or opposing. This was
achieved by using structuration theory as a lens to analyse teacher agency in conjunction

with the structural properties of the institution.
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3.1.4.3 Case Study Approach

As the purpose of the case study is exploratory and explanatory, the approach required to
create the products of the case can now be considered. A particular strength of a case
study is that theory or conceptual categories can be introduced from the start, whereas, for
example, in grounded theory and ethnography, perspectives emerge from the data. A
benefit of being able to start with a pre-understanding of the phenomenon at hand is that it
will speed up data collection as research starts with some basic understandings (Meyer,
2001). In this instance, there was already a body of work around oral education from a
national, international and even a local perspective from which to guide the school’s case
study with the original aim to uncover reasons for institutional change. One of the theories
to test was that poor literacy outcomes of deaf children eventually paved the way for the
introduction of sign language usage and the use of Cued Speech. As the research
progressed, however, the use of grounded theory became increasingly important as this
allowed me to change aims to look at oppositional behaviours and resistance to the oral
method as this data emerged from the interviews. It also allowed the creation of an aim
focused on rewriting the history of the school as the data from the official school history did

not match what the participants were telling me.

Secondly, the case sought to build a theory of why oral education began to be eroded at
this time, as the national picture was not found to fit this case and another theory has been
put forward. This case study, then, although it began with a deductive focus, evolved into
an inductive exercise as theory emerged from the data. The data from the initial teacher
interviews proposed a different theory for understanding the changes to oralism as well as
raising a set of issues around culture that led to the creation of another set of interviews
which resulted in another set of themes, most notably conformity and oppositional
behaviours. These behaviours will be discussed in more detail in Chapter 7 and a model

has been proposed in Chapter 8.

Thirdly, this case study was also interpretive as it sought to understand the perspectives of
the teachers from the 1940s until the 1980s towards deafness and deaf education. For

example, the competing doctrines of integration and diversity had the capacity for teachers
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to develop quite polarised beliefs about their educational goals. This brought into relief the
object of deaf education, whether it was to prepare deaf students to be integrated into the
hearing world, able to speak, or to prepare them to embrace the Deaf world where they
could enjoy meaningful social relations and develop as proud Deaf individuals or even a

mixture of the two.

3.1.4.4 Case Study Process

Thomas (2011) has indicated that the process of a case study summarises the essence of
how it is conducted. For this case study, the process was retrospective, seeking to collect
data on communication policy change from 1979 into the early 1980s. However, in order to
put this time period into perspective, the context of the situation needed an historical
explanation. In order to investigate an event in time the study used documents and
interviews with teachers who had experienced, first-hand, the changes and their effects on
the school. Documents were also used to compare the journey of the school with other

schools, both nationally and internationally.

The use of both documents and interviews allowed for the triangulation of the data,
enhancing confidence in the findings by crosschecking various perspectives (Wolcott,
1988) validating the claims of the data (Bryman, 2008; Cohen et al. 2007; Flick, 2006) as
well as the quality of the research findings (Seale, 1999). Triangulation provides a more
complete picture as there is an assumption that by using several data sources from
different methods, one can neutralise bias inherent in one particular data source or method
(Jick, 1979). As Trahar (2009) has pointed out, for example, interviews are notoriously
difficult, on their own, to make reliable judgments about because memory is always
selective and plays tricks on us. Megill (2004; 98) also argued that “memory needs to be
confirmed by material traces before they can be history.” For Denzin (1970), however,
triangulation was not just constrained to methodological triangulation as he also
encouraged data triangulation, involving time, space or person and investigator
triangulation (In Wellington, 2000). Whereas methodological triangulation refers to using
mixed methods (such as interviews and documents) the research also involved

triangulation of time as it explored a diachronic dimension of oralism. The research also
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used observer triangulation. Although the data from the interviews was collected by me, a
colleague reviewed the data collected, the coding and also reviewed the interpretation and
weight of data used in the analysis. The following table (Table 3.2) shows the sources of
data:

Table 3.2 Sources of data

Type of Data Number Comments

Interviews with ex-teaching staff | 11 Covering education from
the 1940s until the early

1980s. Interviewed from

2011 till 2014.
Interviews with former pupils 8 Interviewed in 2013
Memoirs of an ex teacher 1 1944 — 1975
Signs of the Times — 1 hour DVD | 28 former pupils Former pupils’ living

histories from the 1940s to
the 1970s. They discuss
four topics: Language,
Employment, Education &
Community and
Relationships with Hearing

People.

British Association of the Teacher | Usually 5 per year 1903 — present

of the Deaf Journals .
The journal focuses on

British issues of deaf

education

Conference of Headmaster of Held every two or 1841 — 1934
Institutions for the Education of three years
the Deaf and Dumb
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The conferences focus on
British issues of deaf

education

Conference of the Governing
Bodies of Institutions for the
Education of the Deaf and Dumb

Intermittent

1841 - 1934

The conferences focus on
British issues of deaf

education

School Annual Reports

Annually

From 1827 — 2007

The reports are an
opportunity for the
headmaster and chair of
governors to share
information about the
school with stake holders
such as parents, local

authorities etc.

School official Histories

2

1926, 1976

General published works on
deafness

Unknown

Available from general
libraries but good libraries
are the Universities of
Leeds and Central

Lancashire

Data collection procedures were guided by the research aims and questions and the

choice of design. The case study approach combines data collection methods such as

archives, interviews, questionnaires, and observations (Yin, 2018). The primary sources in

this study were the interview and historical documents. The main participants were

teachers who had taught in the school during the changes that occurred in 1979. The

Annual Report for 1979/80 recorded twenty-four teachers at the school in March 1980. Of
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these, four were dead, three had moved away with no known addresses and three were
critically ill. Of the remaining fourteen, eleven were successfully contacted for interview.
Two other teachers, who started at the school in the early 1980s, were also involved in the
interviews as change, although begun in 1979, took many years to take effect. The
memoirs of another teacher, who taught at the school from the 1940s till 1975, were used
as it added to the understanding of the context of the study. In this regard the original
sample was a census study but was manageable because of the small numbers involved.
Semi-structured interviews were conducted with teachers who had witnessed, first-hand,
the changes from oralism in the 1970s and 80s. To put these interviews into the context of
the national picture | also explored the journals of the National College of Teachers of the
Deaf as well as more general publications on histories of the education of the deaf for

another view of the national as well as international picture.

The objective of the analysis was to highlight the impact and power of oralism on the
school, from the school’s inception in 1826 until the early 1980s. Although | have focused
on the teachers’ view, | have also included data from previous students in order to ‘paint a
broader picture’ of this history. Woven into this narrative, however, are national and local
historical documents that may or may not have been consistent with the teachers’

perspective but provided a form of triangulation.

3.1.5 Documents

Although the word ‘document’ is often seen as being synonymous with text, documents
can be a wide range of artefacts such as, “Architectural drawings, books, paintings, x-ray
images, film, World Wide Web pages, CD-ROM discs, bus tickets, shopping lists,

tapestries and sequences of DNA... depending on the use...” (Prior, 2011; 94).

Documents, then, can be thought of as being “...a durable repository for textual, visual and
audio representations that may be retained and used in different times and spaces...”
(Lee, B., 2012; 391). In this study, | have not limited the interpretation of ‘documents’ to

mean only books or journals but have also included the use of DVDs.
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The focus on the use of documents in this research has been to investigate the history of
oral education in the school through a process of critical enquiry which aimed to produce
an accurate description and interpretation of those events using primary sources wherever
possible (Wiersma, 1986). Primary historical documents in this research consisted of the
Teacher of the Deaf Journals, Conferences of Headmasters and Governing Bodies of
institutions, Annual Reports, the school’s histories (where the writer covered the history
they had experienced), the memoirs of a teacher who wrote about her life as a teacher
from 1944 to 1975 and a DVD capturing signed experiences of previous pupils at the
school. This case study also counterpoints the primary data with secondary historical
documents which describe the ‘official’ narrative. Secondary documents included histories
of deaf education and the school’s histories, where the author was recounting history

outside of their immediate experience.

Scott (1990) has suggested four criteria for assessing the quality of documents:

1. Authenticity

2. Credibility

3. Representativeness
4

. Meaning

Firstly, authenticity refers to authorship, whether the author can be identified and verified
and whether the author was a primary or secondary source. Secondly, credibility is
concerned with accuracy, whether a document is free from error and distortion. Thirdly,
representativeness relates to whether the documents are typical, however, “it can also be
a good starting point if you know a specific document is untypical and to ask yourself what
that means for your research question” (Flick, 2006; 248). This research utilised
documents that both corroborated the national view of oralism but also highlighted
‘untypical’ arguments for the use of other communication methods and they are presented

side by side. Fourthly, meaning is concerned with the intentions of the author as well as
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the meaning attributed to the text by the reader. An example of this is the sesquicentennial
history of the school. In this document Olding (1976) did not mention that any sign
language had been used in the history of the school. He also highlighted the benefits of
oral practice throughout the one hundred and fifty years of the school’s existence. At the
first reading, one may consider that other forms of knowledge, such as the successes of
sign language, both previous to the school’s adoption of pure oralist techniques in the
1890s and even during his Headship, as Kincheloe (2004a; 7) described, “were relegated
to the junk heap of history.” Hammersley and Atkinson (1995; 168), however, in their

treatise on documents, warn:

The argument is that rather than being viewed as more or less biased sources
of data, official documents and enumerations should be treated as social
products: they must be examined not relied on uncritically as a research
resource.

Documents as social products, with cultural values attached to them (Atkinson & Coffey,
2011), must be analysed to determine what meaning the author wishes to convey to the
readers, not simply determining if they are perceived to be choosing what pieces of history
they depict and what they discard. Teachers from the time have suggested that Olding
wanted the school to be seen as progressive, it was a new building with all the modern
state of the art acoustic arrangements with loop systems and other innovations to support
the oral approach to teaching and, therefore, would have wanted to emphasise the

success of oralism over all others.

Part of this thesis, then, is to highlight power relationships in the history of the school and
validate other knowledges. As “...we tend to see phenomena as those with the most
power to shape our consciousness want us to” (Kincheloe, 2004a; 7) the focus is on the
unrecorded views of the teaching staff, giving a voice to the “excluded” (Kincheloe, 2004b;

48) rather than those of the leadership of the school.?

3 At the time of this research, all the leadership team had died.
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There is clearly a need, then, to identify “who has produced the document and for what
purpose” Flick (2006; 250) as well as the type of access to the documents (Scott, 1990).
These considerations have been drawn together in the next table:
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Table 3.3. Documents: Purpose and Access.

Document

Produced by:

Purpose:

Access:

Memaoirs of an ex

teacher

A teacher

Personal
experiences of
teaching life at the
school

Author has a
personal copy

Signs of the Times

Exeter Royal

Produce a visual

Open access

_ 1 hour DVD Acader_ny for Deaf hlstc_)ry of former (ERADE website)
Education pupils
Journal and National College To represent the Open published

Magazine of the
Teachers of the
Deaf

for Teachers of the
Deaf (1903 — 1976)
British Association
of Teachers of the

interests of
Teachers of the
Deaf

Deaf (1977 -
Present)
Conference of Conference Minutes of the Open archival
Headmaster of secretary meetings (ngon records
office)
Institutions for the
Education of the
Deaf and Dumb
Conference of the | Conference Minutes of the Open archival
secretary meetings (Devon records

Governing Bodies
of Institutions for
the Education of

the Deaf and Dumb

office)

School Annual
Reports

Chair of governors
and Headmaster

Report to parents
and other
stakeholders

Open archival
(Devon records
office)

School official

1926 - Woodbridge

Open archival

. 1976 — Olding (Devon records
Histories )
office)
General published | Various Information to Open published

works on deafness

general readers on
deaf education
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Who the documents were produced by is important, for example, the initial College for
Teachers of the Deaf, which produced the journal for Teachers of the Deaf, was first
conceived in 1885 as an association concerned for teaching Teachers of the Deaf the oral
method of educating deaf children. When the first journal was published, in 1903, the first
editor of the journal was Susanna Hull, known to be an ardent oralist and continued the
aims of the profession in promoting oralism (Branson and Miller, 2002). The main
influences on the teaching of Teachers of the Deaf, up to the 1950s, was the College and
the Department at the University of Manchester (now known as the Centre for Human
Communication and Deafness) (Chippendale, 2001). The sole focus of this Department
was on the oral teaching of deaf children, which has been well established (Markides,
1983). It should come as no surprise, then, to see the journal, especially between 1903
and 1950, promoting the doctrines of oral education whereas, from the 1950s onwards,

there was a gradual acquisition of a more pluralistic approach to deaf education.

The purpose of the documents used in the research is important to establish, as what is
written and how it is written has implications for understanding the meaning of it. In chapter
6, for example, | use the school’s Annual Report to highlight the way it presented the
school’s communication policy to parents. One of the purposes of the Annual Report was
to keep parents up to date with what was happening in the school. Parents were a huge
influence on the direction and policy of the school because they were the ones, ultimately,
who had their children placed at the school. The school was non-maintained and although
the Local Authorities paid the pupil fees, they were not necessarily the ones who
recommended the school as the appropriate place for those children in the first place.
Parental choice and decision making had a large influence on the numbers of children who
attended the school. Parents, generally, wanted their children to be normalised (Ladd,
2003), to speak and make the most of their residual hearing. The Annual Report, then, had
a function to persuade parents that their child’s placement was still appropriate. During the
1980s, the reports were a few years out of step with what was actually happening in
school and when change was mentioned, the reports were careful to promote parental
involvement in that change, show how the school’s leadership was carefully orchestrating

this change and above all promote oralism as the ultimate policy.
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Some of the documents used in this research are unpublished, for example, the Annual
Reports and the school histories but copies have been deposited by the school in the
Devon Records Office and can be accessed there. The memoirs of the teacher were

placed in the school’'s teacher resources and can be accessed there.

In writing up the history of the school, the data was organised sequentially by date, up until
the 1940s and, after that, was organised both sequentially and in themes. Critiques of the
documents were made as they arose. These critiqgues highlighted different viewpoints, for
example showing that although oralism dominated the education of the deaf for a large

period of time, it did not go unchallenged.

Documents, on their own, however, are unlikely to identify a changing institution because
they “rarely contain the detailed data necessary for documenting the link between
everyday acts and the creation of an institution" (Barley & Tolbert, 1997; 90). This is
another reason for combining historical data with interviews, as they would capture more

detail in agent’s actions, including the intent behind them.

3.1.6 Interviews

An interview “is a process of directing a conversation so as to collect information”
(Angrosino, 2007). As case studies try to “...portray ‘what it is like’ to be in a particular
situation, to catch the close up reality and ‘thick description’ (Geertz, 1973) of participants’
lived experiences of, thoughts about and feelings for a situation” (Cohen et al., 2007; 254)

the interview has been central to this research.

Methodologically, ‘thick’ descriptions come from the concept of the hermeneutic circle.
From superficial observations, the researcher deciphers the hidden meaning in the
apparent meaning. As the research progresses, different levels of meaning unfold, like a

circle as the researcher constantly reviews anticipated explanations of the parts and the
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whole together (Myers, 1997). Meaning, however, “requires critical reflection on how the
research materials were socially constructed through the interaction between the

researchers and the participants” (Klein & Myers, 1999; 72).

The concept of the hermeneutic circle, the need for constant interaction between
researcher and participants, is also linked to the concept of communicative validity. Flick
(2007; 18), in her arguments for reformulating traditional quantitative criteria to match the

needs of qualitative research, said,

Validity is reformulated into communicative validity and pragmatic validity. Valid
then no longer means to define an abstract criterion and to match results and
procedures with it, but is turned into a reflection at several levels, while valid is
what finds the consensus of members and what works in the field.

Meyer (2001) suggested a number of ways to strengthen the validity of interviews,
including an increase in data collections with the intentions of improving the depth of the
study and developing a pluralist perspective. Flick’'s (2007) concept of communicative
validation encourages at least a second meeting with the interviewee to review a
transcription of the first interview, trying to find consensus. The interviewee then has the
opportunity to review their statements to ensure that they reflected not only what was said
but also their intentions. The aim of this study was to interview each participant on at least
two occasions to increase the depth of the interviews by reviewing the first interview,
asking further questions, and then validating the interview by agreeing that their intentions
were accurately reflected in print. Two of the participants, due to health, were unable to
allow a follow up visit but | was able to use email to follow up with one. The pluralistic
perspective was encouraged by using semi-structured interviews so that participants could
introduce their own views. The interviews that | conducted were recorded by note taking. |
thought, initially, that this would slow down the process of the interview, maybe making it
more of a stilted experience but what actually happened was that | was able to use this
experience to the benefit of the research. As the participants knew | was deaf and that |
would not have access to recorded data, | was actually able to review their statements as

we went along, a reflexive process in itself. This gave me more time to identify other
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interesting avenues of enquiry to follow. For example, Peter Taylor responded to the first
guestion | asked him about methods of communication he had used, by responding:

When we started here in 1959 pure oralism reigned. Children were positively
discouraged from signing, even punished. After a relatively short time it was
obvious that a significant portion of the deaf children were lagging behind and
dependent on the partials for help. (Peter)

| was then able to follow up that response by asking, “How did the partially deaf help the
profoundly deaf understand what was happening in the classroom if they were not allowed
to sign?” He was able to respond by explaining how some children helped others in the
class room by signing when staff were not looking. He also discussed a colleague of his, in
the 1950s, who used sign language in the classroom with a class of boys with additional
special needs. Later in the conversation he also divulged that some staff actually used
student “interpreters” in the classroom to help with the flow of information between staff
and students who found listening and lip reading very difficult. In this way, information
about oppositional behaviours and resistance to oralism started to surface as a result of

this co-construction of knowledge.

This was ultimately, theory constructing research. At the start of the interviewing process,
my research questions centred on institutional change and I did not realise the significance
of what Peter and others were telling me when they mentioned oppositional behaviours to
oralism, although we did discuss the issues. This was second generation grounded theory
because new questions were formulated as the research evolved (Corbin, 2009). It also
used a variety of data sources, for example | also used historical records to corroborate or
establish a point of view. In other words, grounded theory places actions within the larger
historical or social context (Corbin, 2009). Grounded theory emphasises giving a voice to
the participants and allowing the strategic direction of the research to change, as this
research has, notably from the initial research on institutional change with the introduction
of Cued Speech and Sign Supported English to building theories on teacher oppositional

behaviours and resistance.
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A criticism sometimes weighed against case studies is the issue of generalisability of its
findings (Cohen et al., 2007; Wellington, 2000). Bryman (2008), however, argues that
because the purpose of a case study is not to generalise beyond the case itself, then
external validity is beyond the purpose of a case study in the first place.

In this study, the main interviewees where teachers who had taught in the school during
the late 1970s and early 1980s. Other interviewees, however, included previous pupils
who were interviewed to add more detail to the picture of deaf education being created,
especially the use of signing in the school by themselves and teachers. Each teacher was
asked a specific set of questions in what can be said to be a semi-structured interview.
Before the interview, when a convenient date for the interview was agreed on, the
participants were given a list of themes covered in the interview. Each interview lasted
between an hour and two hours. Although there were several themes that were explored,
for example participant views on communication methods and literacy, the interviews were
semi-structured, allowing participants to talk about and introduce their own themes. As
Flick (2006; 155) has pointed out, the participants “have a complex stock of knowledge
about the topic under study” and asking open ended questions allows them to articulate
this knowledge. In this way, the process of data collection has been both deductive and
inductive: the study was initially driven by asking questions about what had already been
suggested within the domain of oralism but, because of the open questions used, data
emerged that could not have been predicted by the original theories and have been used
to reformulate the original domain (Bryman, 2008). For example, some authors have
posited the theory that the poor literacy abilities of deaf students, highlighted in Conrad’s
(1979) book The Deaf School Child, prompted communication changes in many deaf
schools (Densham, 1995; Gregory & Hartley, 1991; Gregory, 1996; Jackson, 1990; Ladd,
2003; Lewis, 2016). With the aim to encourage responses to this issue, participants were
asked: “Looking back over your career, what have been the major changes in deaf
education and how do you feel about those changes?” This allowed participants to use
literacy as a critical influence for change but, as this was not explicit, the interviewees were
able to introduce their own themes and none of the responses reinforced the view that
poor literacy was the critical influence. In fact, they introduced themes such as conformity

and opposition.
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As the first set of interviews unfolded, there was mention, by quite a few teachers, of the
differences in cultures between the hearing staff, as all teaching staff were hearing, and
the deaf pupils. As a consequence of this, another set of questions was drafted that
explored participant views on Deaf and hearing culture. As the story of the history of oral
education in the school unfolded, in order to add more breadth and colour to the data,
some stories and views from the students from the post Second World War era were
introduced. A DVD, Signs of the Times (ERADE, 2011), produced by the school, exploring
the school lives and memories of twenty-eight former pupils between the period of 1945 to
the 1990s was used for much of this information. In addition to this | also interviewed,
individually and in small groups, some former pupils who were members of the committee

of the Exeter Deaf Old Pupils Association.

There was a focus on the interviewer and interviewee co-creating the findings of the
inquiry (McNabb, 2002; Krauss, 2005). As a Teacher of the Deaf who had been either a
colleague or known to the participants, | was an informed insider on many issues that
related to the lives of the teachers as well as deaf education and would not be regarded as
an “incompetent interlocutor” (Flick, 2006; 165). As the participants could be regarded as
experts in their field, questions needed to be focused not only on open ended questions,
but also theory-driven, hypothesis directed questions (Flick, 2006). For example, in the
second set of interviews, aimed at exploring rifts in possible cultural differences between
the hearing teachers and their deaf students, participants were read the following passage,
by Henry Wolcott (1994; 270), who had written of his experiences as a white American
teaching Canadian First Nation children, was read to the teachers who were being

interviewed:

In a setting in which critical differences between a teacher and his pupils are
rooted in antagonisms of cultural rather than classroom origins, | believe that
the teacher might succeed in coping more effectively with conflict and in
capitalizing on his instructional efforts if he were to recognize and to analyse his
ascribed role as “enemy” rather than attempts to ignore or deny it. To those
educators who insist that a teacher must always present a facade of cheery
optimism in the classroom, the notion of the teacher as an enemy may seem
unacceptable, overly negative, perhaps even dangerous. One might question,
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however, whether cheery optimism and a determination to accomplish “good”
inevitably serve the best interests of culturally different pupils...

Teachers were then asked: Did you ever feel that you were an “enemy” to the students in
any way because of culture differences? If so, how? Because the participants were
experts in their field, they were more than capable of reflecting on theory driven and
confrontational questions. During the second interview, where participants were initially
asked to review the statements that they had made in the first interview, they were also
asked to reflect on their statements “in the light of competing alternatives” (Flick, 2006;
157). For example, participants were asked if they agreed with the theory that change to
the way deaf children were taught was as a direct result of research on poor literacy
attainment. This was also part of the validation process, to be challenged on what they had

said and to be given the opportunity to reflect on alternative theories.

The semi-structured interview, however, is difficult to replicate so although it may have
high validity, "an account is valid or true if it represents accurately those features of the
phenomena, that it is intended to describe, explain or theorise" (Hammersley, 1987; 69), it
may not have high reliability, the ability to replicate findings. When the interview becomes

more unstructured and dynamic, however,

One cannot simply expect answers on one occasion to replicate those on
another because they emerge from different circumstances of production.
Similarly, the validity of answers derives not from their correspondence to
meanings held within the respondent, but from their ability to convey situated
experiential realities in terms that are locally comprehensible. (Holstein &
Gubrium, 1997; 117)

Semi-structured interviews start with general preformed questions, but then explore
respondent responses with the intent of deriving at a greater depth on the topic. The
positive side to interviews is their flexibility, deriving highly detailed data in a naturalistic
way with high validity and without ‘pigeon-holing’ (Bryman, 2008). Issues with reliability
were reduced by having participants review their statements and having a colleague
review the coding (Flick, 2006).
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The next tables give more information about the data collection with the participants:

Table 3.4. Data collection with teachers.

Teacher How contact | Number of Dates of
(Pseudonym) was made contacts employment
in school

Peter Taylor Interview 3 1950s — 1980s
Email 4

Trish Interview 2 1950s — 1990s

Nigel Munn Interview 2 1950s — 1980s

Faye Interview 2 1970s — 2010s
Email 3

Mark Interview 2 1970s — 2010s

Alice Interview 2 1970s — 1980s

Sophie Interview 1 1970s — 1990s
Email 3

Marie Interview 1 1970s — 2000s

Esther Interview 2 1980s — 1990s

Rae Interview 2 1970s — 1990s

May Interview 2 1980s — 2000s
Email 3

Joan Memoirs n/a 1940s — 1970s

Fran Conversations | 2 1940s - 1970s
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Table 3.5. Data collection with ex-students.

Student How contact Number of Dates of
was made contacts school

(Pseudonym)

attendance
Denise Interview 2 1973 — 1982
Derek Interview 2 1947 — 1956
Jonathan Interview 1 1957 — 1964
Colin Interview 1 1968 — 1979
Sandra Interview 1 1959 — 1973
Paul Interview 1 1960 — 1973
Tracey Interview 1 1958 — 1970
Daffyd Interview 1 1942 — 1953

As many of the teachers interviewed were in their 70s and 80s, sensitivity was needed in
terms of the number of contacts as some of the teachers, or their spouses, were critically
ill. Fortunately contact could be made by email if face-to-face contact proved difficult. Only
one teacher was not seen face to face for the initial interview, however, and an ‘interview’
was conducted through email. Email was also used with some participants to review their
contributions, to show them how their interview was woven into the broader narrative and
to ask for further comments. Before the interview, the participants were given a list of
themes that the interview would explore with them (see appendix 2). The first interview
was then centred on eleven questions that concentrated on changes in communication

methods and literacy with deaf students (see appendix 3).

3.1.7 Analysing Data
The interviews were recorded by written notes, rather than the use of a camera or tape

recorder. The initial reason for this was that, being deaf, | would not be able to access the

93



recordings myself but would have to rely on a hearing person to transcribe. The use of
notetaking, however, meant that the interviews were more informal and they also provided
an opportunity to revisit and go through the data with the participants to revisit themes and
ensure correct interpretations as the interviews went along. In this sense, there was

genuine feeling of reflexive analysis and recursion in the participant homes.

There are two forms of data analysis from interviews: descriptive and theoretical.
Descriptive analysis involves identifying themes from the data and theoretical analysis
involves explaining the patterns in the data (Angrosino, 2007; Burnard et al., 2008). There
were three steps taken in the descriptive analysis of the data: the first step was to read
and review the transcripts; the second step being to label words, sentences or phrases;

the third step was to bring together the coding into themes.

The first step, then, is line by line coding to identify what Strauss and Corbin (1998) refer
to as ‘phenomena’. For example, the first question put to the participants asked, “What
have been the major changes in deaf education?” The participant responses were
identified and colour coded, constituting seven phenomena: Oralism was not working for
all the children; The introduction of signing was beneficial for some children; The
introduction of Cued Speech was a benefit for some children; Inclusive practice impacted
on the numbers of deaf children at the school; Linguistic research changed the
implementation of oralism as well as the perception of signing; The impact of advanced
hearing technologies was positive for oralism; That deaf children lived in a milieu of
multiple and competing cultural dimensions. Once the interviews were completed and
coded, then a colleague read through the interviews and coding to ensure that there was a
general agreement with the phenomena identified. This not only helped with establishing
reliability of the coding but also helped with issues of researcher bias because, as Geertz
(1973; 9) has rightly pointed out, it is the researcher who sorts “out the structures of

signification...and [determines] their social ground and import.”
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The impact of coding the responses and organising them into phenomena and themes
was that there were unexpected cultural dimensions that arose from the data which
prompted me to create a further set of questions on these themes (see appendix 4). This
was the inductive part of the research, where a new set of questions with a different focus
helped create theory from this new data. This new data, for example, brought to light more
oppositional behaviours and resistance to the oral method which has been theorised more

fully in Chapter 8.

Initially, the coding was focused on the responses of the participants to the questions that
they were asked around institutional change and did not include the fabulous wealth of
history that they introduced as well as the instances of oppositional behaviours. Grounded
theory, however, emphasises the need to interact with the research setting, the data,
colleagues and myself (Charmaz, 2008). Thus, the growing importance of the context in
which the participants found themselves, that is the domination of oralism, my flexibility in
allowing multiple realities to be expressed and my own experience of resistance in deaf
education helped me identify, from the data, elements of their accounts which showed the
influence of the bias towards the oral method as well as oppositional behaviours that
crucially becoming the dominant focus of the research. This prompted more discussions
with the individuals who had revealed these oppositional behaviours to get more
information about the pedagogies that they had employed in the school. From these
interviews, data coding tried to answer three questions that get to the heart of agency: 1.
How do social structures shape practice? 2. How does the practice shape social
structures? 3. What motivated action? (Downey, 2005; Ortner, 1984). The answers to
these questions helped identify how and why the institute changed in 1979, how the
participants were constrained by social structures and what the motivating forces were
which allowed the participants to think more deeply about their practice and either continue

with the oral method or make some changes.

The data that did not make it into the thesis tended to be information about the positioning
of the particular participant, information that had already been given by others, or personal

whimsies and reflections, usually about students and how they had kept in touch etc.
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Later in the analysis of data | also used Cole’s (1984) categories for identifying whether
teachers used their discursive consciousness or not in our discussions (see appendix 5).
Cole asked a series of questions which could be used to identify if the participants were
analytical in the interview rather than just being descriptive and whether the answers were
extended and introduced abstract concepts and scepticism. The analysis of the transcripts,
then, reflected these categories and helped make judgements about whether the answers
from the participants were based on a practical consciousness or a discursive

consciousness.

In the interviews with the teacher participants, it was apparent that some of them did not
engage in anything other than a purely descriptive view of events and did not try to explain
why events had happened only that they did. Some did dip into discursive functions but at
a shallow level and a few did show evidence of a discursive consciousness but even then,
some were analytical and gave explanations but did not discuss ambiguity and scepticism
or introduce abstract concepts. Analysing transcripts for definitive evidence of discursive
consciousness is, therefore, difficult because despite categories it is still subjective. For
example, some participants mentioned Deaf culture as if it was something that they knew
of rather than something they knew about. | made a decision to discount the introduction of
an abstract concept, then, if they just mentioned it rather than discussed and explained its

meaning.

The organisation of this thesis has, in part, been organised around some of the important
themes raised by the participants and partly to do with advice from a document. For
example, Chapter 5 has themes to do with professionalism, normalisation, integration and
technology which were themes raised by McLoughlin (1987) in her book on the education
of the deaf. However, the themes of oralism not working for some students, issues with
culture, the ideology of common sense and ultimately a discussion on agency, opposition

and resistance were all themes raised by the participants.
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In the analysis, | have chosen to focus on Gidden’s (1984) concept of the dialectic of
control as the incongruencies in teacher lives was an important element in teacher agency.
From the interviews with participants, three elements surfaced that contributed to teachers
thinking about their roles as teachers and about how they would conduct themselves in the
school: that oralism did not work with all deaf students when staff were led to believe that it
would; the contradictions that arose in using a medical or cultural lens to view deafness;
the contradictions exposed by the concepts of normalisation and diversity. As a result of
these contradictions in the teachers’ daily lives, three showed a degree of resistance which
| explore in a cross-case analysis. | then link agency with types of consciousness, again
using Giddens’ (1984) concepts of practical and discursive consciousness to highlight he
relationship between agency and action. | then discuss the oppositional and resistant
behaviours in more detail to show what it looked like and how it was expressed.

In Chapter 8 | present a model based on Hall’s (1973) model of Encoding/Decoding to
explain the data summarising conformity and oppositional behaviours linked with
consciousness. | also discuss how this data should be used with modern teachers involved

in bilingual education.

3.2 Ethical Considerations

At a general level, ethics in research is concerned with treating people with respect, not
harming them in any way and informing them about the processes that they are involved
with during the research and what is being done to their data (Oliver, 2003), protecting
privacy (Hammersley & Traianou, 2012) while not compromising the validity of the
research (Kimmel, 1998).

Not harming the participants involves a number of issues, the first of which is voluntary
informed consent (BERA, 2011; Wiles et al., 2007). Before the research began,
participants were given a consent form (see appendix 1) which outlined the focus of the
research and requested voluntary consent. Throughout the interview process, participants

were also given themes so that they would be aware of the types of questions they would
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be asked. As all but one of the teachers | interviewed had been, at one time, colleagues of
mine, | tried to ensure that friendship patterns did not interfere with their right to decide not

to participate. No pressure was put on them to participate.

Another issue in not harming the participants is that of anonymity and confidentiality,
central to practice (Wiles et al., 2007) but terms which are often conflated (Wiles et al.,
2006; Wiles, 2013). Firstly, on the issues of anonymity, Bryman (2008; 119) has said,

In quantitative research, it is relatively easy to make records anonymous and to
report findings in a way that does not allow individuals to be identified. However,
this is often less easy with qualitative research, where particular care has to be
taken with regard to the possible identification of persons and places.

Walford (2005; 83) has said, “it is usually impossible to ensure anonymity and that it is
often undesirable to try to do so.” Despite this, however, it is regarded good practice to try.
This involves not only the use of pseudonyms but also, as Wiles et al. (2006) have
suggested, that information that may identify the participants should not be revealed. They
argue that this is not always easy because it may mean changing the identities and
characteristics of individuals, which in turn can impact on the integrity of the data.

All ex-pupils have been given anonymity though the use of a pseudonym even if they had
given permission for the use of their name (e.g. past pupils who appeared in the DVD
“Signs of the Times”). The participant teachers, also, were assigned an alias although after
consideration, the school was named in the study for a number of reasons: Firstly,
anonymised research “...might suggest that a primary goal of case study is generalisation
rather than the portrayal of a unique case” (Cohen et al., 2007; 261, 262). Secondly, it has
been suggested that “anonymising reports might render them anodyne” (Cohen et al.,
2007; 262) because they become decontextualised and dislocated from reality (Nespor,
2000). Thirdly, I have included historical documents to substantiate what was being said
by the participants. The school was affected by national and international discourses and

global flows of culture and ethics and the use of historical documents helped corroborate
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this. The use of historical documents also resulted in uncovering political dimensions in the
‘official’ histories of the institution, as well as the broader histories of deaf education, that
required the juxtaposition of another voice. This led to an historical analysis for which
anonymity was difficult to provide as both the school, as well as some key members of
staff, were mentioned in documents that were within the public domain. As a result, some
staff had historical events attributed to them by name but all these individuals were no
longer living. Being dead, however, does not reduce ethical considerations as their good
name should still be respected. In writing history, however, “the promise of truth is ethically
primary” (Megill, 2004; 49). Reviewing one headmaster’s history of the school, for
example, led me to discover that some events, such as the use of sign language both
before his time as a Head teacher and even during his time as a Head teacher, was not
given a voice. Some truths in his history had been hidden to promote, in my opinion, the
political reflections and context of his day. This is not an exercise in ‘naming and shaming’
but one where | can use and document references such as the unpublished school
histories (Woodbridge (1926) and Olding (1976)) and Headmaster reports. If the school
was given anonymity, these documents could not be used as their place in the
bibliography would reveal the location. Here, | am guided by Nespor (2000; 556) who has
argued that:

...naming places and tracing their constitutive processes allows researchers to
emphasise connections among people, places, and events and to highlight the
systems of relations and processes of articulation that produce boundaries and
entities.

Nespor (2000) suggests that the practice of giving anonymity to places be turned on its
head and instead of giving anonymity automatically, researchers could consider not doing
so unless there are compelling reasons otherwise. | do not think that naming the school
necessarily undermines or harms the privacy of individuals given the fragility of
anonymising exercises anyway. Heley (2012), for example, gives an account of how a
newspaper was able to uncover the identity of the location of his research, despite the
pseudonym for the place but that it was unable to identify any of the individuals in the
study, who were also protected by pseudonyms. He argued that the discovery of the place

did not lead to an invasion of privacy in the participants, “no one was overly fazed by the
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newspaper article or the loss of anonymity it had brought with it” (Heley, 2012; 12). Plows
et al. (2012; 18) argue “practically, it is not ever possible really to anonymise a place;
someone, somewhere, will always be able to make an educated guess as to where the
research site is.”

This does not mean that researchers, who feel that this is in the best interests of the
participants, should not attempt to but they cannot promise anonymity even though they
could promise to use a pseudonym. The use of a pseudonym may prevent the
identification of an individual’'s specific contribution but it would not prevent an outsider

from identifying the possible pool of participants.

The historical references were, in my view, non-contentious references to the school,
although some of these events were not recorded in the previous official histories of the
school. The use of teacher perspectives on the changes that happened to the school from
1979 onwards, however, do record conversations that are potentially sensitive because
they reflect on differences between hearing teachers’ views on Deaf culture and
mainstream culture. In some instances, | have used the term, “a member of staff
reported...” as a way of giving additional anonymity, especially if the participant was
commenting on the attitudes of other members of staff even though aliases were already

assigned to all the participants.

The issue of confidentiality was tackled, initially, with ethical clearance from the University
of Exeter (see Appendix 6) and also in the consent form as it is primarily about the storage
of data. The transcripts of the data were from handwritten notes made from the interviews
as well as any ‘interviews’ completed by email. It was agreed in the consent form, signed
by the participants (see Appendix 1), that data would only be used for the research and

would not be shared with third parties but could be held indefinitely in an anonymous form.
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Potential emotional distress on the part of the participant is often an issue “as the methods
of interpretive research are more intimate and open-ended than scientific research”
(Scotland, 2012; 12). Emotional distress can be justified if the benefits of the research
outweigh the risks (Long, 2007a). Risks and benefits cannot be scientifically measured,
however, and rely on the subjective judgement of the researcher (Long, 2007b). Teachers
may have felt some stress or anxiety talking about cultural issues as the world of human
rights and cultural understandings have changed from those that existed in their teaching
careers. It may be an emotional experience at the end of one’s career to look back and
think that the methods that were used in the teaching process were not appropriate and
may have damaged the students’ educational chances. Research on sensitive topics,
however, often show how resilient participants are and that “adverse reactions are rare”
(Draucker et al., 2009). If present staff can learn from the histories of their predecessors,
then the current education of deaf children may be furthered because of these insights. In
this way, the research is also looking to show some loyalty to a vulnerable population
(Potter, 1972), deaf children, and balances the risk of possible emotional distress to the

participants with positive outcomes for current deaf children in bilingual settings.

As previously discussed, because the participants were deemed to be experts in their field,
they were asked a series of challenging questions, such as, “Some modern researchers
have described oralism as an oppressive practice. When you were in school, do you think
there was any awareness that oralism oppressed the cultural rights of deaf children?”
Asking whether they were part of an oppressive oralist practice may seem unnecessarily
blunt, and even controversial, but the question confronts issues of culture and the
relationship of hearing teachers and Deaf culture. In order to protect the teachers from
unnecessary emotional distress, however, four safeguards were implemented. First of all,
the participants were informed of their right to withdraw from the research at any time.
Secondly, the participants were given a list of themes to help them prepare for the
interview. This allowed them to make an informed decision about whether they were happy
to participate or not before the interview took place. Thirdly, the decision was made to offer
teachers anonymity in the chapter that discussed these sensitive issues through the use of

a pseudonym. Informed consent is a priority here, as Smith (2003) has indicated, “When
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done properly, the consent process ensures that individuals are voluntarily participating in

the research with full knowledge of relevant risks and benefits.”

Fourthly, after transcribing the interview, | revisited the participants so that they could
check for accuracy their contributions and to give them a further opportunity to make
comments. Only two participants were not able to review the initial interviews because
they only granted me one interview. These processes ensured three things: firstly, that the
participants felt safeguarded and felt that they had a voice and did not feel that | was
putting words in their mouths. Secondly, they were happy that their words had not been
taken out of context or misinterpreted; participants can feel that they have limited control
and are vulnerable to researchers imposing their own subjective interpretations upon them
(Scotland, 2012). Thirdly, that shared meanings emerged from the interactions between
the participant and researcher, a central theme in hermeneutics (Klein & Myers, 1999).
This opportunity to create shared meanings allowed me to explore, for example,
oppositional behaviours and resistance, a theme that did not exist, initially. This also
highlights the importance of why “...researchers need to consider ethical issues
throughout the entirety of their research” (Wiles, 2013; 3). The focus of this research had
seen a shift from the original theme in the consent form (see Appendix 1), exploring the
reasons for change from pure oralism, to include another focus on cultural issues that

helped develop my understanding of teacher oppositional behaviours.

Research should reflect the needs and benefits of marginalised groups by presenting their
worldviews and beliefs, even if it is in opposition to both researchers and those of the
dominant society. This requires researchers to be cross-culturally aware (Marshall &
Batten, 2004) and to express cultural competence in research by acknowledging people in
their cultural context (Gil & Bob, 1999). Despite the fact that the focus of the research has
been on the teacher’s view, the student view has also been sought, in some situations,
through either interview or through the use of a DVD, “Signs of the Times” which was
produced by the school. One reason for this is that they represent the marginalised group
central to the research, and “creating a partnership with research participants as both

individuals and as a group may reduce the risk of unethical or unintentionally insensitive
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action or treatment” (Marshall & Batten, 2004; 3). Some authors have likened the power
relationship between hearing culture and Deaf culture as one of colonialism (Lane, 1992;
Branson and Miller, 2002; Ladd, 2003, 2008; Lewis, 2007; Stone, 1996) so the
involvement of this marginalised group is also a way to try and redress this imbalance
through the inclusion of their world view, albeit a minor one. Nevertheless, in all research,
it is “to values, not to factions” that researchers should give their commitment (Troyna &
Carrington, 1989; 190). In this research, the focus has been on the educational
environment in which the students have been taught. The focus is not on, per se, a
marginalised group or even the pre-eminence of colonial type power in the institution but
on “social justice, equality and participatory democracy” (Troyna & Carrington, 1989; 190).
In this sense, ethics is interwoven throughout the research trying to find balance between
the views and rights of different perspectives; hearing teachers, deaf students, institutional

leadership and my own views as the researcher.

Research should reflect the needs and benefits of marginalised groups by presenting their
worldviews and beliefs, even if it is in opposition to both researchers and those of the
dominant society. This requires researchers to be cross-culturally aware (Marshall &
Batten, 2004) and to express cultural competence in research by acknowledging people in
their cultural context (Gil & Bob, 1999). Nevertheless, in all research, it is “to values, not to
factions” that researchers should give their commitment to (Troyna & Carrington, 1989;
190). In this research, the focus has been on the educational environment in which the
students have been taught. The focus is not on, per se, a marginalised group or even the
pre-eminence of colonial type power in the institution but on “social justice, equality and
participatory democracy” (Troyna & Carrington, 1989; 190). In this sense, ethics is
interwoven throughout the research trying to find balance between the views and rights of
three different groups, hearing teachers, deaf students and institutional leadership. As
such, the research also contributes to the current debate about how to implement bilingual
education, which acknowledges the need to develop cultural competencies in both the

Deaf world as well as the hearing mainstream world.
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The next chapter addresses the beginnings of deaf education and introduces the major

structures that allowed for the domination of oral education from 1880 onwards.
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Chapter 4 A History of the Education of the Deaf: Early Years
to 1944

In order to understand the growth of the oral methods of teaching deaf students, and how
it supplanted the combined use of oral and manual methods in the late 1880s and early
1890s, a brief history will help place these considerations into perspective. This history will
delineate the structural properties that led to the domination of the oral methods.
Structures are the patterns of social relationships that exist in society, the rules that are
internalised by agents, and resources (Turner, 1986). These structural properties, then,
exist “only in its instantiations in such practices and memory traces orientating the conduct

of knowledgeable human agents” (Giddens, 1984; 17).

This history is part of my thesis not only because it forms the foundations of how the bias
for the oralist philosophy and the oral method was created but because | use primary

sources to try and verify the reflections of deaf education in some of the general histories
that | have used. | am able, on occasion, to put forward a different perspective which has

the potential for different interpretations.

4.1 The Beginnings of Deaf Education in Britain and Europe

Hebraic law and Greek philosophy were the twin paths by which deaf people
entered the stage in human history, the former to afford them some legal
protection and the latter to condemn them to two thousand years of
misunderstanding (McLoughlin, 1987; 1).

Whereas the Hebrews displayed anciently an enlightened attitude towards the deaf “Thou
shalt not curse the deaf ...” (Leviticus XIX. 14), the Greeks were of the opinion that speech
was of divine origin and that deaf people should be denied education on the grounds that

the decree of the Gods should not be tampered with. The deaf were thus denied any

meaningful place in Greek society and children born deaf “were pitilessly destroyed” (Roe,
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1917; ix). A similar attitude affected the interpretation of scripture in early Christian times

and led to the deaf being denied access to religion throughout Europe. For example:

St. Paul’s dictum in the Epistle to the Romans (X. 17) “faith is obtained through
hearing” was quoted time and again in support of this dogma and eventually it
was taken to mean that the deaf were deprived of salvation (Markides, 1985;
145).

Despite this, some instances in history have shown that deaf people could be educated
and taught to speak. The Venerable Bede (674 - 735) relates the story of St. John of
Beverley who taught a deaf mute to speak by first getting him to repeat letters and
syllables, and then words and sentences (Eichholz, 1925).# These events were regarded

as being miracles, however, rather than the benefit of effective teaching (Markides, 1985).

The Roman body of law of Justinian (sixth century), which was adopted by the neo-Latin
nations, was absolute in its denial of civil