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Abstract 

This thesis examines the connection between teachers’ social identities and their 

reception of, choices of, and uses of teaching resources as media. Within this research 

teachers are defined as social communicators and teaching resources are classified 

as media, making use of audience reception analysis (Hall, Hobson, Lowe, & Willis 

1980; Livingstone, 2007). 

It continues to examine how teachers, as social communicators, choose and use their 

resources based upon their own social identity receptions of resources as media and 

upon their social identity constructions of their pupils. From there it investigates how 

their social identity construction of their pupils impacts their teaching and pedagogical 

approaches. 

This research is methodologically qualitative/interpretative, making use of social 

identity theory as well as audience reception analysis. The data was collected through 

semi-structured interviews with teachers as well as teachers’ written social identity 

descriptions, and their written reviews of teaching resources.  

Key words: Audience reception analysis, media, national curriculum, pedagogy, social 

identity, social identity construction, teaching resources. 

  



5 
 

Contents 

Abstract ....................................................................................................................................... 4 

Table of figures............................................................................................................................. 9 

Introduction ............................................................................................................................... 11 

Positionality............................................................................................................................ 11 

Rationale ................................................................................................................................ 14 

Aims and research questions ................................................................................................... 16 

Context .................................................................................................................................. 18 

The national curriculum for England ..................................................................................... 18 

Teaching as social communication. ....................................................................................... 54 

What is a teaching resource? ............................................................................................... 56 

Methods overview .................................................................................................................. 68 

Literature review ........................................................................................................................ 70 

Audience reception analysis .................................................................................................... 70 

Audience reception and children .......................................................................................... 76 

Audience reception analysis and this research ...................................................................... 81 

Identity theory. ....................................................................................................................... 83 

Social Identity ......................................................................................................................... 90 

Habitus................................................................................................................................... 97 

Teacher professional identity................................................................................................. 103 

Social identity theory, audience reception, and teaching resources.......................................... 116 

Methodology............................................................................................................................ 117 

Introduction ......................................................................................................................... 117 

Changes and adaptations due to the COVID 19 lockdowns ...................................................... 117 

Overview of methods and timeline ........................................................................................ 119 

Timeline ........................................................................................................................... 120 

Terminology ......................................................................................................................... 121 

Epistemology ........................................................................................................................ 123 

Qualitative data collection ..................................................................................................... 125 

Interpretive research ............................................................................................................ 129 

Ontology .............................................................................................................................. 132 

Validity ................................................................................................................................. 134 

Primary Criteria of Validity ................................................................................................. 136 

Secondary criteria of validity .............................................................................................. 137 



6 
 

Sampling .............................................................................................................................. 144 

Canvassing and contacting ................................................................................................. 144 

Criterion of sampling ......................................................................................................... 145 

Participants....................................................................................................................... 147 

School/class demographics ................................................................................................ 148 

Method ................................................................................................................................ 149 

Research introduction meetings ......................................................................................... 150 

First interviews ................................................................................................................. 154 

Second interview resources ............................................................................................... 156 

Second interviews ............................................................................................................. 160 

Focus group ...................................................................................................................... 160 

Data analysis ..................................................................................................................... 162 

Ethics ................................................................................................................................... 166 

Methodology conclusion ....................................................................................................... 173 

Presentation of findings ............................................................................................................ 174 

Grace ................................................................................................................................... 177 

Data set 1. ........................................................................................................................ 177 

Data set 2. ........................................................................................................................ 179 

Data set 3. ........................................................................................................................ 180 

Data set 4. ........................................................................................................................ 182 

Data summary................................................................................................................... 183 

Nigel .................................................................................................................................... 184 

Data set 1. ........................................................................................................................ 184 

Data set 2. ........................................................................................................................ 186 

Data set 3. ........................................................................................................................ 188 

Data set 4. ........................................................................................................................ 190 

Data summary................................................................................................................... 191 

Olivia.................................................................................................................................... 192 

Data set 1. ........................................................................................................................ 192 

Data set 2. ........................................................................................................................ 196 

Data set 3. ........................................................................................................................ 197 

Data set 4. ........................................................................................................................ 203 

Data summary................................................................................................................... 205 

Patricia ................................................................................................................................. 205 

Data set 1. ........................................................................................................................ 205 

Data set 2. ........................................................................................................................ 210 



7 
 

Data set 3. ........................................................................................................................ 212 

Data set 4. ........................................................................................................................ 215 

Data summary................................................................................................................... 215 

Quentin ................................................................................................................................ 216 

Data set 1. ........................................................................................................................ 216 

Data set 2. ........................................................................................................................ 219 

Data set 3. ........................................................................................................................ 221 

Data set 4. ........................................................................................................................ 223 

Data summary................................................................................................................... 223 

Willow.................................................................................................................................. 224 

Data set 1. ........................................................................................................................ 224 

Data set 2. ........................................................................................................................ 226 

Data set 3. ........................................................................................................................ 229 

Data set 4. ........................................................................................................................ 230 

Data summary................................................................................................................... 231 

Zac ....................................................................................................................................... 232 

Data set 1. ........................................................................................................................ 232 

Data set 2. ........................................................................................................................ 233 

Data set 3. ........................................................................................................................ 234 

Data set 4. ........................................................................................................................ 237 

Data summary................................................................................................................... 238 

Presentation of findings conclusion ........................................................................................ 239 

Discussion 1 ............................................................................................................................. 240 

Social identity and audience reception ................................................................................... 240 

Curriculum structure and usefulness in academy setting ......................................................... 247 

Creation, or augmentation of resources ................................................................................. 251 

Culturally appropriate topics ................................................................................................. 254 

Research question 1 conclusion ............................................................................................. 255 

Discussion 2 ............................................................................................................................. 258 

Social identity construction ................................................................................................... 258 

Research question 2 conclusion ............................................................................................. 272 

Discussion 3 ............................................................................................................................. 275 

Communication strategies within teaching ............................................................................. 277 

Strategy 1. Use of “the more knowledgeable other” as resource.............................................. 282 

Strategy 2. Account for social identity and social identity construction when planning .............. 288 

Research question 3 conclusion ............................................................................................. 290 



8 
 

Conclusion ............................................................................................................................... 291 

Social Identity Construction ................................................................................................... 292 

Social identity construction and its effect on resource creation ............................................... 298 

Social identity construction and its differentiation from identity theory’s concept of “role-based 

identity” ............................................................................................................................... 300 

Social Identity Construction and Habitus ................................................................................ 304 

Social identity construction and social communication ............................................................ 307 

Original contribution to knowledge ........................................................................................ 310 

Recommendations for future research ................................................................................... 312 

References ............................................................................................................................... 313 

Appendix 1 ............................................................................................................................... 324 

1: Initial reach out message via social media. .......................................................................... 324 

2: PhD research e-mail sent to prospective participants. ......................................................... 324 

3: Participant information sheet and consent form. ................................................................ 325 

4: Interview timetable ........................................................................................................... 328 

5: Transcriptions of introductory meetings ............................................................................. 267 

Zac ................................................................................................................................... 267 

Willow .............................................................................................................................. 272 

Quentin ............................................................................................................................ 277 

Patricia ............................................................................................................................. 282 

Olivia ................................................................................................................................ 288 

Nigel................................................................................................................................. 291 

Grace................................................................................................................................ 296 

6: Example data set. .............................................................................................................. 300 

Appendix 2 ............................................................................................................................... 302 

1st data set and transcriptions of 1st interviews. .................................................................... 302 

1: Zac................................................................................................................................ 302 

2: Willow .......................................................................................................................... 318 

3: Quentin ........................................................................................................................ 328 

4: Patricia ......................................................................................................................... 339 

5: Olivia ............................................................................................................................ 355 

6: Nigel ............................................................................................................................. 372 

7: Grace ............................................................................................................................ 390 

Appendix 3 ............................................................................................................................... 404 

Resources, 2nd data sets and transcriptions of 2nd interviews ordered by participant. ............. 404 

1: Fictional cohort description ............................................................................................ 404 



9 
 

2: Year 2 resource ............................................................................................................. 404 

3: Year 6 resource ............................................................................................................. 406 

4: Year 7 resource ............................................................................................................. 408 

5: Participants’ written reviews and/or transcripts of 2nd interviews concerning participants’ 

reception of the resources..................................................................................................... 415 

Willow. ............................................................................................................................. 415 

Quentin. ........................................................................................................................... 423 

Patricia. ............................................................................................................................ 436 

Olivia. ............................................................................................................................... 446 

Nigel. ................................................................................................................................ 459 

Grace................................................................................................................................ 472 

Appendix 4 ............................................................................................................................... 487 

Transcriptions of focus group conversations. .......................................................................... 487 

1: focus group 1 ................................................................................................................ 487 

2: focus group 2 ................................................................................................................ 504 

 

Table of figures 

Figure 1. Screen shot of AQA syllabus for English (AQA, 2021b)................................................... 35 

Figure 2.  Screen shot of AQA past papers available to parents and teachers for download (AQA, 

2021a) ...................................................................................................................................... 51 

Figure 3 Definition of teaching resources (Sean Edge, 2023) .......................................................... 66 

Figure 4. Advertisement depicting animals smoking (Design, 2020) ............................................. 72 

Figure 5. British Army advertisement logo (Army, 2019a) ............................................................ 73 

Figure 6. British Army advertisement (Army, 2019b) ................................................................... 73 

Figure 7. International Baccalaureate Primary Years Programme Transdisciplinary theme cards 

(twinkl.co.uk) ............................................................................................................................ 79 

Figure 8. The directional flow of audience reception in terms of teacher’s use of a resource as a 

media article .............................................................................................................................. 81 

Figure 9. Contemporary Synthesis of Validity Criteria in Qualitative Research (Whittemore et al., 

2001, p. 530) .......................................................................................................................... 135 

Figure 10. Screenshot of message sent on social media to find potential participants. .................. 145 

Figure 11. Table of participants ................................................................................................. 148 

Figure 12. Section of Year 2 resource on crocodiles (Rehab, 2012) ............................................ 157 

Figure 13. Section of Year 6 resource on Alexander the Great. (Ducksters, 2016) ....................... 158 

Figure 14. Section of Year 7 History resource on the middle ages. (Christian, 2012).................... 158 

Figure 15. Screen shot of an example of the colour coding and annotation used when analysing for 

themes. ................................................................................................................................... 164 

Figure 16. Table showing the similar themes that were found during analysis on the left hand side, 

and differing themes that could be explored in greater detail in future studies on the right hand side.

................................................................................................................................................ 174 



10 
 

Figure 17. A photo taken by the participant of her chosen resource.    Figure 18. A photo of the 

internal cards of the resource. ................................................................................................... 178 

Figure 19. A photo of the book resource chosen by the participant.............................................. 185 

Figure 20. A photo of the specific book chose by the participant. ................................................ 194 

Figure 21. Photo of Harry Potter and the Philosopher’s stone provided by Patricia in her written 

report. ..................................................................................................................................... 207 

Figure 22. Photo taken by the participant of the post cards used as resources.............................. 208 

Figure 23. Photo taken by the participant of the illustration used as a resource............................ 209 

Figure 24. Screenshot of the resource developed by the participant and his co-workers. .............. 217 

Figure 25. Photo taken by the participant of the specific book used as a resource. ....................... 226 

Figure 26. Example of widgets and how they can be used to illustrate communication. (Trust, 2022)

................................................................................................................................................ 235 

Figure 27. Screenshots of the Microsoft OneNote program in use. .............................................. 236 

Figure 28. Screenshots of the middle ages resource used for audience reception analysis. (Christian, 

2012) ...................................................................................................................................... 261 

Figure 29. Front cover of the specific book used by Nigel. (Spafford & Lyndon, 2016) ............... 267 

Figure 30. Social identity construction in terms of pupil constructed perception........................... 276 

Figure 31. Social identity construction incorporating pupils’ habitus. ........................................... 303 

Figure 32. The synthesised nature of audience reception and social identity construction ............ 309 

 

  



11 
 

Introduction 

This chapter introduces the background of the research initially through my 

positionality as the researcher and then through the rationale. It develops the rationale 

into aims and research questions, and then relays the context of the research through 

an explanation of the history of national curriculum for England, the policies that 

surround it, and its impact on teaching practice. From there the context is further 

relayed in terms of how teaching can be described as social communication and how 

teachers act as social communicators. The context concludes with an in-depth 

discussion on teaching resources, how they can be defined, and how they can be 

described as media. The chapter concludes with a methods overview. 

 

Positionality 

As a teacher of 12 years, I have often made use of teaching resources that I connected 

to and which I believed would suit the needs of my pupils. One of my primary 

considerations as a teacher when planning and resourcing is to ensure that my pupils 

themselves connect to the teaching, and the main way that I attempt to achieve this is 

through use of resources that engage my pupils and that creates an educational 

dialogue between us. How I believe my pupils will connect with a resource is driven 

by my own knowledge of them, and through my own connection with the resource 

itself, however, I often wondered if my pupils truly felt represented within the teaching 

and in the resources used, particularly as my pupils have most often been of mixed 

ethnic and cultural backgrounds.  
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In 2019 I decided to undertake research towards a PhD focussed on how diverse 

peoples are represented in English schools within the teaching and learning that takes 

place. Is Africa only represented through the teaching of the Ancient Egyptians? Is 

Asian culture only represented when ‘celebrating’ Chinese New Year? And most 

importantly to me, does any of the representation affect primary school aged pupils? 

In essence, do my pupils find representation as important as I believe they do?  

From 2019 through to 2020 I began collecting qualitative data in the form of interviews 

with the pupils and selections of pupils’ work such as drawings to attempt to answer 

these questions, however, as I carried out my research, I became aware that often 

how I identified the pupils I was working with was not necessarily how they identified 

themselves. Additionally, I found that many of the resources used within the school in 

which my research was taking place were either not focussed at all towards any form 

of representation, or were in fact utilised by the teachers because it personally 

connected with them and not their pupils.  

At this stage in my research world events took hold, and with the outbreak of the 

Covid19 pandemic the schools were closed, and I was forced to re-evaluate my 

research. These new questions came to my mind based on what I had noticed; Do 

teachers’ social identities affect their choices and use of resources? Do teachers 

consider the social identities of their pupils when resourcing and teaching? How is this 

consideration revealed in the classroom? These are not the research questions for 

this thesis but constitute the first steps in the development of the research questions 

stated below. 
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I decided to re-start my research and approach it through the lens of social identity 

theory (Tajfel, 1982; Turner, 1987) as I felt that the areas of interest to me lay in the 

social factors that drove identity as well as the effect of social identity upon education. 

Additionally, in terms of analysis of teachers’ choices and use of resources I decided 

to use audience reception analysis as an analytical framework. My undergraduate 

degree was in Arabic and Middle Eastern studies, and I had recently completed a 

master’s degree in political science, it is this background that has informed my multi-

disciplinary approach.  While studying for my master’s degree I discovered audience 

reception analysis as an aspect of media studies that could be used in political science 

for researching the impact of such things as propaganda.  

The style of analysis views media as vehicles that carry messaging and equally views 

the audience as active in their reception of the media’s messaging (Hall et al., 1980). 

It was my opinion that teaching resources behaved as media when used for teaching, 

and that pupils and teachers behave as audiences towards those media, and so I felt 

that audience reception analysis would enable me to pinpoint teacher and pupil 

reception of messaging within resources through the lens of their social identities. Both 

social identity theory and audience reception analysis will be described and discussed 

in full in the literature review chapter (Chapter 2).  

Within this research the areas of social identity and audience reception analysis have 

converged from the concept of social identity construction. In essence, the act of 

constructing social identities of others based on one’s own personal experiences and 

expectations which directly influences one’s choice and use of teaching resources and 

one’s approach to teaching. The following section on rationale explores how other 

studies have not focussed on these aspects and how social identity theory has 

generally been focussed on the pupils rather than the teachers. 
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Rationale 

Many recent social identity studies in education, such as those by Kelly (2009) and 

Reynolds et al (2017), focus specifically on the social identities of pupils and how these 

may affect or impact academic achievement and/or engagement. Others, such as 

those by Milner (2010), Chang et al (2011), and Whitaker (2019), focus on teacher 

training, and all are based internationally and in the USA. There are very few that 

account for teacher social identity and its possible impact on teaching, and fewer still 

that are based within the English education system. 

Studies such as those by Korostelina (2008) and Rushton and Reiss (2020) have 

focussed upon social identity from a subject specific vantage, history and science 

respectively. Korostelina’s argument is that history education and history resources 

could be, and are, used in the formation of cultural, national, and ethnic social identities 

(Korostelina, 2008), especially when cultivated by political regimes such as the 

Chinese Nationalist Party in Taiwan (2008). She also gives the example of history 

education in Northern Ireland in the development of a pro-nationalist social identity 

towards the United Kingdom of Great Britain in the 1920s onwards.  

She explains that the history textbooks of the time were heavily dictated by the British 

government but also states that 1950s Irish nationalist teachers would deliberately 

instruct their pupils to tear out, “English propaganda” (Korostelina, 2008, p. 32), 

revealing the teachers’ desired control over the resource narrative. Korostelina 

concludes that history education can directly affect social identity development (2008), 

however, while she makes use of the social identity approach (Turner, 1987), she 

takes the position of content analysis (Rose, 2016), in that it is her position that it is 

the messaging of the resources that cause social identity development, and tacitly 

takes the position that the audience (the pupils) are passive.  
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She does not account for the aforementioned teachers’ behaviour, that the teachers 

choose to express the messaging within the texts from their own social identity 

reception perspectives. 

Rushton and Reiss’ review of social identity literature on science teacher identities 

(2020) was focussed on the idea that a positive professional identity as a science 

teacher was generally beneficial to the welfare of the teacher themselves (Rushton & 

Reiss, 2020) and that social identities are formed both in groups and individually, that 

a positive social identity view as a science teacher helps to create a positive group  

affiliation among science teachers (2020). Rushton and Reiss do not ask the question 

of how the teacher’s social identity, positive or negative, may affect their teaching and 

how their teaching may be received by their pupils. 

Whitaker’s research is focussed on preservice teachers and how they can prepare for 

teaching in urban settings by addressing their own social identities and understanding 

that their identities, particularly white, middle-class identities, impact their teaching 

environments (Whitaker, 2019). She explains how pre-service teachers should be 

trained to self-reflect and to recognise their pupils’ identities as salient and important 

in order to move past an “us and them” attitude (2019, p. 6).  

While Whitaker’s findings focus on teacher identity and impact on teaching, her 

position is within the United States of America, is specifically racially oriented, and 

does not account for teaching resources used, which could themselves create conflict.  

Milner IV’s writing on race, narrative inquiry, and self-study in curriculum and teacher 

education (Milner IV, 2010) reveals his understanding of how his own “racialized 

experience” impacted his teaching curriculum development (Milner IV, 2010, p. 112).  
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He explains how his efforts to practice “self-study”, or reflection, enabled him to 

connect with his students (pre-service teachers) through the use of narrative, which 

changed their reception positioning from, “a ‘prove to me that race and diversity 

matters’ position to one of compassion, understanding, and acceptance” (Milner IV, 

2010, p. 184).  Milner developed his narrative and used himself as a resource to enable 

his students to connect with his teaching. He achieved this through self-study, or 

reflection. His method shares similarities with both Whitaker’s research and my own, 

however his focus was upon adult students’ reception of himself as a narrative 

resource from his own social identity categorisation perspective.  

My research seeks to learn if and how teachers’ social identities affect their choices of 

teaching resourcing, and therefore their teaching, within the pre-existing national 

curriculum for England. The research set out to discover if teachers’ social identity 

narratives create constructs into which they might place their pupils and thereby 

develop expectations about how their pupils interpret resources, which may or may 

not be their pupils’ actual interpretations, which in turn could lead to conflict within the 

classroom and hamper effective teaching and learning.  

Aims and research questions 

The aims of this research are: 

- To discover if teachers’ social identities affect their reception, choice and use 

of resourcing as media. 

- To discern whether teachers’ social identities cause them to construct social 

identities of their pupils, and if so, do their constructions affects their 

expectations of how their pupils will receive their teaching and the teaching 

resources they use? 
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- To show that an understanding of one’s social identities, and one’s social 

identity constructions of others, will help to develop communicative strategies 

that can avoid receptive conflict. 

 

In order to achieve these aims the research questions that were investigated are: 

1. In what ways do teachers’ perceptions of their social identities affect 

their own reception, choice, and use of teaching resources? 

Here the research looks to reveal how teachers’ self-ascribed social identities, 

including their professional identity, may affect their choice and use of 

teaching resources. 

2. In what ways do teachers’ social identity constructions of their pupils 

affect their expected outcomes of their teaching? 

This research question seeks to discern how a teacher’s mental construction 

of their pupils, as individuals and as groups, is affected by their own social 

identities, and how this affects their expectations of their pupils’ reception of 

their teaching, and more specifically, their choice and use of resources. 

3. In what ways can an understanding of one’s social identities, and one’s 

social identity constructions of others, help to develop communication 

strategies that can avoid receptive conflict? 

This question seeks to reveal how a knowledge of one’s own social identity 

constructions of others can affect one’s positionality in the act of teaching, and 

that, through self-reflection, teachers can develop strategies to avoid 

scenarios in which their pupils actively reject the teaching based on their own 

oppositional reception of the resources. 
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Context 

The national curriculum for England 

This research seeks to discern how teachers’ social identities inform their social 

identity constructions of others, specifically their pupils, and impacts their choices of, 

and/or development of, teaching resources for their pupils.  As the research is centred 

around English Primary and Secondary school teachers of the national curriculum for 

England it is necessary to understand the context within which the participants work 

and make use of resources. This section sets the context of the national curriculum as 

the basis of education within England today. 

This analysis and critique of the national curriculum for England will examine the 

history of the national curriculum, how it was developed, for what purpose, and how it 

has been utilised as a political tool by successive governments, to illustrate the political 

desires that scaffold the subjects and that guide the decisions on what should be and 

should not be included in the national curriculum. Specific attention will be paid to the 

current form of the national curriculum for England, the justification for its current 

structure from, the former Secretary of State for Education, Michael Gove’s reforms 

through to the modern day, and how this has affected the choices of resources that 

teachers can use. 
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Terminology. 

National curriculum: Within this research a national curriculum is taken as a 

framework, specifically designed, and prescribed by a government, that details the 

teaching and teaching methods, aims and outcomes of the subjects taught within a 

national education system. The areas of education addressed within a curriculum are 

called subjects. This should be distinguished from a general curriculum which 

embodies the total learning experience of pupils within the education environment 

(Myatt, 2019, p. 15). Additionally, the term “national curriculum for England” will be 

used throughout this thesis as it is the terminology currently used by the UK 

government (Government, 2022) although they themselves refer to the curriculum 

which remains under the title which it was published in 2013 and 2014 “The national 

curriculum in England” (Education, 2013b, 2014c). 

Subjects: These are disciplines of education that are focussed on specific knowledge. 

For example, Mathematics is a knowledge type which is labelled as an educational 

subject within a curriculum. 

Syllabus: Here a syllabus is taken to mean specific themed areas of education for a 

subject that directs the teaching, and that has generally been designed outside of the 

school by outside agencies. For example, a school might follow a specific mathematics 

syllabus which includes schemes of work that follow the national curriculum 

framework, and that most often include learning aims and objectives. 

Themes: Areas of study related to subjects. An example would be ancient cultures 

within the subject of History. 
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Topic: A topic can be a specific area of learning within a theme, such as the Ancient 

Egyptians within the theme of ancient cultures. It could also be a broader area of 

learning for a creative curriculum such as the International Primary Curriculum which, 

rather than creating a syllabus, prescribes the use of broader topics such as “mission 

to Mars” to enable the incorporation of subjects such as mathematics, science, and 

history within the learning on that topic (School, 2018).  

The National Curriculum development. 

All government funded, local authority schools in England, being those schools that 

are maintained through grants, community funding or local authority funding, must 

follow the national curriculum in England. Academies, schools that are funded through 

local enterprise or as members of academy trusts, do not have to follow the National 

Curriculum but must “teach a broad and balanced curriculum including English, maths 

and science. They must also teach religious education.” (gov.uk, 2021).  

This research is focused upon participants who are teachers of the national curriculum, 

or who have taught the national curriculum, over whom the national curriculum has 

influenced choices of resources for teaching and is therefore influential on the data 

and findings. As changes have been made to the national curriculum by successive 

governments, it is necessary to detail the foundation of the national curriculum in the 

English education system, its uses, and its effects on resourcing. 

The national curriculum, as it was legislated in 1988, is fundamentally the same form 

of curriculum that was set out by the 1904 board of education, “which prescribed the 

curriculum for state secondary schools” (Kelly, 1990, p. 22), specifically grammar 

schools, in as much as the subjects, topics, and aspects of the content within those 

subjects broadly match.  
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As for example section 2 of the 1904 regulations states that a school’s curriculum, 

“must include English, geography, history, arithmetic, writing, drawing, and physical 

exercise” (Education, 1904, p. 1). It continues to state. 

4. The course should provide for instruction in the English language and 

literature, at least one language other than English, geography, history, 

mathematics, science and drawing, with due provision for manual work and 

physical exercises (p. 2). 

Additionally, it stipulates the number of hours expected to be spent on the instruction 

of these subjects throughout a week. Equally, the pre-occupation for examinations 

finds its source from the Revised Code of 1862, which sought to force schools to prove 

their worth through examinations in order to achieve funding (Kelly, 1990, p. 22).  

Prior to the Education Reform Act 1988 the style of education in England was very 

much within the realms of “the Education Establishment” (James, 2018a, p. 1) which 

was a loose term that described how schools and teachers could teach the subjects 

and topics that they desired, usually focussed around the themes that would be placed 

within examinations (James, 2018a, p. 1). The governments of the 1960s and 1970s 

felt that the style of education did not fundamentally take into account what the nation, 

the public, parents/carers, and employers, desired to include within their children’s 

educations (James, 2018a) and attempted to reform the system to varying degrees. 

The concept of a national curriculum was first discussed in a consultation document 

titled, “The National Curriculum 5-16: A consultation document” published by the 

Department of Education and Science and the Welsh Office (Office, 1987). The major 

driving force behind the formation of the curriculum was to “raise standards” in 

comparison and competition with other “competitor countries” (Office, 1987, p. 2).  
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Sentiments which were echoed by Michael Gove in his speech on raising standards 

in maths and science to the Royal Society in 2011 (Gove, 2014a). One of the four 

standards that were expected to be raised by the implementation of the national 

curriculum was that all pupils, no matter their “geographical location” should be taught 

the same or similar content in all settings (Office, 1987, p. 2), alluding to the idea that 

pupils from more impoverished regions had, up to that point, not been enabled the 

same standard of education as those from more affluent areas. This, unfortunately, 

remains an aspect of education reform to date with the 2017 research by the Education 

Policy Institute focussing on, “closing the gap” (Andrews et al., 2017). The consultation 

paper continues to state that all schools will be held accountable through the national 

curriculum (p. 3).  

Indeed, it is this paper that introduces the terms, “attainment levels,” “assessment 

levels”, and dubs the national curriculum as a “framework” (Office, 1987, p. 5).  The 

Conservative government led by then Prime Minister Thatcher instituted the Education 

Reform Act 1988 that introduced a “National Curriculum” (Government, 1988) that 

made stipulation for all “maintained” schools to implement a “National Curriculum” that 

accounted for, “knowledge, skills and understanding”, “matters, skills and processes”, 

and “arrangements for assessing pupils” in “each key stage” for all “core and other 

foundation subjects” (1988, pp. 14 (12, pt 01, 12-13)). This marked the introduction of 

phraseology and vocabulary that would become standard throughout education. 

It has been argued that the national curriculum was deliberately crafted by the 

Thatcher government to be a neo-liberal construct as, “neo-liberals are active in 

creating the structure and conditions that steer people towards desired behaviours, for 

example flexible working and skills acquiring” (Hoskins, 2012, p. 7).  
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Ideologically, the point of education can be described in several ways, one seeks to 

educate for the growth of the child’s mental state, and another seeks to ready a child 

for societal needs. A difference “between the idea of using education to turn children 

onto certain kinds of adults and that of using it to support their personal development 

as individuals” (Kelly, 1990, p. 23). These concepts reveal the instrumental use of 

learning as training or, “even indoctrination” (p. 23), and its use as education for 

developmental reasoning. 

It can therefore be argued that the national curriculum is a facet of political media that 

seeks to affect behavioural change in what the government may perceive as a 

passive/captured “audience”. This can be linked to the integration of market forces into 

education. The competitive nature of league tables and the “raising of standards” 

(Gove, 2010, p. 9) can be rationalised as the outcome of successive governments’ 

view of pupils as a futures commodity. An ideology that is born out with the introduction 

of academy trusts that find business funding. Additionally, the competitive aspect of 

league tables and examinations can be linked to the view of education as a market in 

which teachers are analogous to business workers expected to achieve “profits”.  

As Hoskins argues, “in this context it is presumed that monetary gain and self-

advancement are better motivators than the ethic of public service in compulsory 

education” (Hoskins, 2012, p. 8).  
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Indeed it was evident in Michael Gove’s 2010 speech at the National College Annual 

Conference in Birmingham, on Education, that he viewed the counter arguments to 

the instrumentalization of learning as resulting in, “countless children condemned to a 

prison house of ignorance” (Gove, 2010, p. 5). He extoled the virtues of an educational 

“reform” that would teach pupils the literature of, “Dryden, Pope, Swift, Byron, Keats, 

Shelley, Austen, Dickens and Hardy” (p. 6).  

“Reforms” toward a conserved direction of 19th Century literature that have been the 

stalwart in private and grammar schools since 1904. We can see the 

instrumentalization is directed towards competition with his statement, “our children 

will never outstrip the global competition unless we know our exams can compete with 

the best in the world” (Gove, 2010, p. 7). An ideology that has been retained by 

successive education ministers, but that has come into conflict with the trending desire 

to update the English curriculum and a push for decolonialisation.  

Indeed in June of 2022 exam board OCR was decried by then Secretary of State for 

Education Nadim Zahawi for removing several classics authors from their GCSE 

English literature course list and replacing them with more current and “diverse range 

of authors” (Adams, 2022) with Zahawi stating on social media that, “Removing their 

work from the curriculum is cultural vandalism”(Adams, 2022) .  

This clash reveals the distinction between the ideologies of societal need and growth 

of the child’s mental state (Kelly, 1990), a distinction that is often the cause of much 

conflict of opinion about social values and attitudes, a distinction that is exemplified by 

the differing pedagogical approaches between China and England.  
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Where the Chinese style makes use of the absolute authority of the teacher and holds 

that, “studying and working together reminds students that they belong to each other 

and are team members” (Wen & Zong, 2021, p. 132) while the English style is 

individualistic in nature.  

This instrumentalization of education is only natural in a society that requires skills 

acquisition to achieve economic progress, however it is perhaps counter-intuitive or 

hypocritical to design a curriculum ideology based upon this approach but containing 

not skills learning but “knowledge” and facts acquisition built upon conserved ideals.  

Gove’s directions that, “all pupils will learn our island story” (Gove, 2010, p. 1) while 

equally expecting that story to be built around 19th Century literature does not seem to 

meet his ideals that all pupils will be able to compete in the modern day against multi-

national competitors.  

Successive secretaries of state for education have continued to assert that the English 

education system must be able to compete with other nations whom they believe are, 

“surging ahead” (Morgan, 2016). They have maintained the desire to raise standards 

and build an inclusive education system, “a true meritocracy”(Greenling, 2017), by 

structuring a national curriculum that focusses on “levelling up” to match the 

international competitors (Zahawi, 2022), while maintaining that the curriculum should 

remain as they experienced it, and that updating some aspects of the curriculum, such 

as reducing classic poets and including more modern authors, constitutes, “cultural 

vandalism” (Nadim Zahawi, reported by O'Grady, 2022).  
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With the rise of de-colonialising the curriculum sentiment, and ideological 

representation expectations, does the national curriculum match the modern 

expectation? I argue that its structure has retained the constructs of the past within 

English and History, while pushing the competitive narrative within science and 

mathematics. 

 

The prescriptive nature of the national curriculum 

The 1988 Education Reform Act was followed by the 1994 Dearing review, which 

recommended that the National Curriculum should be reduced and made “less 

prescriptive” (Dearing, 1994, p. 7), that time used in the school should be at the 

“discretion” of the school. The dichotomy between the original National Curriculum 

from its inception in 1988 to the reforms in 1994 reveal a keener viewpoint, taken by 

the Dearing report, to represent the views of the teachers who made use of the national 

curriculum and attempts to represent the needs of pupils within the curriculum rather 

than structure it based on what they saw as political ideological standing.  

The initial curriculum had been designed by then Secretary of State Kenneth Baker to 

very much resemble his own grammar school experiences (James, 2018a, p. 1), and 

contained the concept of “Levels of Attainment” which remained until Michael Gove’s 

reforms of 2013 (James, 2018b, p. 1). 
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The Labour government reforms of 1997 – 1999 under then Secretary of State for 

Education and Employment David Blunkett, resulted in the publication of The National 

Curriculum Handbook for Primary Teachers removing large amounts of foundation 

subject content in a push to “promote Key Skills” and included provision for “Promoting 

spiritual, moral, social and cultural development across the National Curriculum” as 

well as, “Promoting personal, social and health education and 

citizenship”(Government, 1999, pp. 19 - 20) in the forms of PSHE and Citizenship, 

marking their introduction as taught subjects. 

However, New Labour 1997 manifesto stated that their major priority would be the 

raising of standards in education  (Labour Party, 1997), and to that end they, under 

the then Education and Employment Secretary David Blunkett, instituted the literacy 

and numeracy strategies among other measures, and were focussed on raising 

attainment in disadvantaged areas, for disadvantaged people (Heath et al., 2013). It 

was the 1997 schools white paper, Excellence in Schools (Government, 1997), that 

placed literacy and numeracy into the core of New Labour’s education reforms, “with 

tightly prescribed content” (Heath et al., 2013, p. 229) and stipulated that there would 

be a reduction of content for other subjects to make space for the literacy and 

numeracy hour (BBC, 1998). 

While David Blunkett stated that, “the positions of science, information technology, and 

religious education will remain unchanged”, it became common practice for English 

and Mathematics to be given the greater amount of time in Primary classes at the 

expense of even the third ‘Core’ subject Science, a trend which has continued even 

until recently (Boyle & Bragg, 2005; George, 2017; Richardson, 2015).  
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Ed Balls, Secretary of State for Children, Schools, and Families 2007 – 2010, had 

planned to create a thematic curriculum that would have allowed teachers to plan 

cross-curricula teaching (Curtis, 2009), however, the change of government saw 

Michael Gove, Conservative Secretary of State for Education 2010 – 2014, wind back 

the proposed New Labour reforms and focus once again on literacy and numeracy, as 

well as a new focus on history with a mandate that, “all children will learn our island 

story” (Gove, 2010). 

The 2013 reforms under Michael Gove removed the skills based education concept 

from the National Curriculum in England and refocussed on “knowledge based” 

education, that is particularly prescriptive despite Gove’s promise to allow “schools 

and teachers more freedom to decide how to teach this most effectively” (James, 

2018b, p. 2). 

Since the national curriculum’s development the “foundation” and “core” subjects have 

often been re-branded to “suit the needs of the pupils” (Kelly, 1990, p. 4). For example 

English was “known more often as ‘language’” (p. 4), this process has been aped by 

successive governments with English and Mathematics rebranded as “literacy and 

numeracy” in the strategies published by the Labour government in 1999 – 2000 

(Government, 1999, p. 23). 

The current iteration of the national curriculum for key stages 1 – 4 2013, updated in 

2014, has retained the description of English and Mathematics as language and 

literacy, and numeracy, making use of English and Mathematics as the general 

terminology within the “programmes of study” (Education, 2013b) and (Education, 

2014c). English as a subject is not split in general into Literacy or Language, these 

subject categorisations take place from A-level studies through to higher education. 
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It is evident that the national curriculum has been and remains a highly politicised 

framework that is often moulded and re-moulded to suit the ideological desires of the 

government of the time. The prescriptive nature of the curriculum, while stated as 

being reduced by successive ministers for education, has more often been increased 

to include areas within each subject that each government feels represents their 

desires for a continuation of culture or a cultural narrative.  

This prescriptive nature impacts the teachers themselves, as their teaching is guided 

by the national curriculum, and their choices of, or creation of, resources is equally 

guided by the prescribed narrative of the national curriculum.   

 

Content analysis of the national curriculum for England. 

The following sections consist of in-depth critical qualitative content analysis of the 

core subjects of the national curriculum for Key Stages 1 and 2, 2013, as well as the 

national curriculum in England Key Stages 3 and 4, 2014 and includes the History 

curriculum for both. By comparatively analysing each of the ‘core’ subjects at both 

primary and secondary levels, as well as the history curriculum primary and secondary 

I seek to reveal the prescriptive natures of the curriculum vis a vis the subjects, and to 

show how that prescriptive nature may affect the styles and methods of teaching and 

the impact on resourcing. 
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The National Curriculum in England, Key Stages 1 and 2 framework 

document 2013. 

The National Curriculum in England for Key Stages 1 and 2 2013 retains the Key Stage 

structure of the preceding National Curricula as well as the use of Core and Foundation 

subjects(Education, 2013a, p. 7). The National Curriculum itself is intended to be used 

as a facet of the school’s daily curriculum and expects that teaching and learning 

should range beyond its stipulations in terms of extended learning, topics, and specific 

yearly themes such as World Book Day.  

3.2 The national curriculum is just one element in the education of 

every child. There is time and space in the school day and in each 

week, term and year to range beyond the national curriculum 

specifications. (Education, 2013a, p. 6) 

 

Additionally, the National Curriculum is explicit in its expectation that the teacher is the 

major architect of the daily teaching and states: 

The national curriculum provides an outline of core knowledge 

around which teachers can develop exciting and stimulating lessons 

to promote the development of pupils’ knowledge, understanding and 

skills as part of the wider school curriculum. (Education, 2013a) 

 

The current Key Stages, implemented in 1988, are: Foundation Stage (reception ages 

4 – 5), Key Stage 1 (Years 1 – 2 ages 5 – 7), Key Stage 2 (Years 3 – 6 ages 7 – 11) 

(Education, 2013b), Key Stage 3 (Years 7 – 9 ages 11 – 14), Key Stage 4 (Years 10 

– 11 ages 14 – 16) (Education, 2014c). 
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The Core subjects (those being deemed of “core” importance in education) are 

Mathematics, English, and Science, while the Foundation subjects (all other statutory 

subjects) are History, Geography, Technology, Music, Art, Physical Education, and 

Religious Education (Government, 1988, pp. 14 (12, pt 01, 13 (12) a)).  

The “Core” subjects of English, Mathematics, and Science are mandatory subjects 

which must be taught across all Key Stages throughout the English education system 

and from which pupils cannot be withdrawn unless they have specific educational 

needs that requires an adapted curriculum. 

 

The national curriculum in England Key stages 3 and 4 framework 

document. December 2014. 

As with the national curriculum in England for Key stages 1 and 2, the curriculum for 

Key stages 3 and 4 are separated into “core” subjects and “foundation” subjects.  

The foundation subjects for secondary education are: Art and Design, Citizenship, 

Computing, Design and Technology, Languages, Geography, History, Music, and 

Physical Education (Education, 2014c, p. 6), with Religious Education and Sex and 

Relationship Education remaining statutory, and provision for Personal Social Health 

and Economic Education (PSHE) being stipulated but not structured within the 

National Curriculum itself.  
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Additionally, from KS4 the foundation subjects classified as “the arts”, all foundation 

subjects excluding Physical Education, Computing, and Citizenship, are no longer, 

“compulsory national curriculum subjects after the age of 14, but all pupils in 

maintained schools have a statutory entitlement to be able to study a subject in each 

of those four areas.” (Education, 2014c, p. 7). While Religious Education, Relationship 

Education, Relationship and Sex Education, and Health Education remain fixed as 

compulsory (DfE, 2019). 

Both the Primary and Secondary national curricula state that teachers must 

differentiate work for their pupils as a matter of inclusion. Equally, there is particular 

attention paid to the importance of Numeracy and Literacy, elevating Mathematics and 

English as the prime “Core” subjects (Education, 2014c, pp. 9 -10). 

English KS1 and KS2 

The stipulations for English focus upon the acquisition of key skills and abilities 

throughout a child’s learning development. While the Early Years and Foundation 

Stage curricula make use of the “milestones” terminology, the concept of attainment 

and learning stages continues throughout the National Curriculum, however, there is 

no stipulation of specific English topics or themes to be taught at any particular time. 

The curriculum is specific about how English should be separated into areas of 

Reading, Writing, Spelling and Grammar, and Speaking and Listening, and explains 

that the children are expected to develop a “love of literature” (Education, 2013a, p. 

13). 
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The curriculum contains examples of how it can be used to aid the teaching of English, 

however, all examples are explicitly stated as non-statutory and therefore the onus is 

on the teacher to plan and carry out the teaching with themes and topics that 

incorporate the statutory requirement (Education, 2013a, pp. 13 - 98). 

 

English. KS3 and KS4 

In both Key stages 3 and 4 English is separated into four sections, Reading, Writing, 

Grammar and Vocabulary, and Spoken English. These sections are then described 

within the National Curriculum for English and detailed as to the expectations of the 

skills that should be learnt by all pupils.  

While the English curriculum is particularly directed towards the acquisition of skills, 

the subject content on Reading for KS3 states that; 

Pupils should be taught to: 

Develop an appreciation and love of reading, and read increasingly 

challenging material independently through:  

• reading a wide range of fiction and non-fiction, including in particular 

whole books, short stories, poems and plays with a wide coverage of 

genres, historical periods, forms and authors. The range will include 

high-quality works from: • English literature, both pre-1914 and 

contemporary, including prose, poetry and drama • Shakespeare (two 

plays) • seminal world literature 
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• choosing and reading books independently for challenge, interest 

and enjoyment.  

• re-reading books encountered earlier to increase familiarity with them 

and provide a basis for making comparisons. (Education, 2014c, p. 

15) 

It is this section of the curriculum for English that prescribes specific themes, topics 

and lesson content. The remaining sections of Writing, Grammar and Vocabulary, and 

Spoken English provide direction on skills acquisition as well as a non-statutory 

glossary of vocabulary and grammar for teachers’ use (Education, 2014c). 

The national curriculum in England chapter on English for Key stage 4 follows the 

example of the previous KS3 chapter and focusses on skills development. However, 

the initial section on Reading is as prescriptive as that of KS3 stating: 

Pupils should be taught to:  

• read and appreciate the depth and power of the English literary 

heritage through:   

• reading a wide range of high-quality, challenging, classic literature 

and extended literary non-fiction, such as essays, reviews and 

journalism. This writing should include whole texts. The range will 

include:  

•  at least one play by Shakespeare  

• works from the 19th, 20th and 21st centuries  

• poetry since 1789, including representative Romantic poetry  

• re-reading literature and other writing as a basis for making 

comparisons  

• choosing and reading books independently for challenge, interest 

and enjoyment. (Education, 2014c, p. 18). 
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Although the sections on Reading for both KS3 and KS4 prescribe Shakespeare 

specifically, as well as types of literature and poetry from particular periods, they do 

not stipulate specific plays, poets or poetry, or literatures, allowing teachers and 

schools to develop their own syllabus and resources dependent on their desires and 

their pupils’ needs. With this being said, as with the pre-National Curriculum period 

(James, 2018a), much of the English syllabus is structured around the content of end 

of year or final examinations.  

If the school is following a particular examination board’s syllabus, such as AQA or 

Edexcel then that will dictate the literature taught in the school. For example, the AQA 

syllabus for English GCSE states:  

 

 

 

 

 

Figure 1. Screen shot of AQA syllabus for English (AQA, 2021b) 

This direction from the examining body fundamentally controls the choices of the 

teachers in their options for resourcing. 
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Mathematics. KS1 and KS2 

Mathematics is prescriptive within the national curriculum as the subject is viewed as 

factual knowledge and skills based. This is born out through the explicit expectations 

of what pupils should be taught and what they should know by the end of each key 

stage.  

While specific topics of study are described and prescribed for several other subjects, 

such as English and History, there exists a level of choice available to teachers for 

those subjects, where Mathematics remains wholly prescriptive and non-negotiable.  

With that having been said, while the specific areas of mathematics learning are 

stipulated and statutory, the method of how they are taught and the order which they 

are taught is left up to the school and class teachers.  

Additionally, the curriculum states that sections of the mathematics curriculum can be 

taught earlier, or later, depending on the development of the pupils in those areas. 

Throughout Key Stages 1 and 2, up to Year 6, pupils are taught mathematics in the 

themes of Number, Measurement, Geometry, and Statistics. From Year 6, pupils are 

also expected to be taught ratio and proportions, and Algebra (Education, 2013a, pp. 

138 - 139). 

As with the curriculum stipulations on English, there are non-statutory examples 

provided in the teaching of mathematics, as well as appendices on methodology with 

clear expectations that pupils be taught the standard methods for equations such as 

long multiplication and division (Education, 2013a, p. 143).  
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Mathematics. KS3 and KS4 

The then Education Secretary Michael Gove’s speech to the Royal Society on Maths 

and Science in June 2011 was focussed upon the concept of bridging the gap between 

British pupils and those of the “East”. According to Gove, “British 15-year-olds’ maths 

skills are now more than two whole academic years behind 15-year-olds in China” 

(Gove, 2011). It was this that drove Mr. Gove to have the national curriculum for 

Mathematics re-framed and directed towards higher attainment in mathematics at 

earlier age ranges.  

The result is a national curriculum for mathematics that is particularly prescriptive in 

what should be taught to each Key stage. The KS3 curriculum states that all pupils 

should learn how to “work mathematically” which includes descriptive areas of how 

pupils must be taught to, “develop fluency”, “reason mathematically”, and “solve 

problems” (Education, 2014c, p. 43). All four broad areas contain the aspects of 

mathematics that must be learnt.  

These aspects are then broken down as “Subject content” which itself is organised 

into mathematical genres, these being: “Number”, “Algebra”, “Ratio, proportion and 

rates of change”, “Geometry and measures”, “Probability”, and “Statistics” (Education, 

2014c, pp. 43 - 47). Each of these genres contain further, fully detailed expectations 

of what must be taught throughout the key stage.  

The Key stage 4 curriculum follows the same prescriptive path as that of KS3, and 

includes in depth sections on calculus, algebra, and formulae. With this being the case, 

the KS3 and KS4 national curriculum for Mathematics does not contain detailed year 

group breakdowns of what is expected as the KS1 and KS2 curriculum, and equally 

does not contain an appendix of examples for use.  
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This allows secondary school teachers autonomy for what they feel should be taught 

to each year group and when specific areas should be introduced. With that having 

been said, as with the English curriculum, there is a heavy drive from schools and local 

authorities to assess pupils throughout the years, as well as directing towards end of 

programme examinations such as GCSEs and A-Levels. If a school is using an exam 

board such as AQA then it is likely that their syllabus will be directed by the content of 

those examinations.  

Additionally, the curriculum change from including practical course work within 

mathematics to wholly relying on end of course examinations has caused some to 

argue that the practical applicability of mathematics knowledge has been sacrificed for 

the sake of publishable results used for accountability and evaluation of schools and 

teachers (Torrance, 2017).   

This results in mathematics teachers utilising less and less resources that demonstrate 

practical application of knowledge, whilst relying more and more on teaching 

resources that match or reference the end of course examination. In essence, teaching 

to the exam.  

 

Science. KS1 and KS2. 

The national curriculum section on science can be described as more prescriptive than 

the mathematics section as it stipulates specific areas of knowledge to be taught within 

the differing year groups and across the key stages. 

The KS1 (key stage 1) and KS2 (key stage 2) science curriculum follows the principle 

that all students should be able to gain specific scientific skills and knowledge during 

their education.  
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This includes an understanding of the scientific method and general aspects of 

scientific enquiry (Education, 2013a, p. 147). Year 1 follows a programme of study that 

stipulates the teaching of naming of plants, animals, everyday materials, and seasonal 

changes. Year 2 follows living things and their habitats, plants, animals including 

humans, and use of everyday materials. 

For lower KS2, year 3 studies plants, animals including humans, rocks, light, and 

forces and magnets. While Year 4 studies living things and their habitats, animals 

including humans, states of matter, sound, and electricity. Again, the KS2 science 

curriculum works along the basis of development of skills and a growing knowledge of 

the scientific method and enquiry. However, the topics of study remain prescriptive for 

each year group.  

The upper KS2 curriculum follows living things and their habitats, animals including 

humans, properties and changes of materials, Earth and Space, and Forces in Year 

5, and Year 6 follows living things and their habitats, animals including humans, 

evolution and inheritance, light, and electricity (Education, 2013a, pp. 144 - 175). As 

can be seen, there is a large amount of revisiting and development of specific scientific 

themes and topics, with more intricate and detailed topics being covered in upper KS2. 
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Science. KS3 and KS4. 

As with the KS3 and KS4 mathematics curriculum, the secondary science curriculum 

is separated by the key stages, as opposed to the primary curriculum which prescribes 

for each year group. However, the secondary science curriculum follows the same 

pattern as the primary in terms of its mapping and topic prescription. 

The KS3 science curriculum is separated into the three areas of Biology, Chemistry, 

and Physics. Each area contains a breakdown of the topics that must be taught 

throughout the Key stage, but not specifically in each year group. For example, the 

KS3 curriculum section on Biology states that pupils must be taught the “structure and 

function of living organisms” which must include:  

• Cells and organisation. 

• The skeletal and muscular systems. 

• Nutrition and digestion. 

• Gas exchange system. 

• Reproduction. 

• Health 

(Education, 2014c, pp. 59-61) 

 

This section is followed by, “material cycles and energy, interactions and 

interdependence, and genetics and evolution” (Education, 2014c, pp. 61-64) with each 

section split into specific themes similar to the above. The areas of Chemistry and 

Physics are equally split into themed sections with the overriding idea being that all of 

the themes must be taught to KS3 pupils during that three-year period.  



41 
 

The Key stage 4 science curriculum follows suit with the areas of Biology, Chemistry, 

and Physics broken down into related themes. Each being a continuation of the 

learning gained during Key stage 3 (Education, 2014c, p. 68). 

The highly prescribed nature of the Science curriculum serves as the framework within 

which all science teaching should be based for all government funded schools. While 

the curriculum stipulates the areas and themes it does not provide resources or 

stipulate specific resources that should be used, however, it does state that “The 

scope and nature of their study should be broad, coherent, practical and rigorous, so 

that students are inspired and challenged by the subject and its achievements” 

(Education, 2014c, p. 69). The use of the word ‘practical’ very specifically points 

science teachers in the direction of practical resources as much as possible, although 

this can only be ensured within the realms of reasonability.  

 

Foundation Subjects. 

The foundation subjects consist of: Art and Design, Computing, Design and 

Technology, Geography, History, Languages, Music, and Physical Education. 

Religious Education is not outlined in the National Curriculum, however, there is a 

mandate for all local authorities to provide an agreed Religious Education syllabus to 

be taught in all maintained schools (Government, 2010, p. 10) 

Unlike the “Core” subject curriculum the “foundation” subject curriculum is structured 

as general guidance for the Key Stages rather than by each year group. However, Art 

and Design, Computing, Design Technology, Geography, Languages, Music, and 

Physical Education are by far the least prescriptive foundation subjects.  
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Their sections consist of stipulations of knowledge and skills that should be acquired 

throughout the key stages, but there are no specific lesson themes, meaning that the 

onus of theme planning for each of these subjects, and therefore the resourcing, is at 

the discretion of the teacher or subject leader within the school. This differs from the 

syllabus approach taken within the “core” subjects as well as History.  

History stands in contrast with the other foundation subjects in that its topics and 

themes are prescribed within the National Curriculum. 

The following section constitutes a content analysis of the history curriculum for Key 

stages 1, 2, 3, and for GCSE. 

 

History. KS1 and KS2. 

In 2014 the history curriculum was reformed away from a skills focussed curriculum 

and towards a knowledge and fact based curriculum, this was driven by the 

Conservative/Liberal Democrat coalition government’s desire to institute a ‘national 

narrative’ of British culture, history, and most importantly for then Minister of Education 

Michael Gove,  British values (Mansfield, 2018). Gove initially consulted with a number 

of history academics, such as historian Niall Ferguson, who advocated for a broader, 

more global history curriculum. This, however, did not suit Gove’s political principles 

and so he chose instead to ‘consult’ with other history academics, such as The Better 

History Forum of Conservative Teachers, and Mr. Steven Mastin, a former 

Conservative candidate and history teacher, resulting in a history curriculum that more 

suited Gove’s desires.  
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The curriculum designed matched Gove’s rhetoric on learning ‘British history’ and was 

met with dismay from large sections of the history community (Works, 2013). Mansfield 

argues that the 2014 history curriculum reform was a, “return to the ‘traditional’ style 

of history teaching” (2018, p. 42), more akin to the private school education 

experienced by members of the governing parties. This resulted in “non-academic” 

resources such as the television series ‘Blackadder’ being deemed as un-useful by 

the government, comparing the usefulness of non-standard resources to that of the 

younger children’s book series “The Mr Men” (Gove, 2014b) in terms of academic 

utility.  

This further reveals the prescriptive nature of the history curriculum as dictated by the 

government. The move towards the teaching of ‘British values’ as a national narrative, 

driven through the use of ‘authorised’ resources equally assumes a passive 

receptiveness in the pupils. An assumption that was tested and shown to be false by 

one of the participants of this research. Additionally, the removal of ‘non-standard 

resources’ such as satirical television series or other media could be argued to control 

the narrative of history and direct it away from scrutiny. 

The history curriculum is prescriptive in its approach to the expectations of knowledge 

gained and topics taught throughout the key stages. There is a clear ideological 

approach to these expectations in that the concepts of historical enquiry and 

methodology are listed at a lower section than the expected knowledge gain, indicating 

that there is a greater emphasis on the information that is expected to be taught with 

a view to knowledge gained rather than the acquisition of skills that could be acquired 

within the disciplinary method of historical study.  
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These are aspects of historical education that have been heavily debated and were at 

the centre of a 2011 House of Lords debate (Cruse, 2011) which framed the arguments 

as; should we teach the facts for the sake of cultural knowledge, or should we teach 

the skills to research history itself?  

The debate paper acknowledges that the history curriculum was derived from a 

Grammar school “great tradition” of teachers reciting facts and pupils passively 

receiving the information, and that this changed throughout the 1980s leading to the 

great debate of “facts vs Skills” (Cruse, 2011, p. 13).  

The paper concludes with a section on how a “new history curriculum” should be 

taught, with contributions from many thinkers who either believed that there was 

enough fact-based education in the pre-existing curriculum, or agreed with then 

Secretary of State for Education Michael Gove that far more emphasis needed to be 

placed on knowledge gained.   

While the curriculum does account for both, the positioning of knowledge and facts-

based learning takes four of the six points, with methods and contextualisation only 

taking two, at the bottom of the list. 

The history national curriculum states: 

The national curriculum for history aims to ensure that all pupils:  

• know and understand the history of these islands as a coherent, 

chronological narrative, from the earliest times to the present day  

• know and understand significant aspects of the history of the wider world: 

the nature of ancient civilisations  

• gain and deploy a historically grounded understanding of abstract terms 

such as ‘empire’, ‘civilisation’, ‘parliament’ and ‘peasantry’  
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• understand historical concepts such as continuity and change, cause and 

consequence, similarity, difference and significance  

• understand the methods of historical enquiry  

• gain historical perspective by placing their growing knowledge into different 

contexts (Education, 2013a, p. 188) 

The KS1 history curriculum states that KS1 pupils be taught “Changes within living 

memory”, “events beyond living memory”, and “the lives of significant individuals in the 

past” (Education, 2013a, p. 189). It gives some non-statutory examples of who and 

what the pupils could be taught but does not directly stipulate topics, only themes. 

In contrast, the KS2 history curriculum states that KS2 pupils should be taught specific 

topics as well as themes, stipulating:  

• Changes in Britain from the Stone Age to the Iron Age. 

• The Roman Empire and its impact on Britain. 

• Britain’s settlement by Anglo-Saxons and Scots. 

• “The Viking and Anglo-Saxon struggle for the Kingdom of England to the time 

of Edward the Confessor”. 

• A local history study. 

• “A study of an aspect or theme in British history that extends pupils’ 

chronological knowledge beyond 1066”. (Education, 2013a, pp. 190 - 191) 

As well as: 

• The achievements of the earliest civilizations – an overview of 

where and when the first civilizations appeared and a depth study 

of one of the following: Ancient Sumer; The Indus Valley; Ancient 

Egypt; The Shang Dynasty of Ancient China  
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• Ancient Greece – a study of Greek life and achievements and 

their influence on the western world 

 

• A non-European society that provides contrasts with British 

history – one study chosen from: early Islamic civilization, 

including a study of Baghdad c. AD 900; Mayan civilization c. AD 

900; Benin (West Africa) c. AD 900-1300. (Education, 2013a, pp. 

191 - 192) 

As can be seen, the history curriculum for KS2 is particularly prescriptive, arguably 

more so than the core subjects, and this prescriptive nature can be seen to impact the 

style of teaching within the history classroom, an aspect that is touched upon by a 

number of the participants of this research. 

There are non-statutory examples of topics that can be used within the context of the 

directed themes, such as “Viking raids and invasions”, as well as teacher choice of 

topics available for the “achievements of the earliest civilisations” and “a non-

European society” however, even the choices are directly stipulated with the 

curriculum. There is little to no allowance for teacher creativity within the subject. 

Hawkey argues that of the types of history curriculum that could be taught, the current 

curriculum follows the concept of “body of knowledge” rather than “form of knowledge” 

in which pupils learn historical skills (Hawkey, 2015, p. 188). To illustrate his point he 

cites Michael Gove as stating that, “a history education should see ‘children sitting in 

rows, learning the kings and queens of England’ and studying lessons that ‘celebrate 

rather than denigrate Britain’s role through the ages, including the Empire” (Gove 2010 

in Hawkey, 2015, p. 188). 
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Indeed a 2016 study conducted by Harris and Burn questioned history teachers on 

their views of the coalition government’s changes to the history curriculum and found 

that, “overall the reaction to the proposed changes to the curriculum was hostile.” 

(Harris & Burn, 2015, p. 529) as the teachers felt that the specified topics within the 

curriculum did not allow for teacher discretion and adaptation, and that the majority of 

the themes and topics were either not relevant to the pupils or did not include more 

relevant topics (Harris & Burn, 2015, p. 531).  While Harris and Burn’s study was 

conducted with secondary school teachers, its findings remain relevant and are 

echoed by several of the primary school teacher participants of this research, as well 

as the secondary school teacher participants. 

History, as argued by Hawkey, as well as Alexander and Weekes-Bernard, has been 

politicised and structured to focus on “a more traditional view of British history, focused 

on Kings, Queens and Wars” (Alexander & Weekes-Bernard, 2017, p. 482). Practically 

controlling the topic output from the teacher, and equally, the resourcing used. 
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History. KS3 and KS4. 

The National curriculum for history is focussed upon Key stage 3 and is a continuation 

of the themes and topics of the history curriculum for Key stage 2. 

As with the KS2 curriculum, the KS3 framework is split into topic sections and themes 

within those topics, though the themes are non-statutory. The topics are: 

• The development of church, state and society in Medieval Britain 1066 – 1509 

• The development of church, state and society in Britain 1509 – 1745 

• Ideas, political power, industry and empire: Britain 1745 – 1901 

• Changes for Britain, Europe and the wider world 1901 to the present day (which 

must include the Holocaust) 

• A local history study 

• The study of an aspect or theme in British history that consolidates and extends 

pupils’ chronological knowledge from before 1066 

• At least one study of a significant society or issue in world history and its 

interconnections with other world developments (for example, Mughal India 1526-

1857; China’s Qing dynasty 1644-1911; Changing Russian empires c.1800-1989; USA 

in the 20th Century). (Education, 2014c, pp. 95-97). 

Each of these topics are accompanied by non-statutory examples such as the Norman 

Conquest, Renaissance and Reformation in Europe, and women’s suffrage.  

While these areas are non-statutory, they do form the thematic basis for the majority 

of the written examinations that pupils will undertake at the end of Key stage 3 before 

moving into Key stage 4 which are generally mock GCSE exams.   
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However, as Year 9 examinations are themselves non-statutory and graded within the 

school itself, there is greater autonomy for history teachers to choose topic areas that 

they feel suit their classes, or that they can resource for. A KS4 history framework is 

not provided for within the National Curriculum for England Key stages 3 and 4 

framework document as it is a foundation subject and therefore optional for pupils to 

choose to undertake to GSCE level. There is, however, a History GCSE subject 

content document (Education, 2014b) by the Department for Education that prescribes 

the topics, themes and areas that should be taught to all pupils who have chosen to 

take history as a GCSE subject. 

The document states that GCSE history should build upon the pupils’ learning from 

KS3 and that: 

This content sets out the full range of content for GCSE specifications 

in history. Awarding organisations may, however, use any flexibility to 

increase depth, breadth or context within the specified topics or to 

consolidate teaching of the subject content (Education, 2014a). 

There is a stark difference between KS3 and KS4 in the stipulated structure of the 

content, how it should be taught, with the KS4 content separated into threes: 

from three eras:  

• Medieval (500-1500), Early Modern (1450-1750) and Modern 

(1700-present day)  

• on three time scales: short (depth study), medium (period study) 

and long (thematic study)  
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• on three geographical contexts: a locality (the historic 

environment); British; and European and / or wider world settings 

(Education, 2014a, p. 4) 

As well as three “forms of study”.  

• Depth studies, looking at shorter periods of history, but in greater depth, and 

focussing on “the complexity of a society or historical situation and the interplay 

of different aspects within it” (Education, 2014a, p. 4). 

• Period studies, which must focus on at least fifty years’ worth of history and, 

“require students to understand the unfolding narrative of substantial 

developments and issues associated with the period” (Education, 2014a). 

• Thematic studies, concentrating on larger periods of time, or “long sweep of 

history, including the most significant characteristics of different ages”, which 

generates a more nuanced comparative study of different periods following 

themes. The document states that, “these aspects should include (but are not 

restricted to) some or all of the following: culture, economics, politics, religion, 

science, technology and war” (Education, 2014a, p. 4). 

 

The document states that there should be at least one British period study, and that 

themes and periods should not overlap and that the thematic study “must differ 

significantly in focus from the people, issues and events covered in the depth and 

period studies” (Education, 2014a, p. 5).  

With this being the case, the document cannot be described as overly prescriptive in 

terms of the specific periods, regions or themes, and gives teachers a generally varied 

scope to plan and resource for their pupils.  



51 
 

However, as with KS4 English and Mathematics, schools choose examining bodies, 

such as AQA (see below), to enable their pupils to undertake examinations. These 

examining bodies publish past papers as study aids for pupils, which are utilised as 

resources by the teachers. This then, directly impacts the possible choices that can 

be made by history teachers. 

 

Figure 2.  Screen shot of AQA past papers available to parents and teachers for download (AQA, 2021a) 

Above we can see a number of examples of past papers provided by the examination 

board AQA. These past papers focus upon very specific periods of history, and directly 

impact the themes of what can be taught in preparation for the examinations. 

While the KS4 document seemed to be addressing teachers concerns that the 

government was being overly prescriptive in their approach to history (Harris & Burn, 

2015), the fact that the teaching is so heavily directed by the content of the 

examinations undermines those efforts.  
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Indeed, Harris and Burn’s research found that history teachers preferred a curriculum 

that would be more relevant to their pupils and that it should place “British history within 

a broader context so that students can better understand the world in which they live 

today” (Harris & Burn, 2015, p. 537). Sentiments which are echoed by a number of 

participants of this research. These desires are hampered by the demands of the 

examinations, which may not reflect the written core of the KS4 document, but 

certainly reflect the prescriptive nature of the KS3 curriculum framework. 

As we have seen in this analysis of the national curriculum, the ‘core’ subjects of 

English, mathematics, and science, as well as history can be described as politically 

divisive in terms of their being re-formulated and re-branded to suit the desired 

educational aims of the government of the day. Their syllabus, structures, methods of 

delivery, and course contents are directed within the national curriculum as well as 

within the examinations that bookend their taught phases. This level of direction is 

often tied to the ideologies of the governments that oversee the national curriculum 

during their tenure. Their ethos of education or educational ideologies structuring not 

only what is taught, but how it is taught.  

The prescriptive nature of these particular subjects within the national curriculum 

directly impacts their methods of delivery in that teachers must focus their 

understanding of their pupils’ needs around what it is that they must be taught 

according to the government. The participants of this research have stated that too 

often they have found that the content of the curriculum does not match or reflect the 

perceived identities or needs of their pupils, this is particularly true for the participants 

in terms of the teaching resources they use to deliver their lessons. Additionally, the 

participants’ social identities are often reflected in their choices of, and use of 

resources for the lessons that they teach.  
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Where resources have been directly created either by a government body, or with 

government oversite (CooperGibson, 2018) to link with the national curriculum the 

participants have either had to adapt the resources to serve their own social identity 

needs, or have found that they have made use of other media as resources to counter 

the government narrative 

Having described the national curriculum for England in terms of its context for this 

research, this chapter will now focus on how teaching can be described as social 

communication and how teachers are social communicators. Following this, the 

section on context will conclude by exploring teaching resources, how they are defined 

and how they can be viewed as media, particularly when used by teachers to generate 

discussion and dialogue. 
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Teaching as social communication. 

According to Hirst (2006), the act of teaching is a form of social communication that 

involves the dissemination of knowledge and ideas for the purpose of enabling an 

identitified and specific audience to engage in the act of learning. The specificity of 

enabling an audience to engage in the act of learning is delberate, as Hirst points out, 

one may undertake the act of teaching with the intention of enabling a recieveing 

individual to learn, but that receiving individul must equally be willing to learn (Hirst, 

2006).  

He therefore argues that the act of teaching requires an active audience to receive the 

teaching. If an audience must be active then it follows that Hirst’s didactic description 

falls short of explanation of what it means to teach and to learn. Following Jean 

Piaget’s theory of constructivist development (Piaget, 2000) in which children develop 

through congnative stages, the practice of constructivist learning was developed and 

has been extensively studied along the grounds of active learning and generating 

constructivist learning pedagogy (Bada, 2015; Clements & Battista, 1990; Cooperstein 

& Kocevar‐Weidinger, 2004; Yager, 1991).  

Cooperstein and Kocevar-Weidinger explain that constructivist learning requires that 

meaning is constructed by the learner in the process receiving educational input. They 

must be active in their reception (2004). They continue to describe how learning is 

built upon the experience generated through previous learning, that social interaction 

is key to enhancing learning, and that “authentic” tasks must be utilised to develop 

meaningful learning experiences (Cooperstein & Kocevar‐Weidinger, 2004). In this 

sense authentic is meant as activities that are representitive of real life. In this sense 

the act of teaching must account for the constructivist nature of learning.  
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That learing is active is one aspect of the teaching/learning interaction. Teaching itself 

must move past the aspects of learning that requires observation and experienec and 

place itself deliberately in an interactional relationship with the learner. It is this 

distinction then that enables us to define the act of teaching as an act of social 

communication that works in tandem with the act of intentional learning. Teaching then 

requires a deliverer, the teacher, and an audience, the pupil/pupils, and it is this that 

aligns the act of teaching with other acts of social communication. It is interactionist by 

virtue of the two parties, the teacher and the pupils, who interact in the acts of teaching 

and learning.  

Where teaching and learning differ from other forms of social communication lies in 

the directionality of the interaction. Television is interactionist with an intended 

audience in that the audience are recieveing the intended message of the media (Hall, 

1980), however the audience is not generally intended to respond directly with the 

presenter of the media. Teaching, on the other hand, is deliberately seeking two way 

interaction, whether it be through dialogue creation or through the completion of tasks 

(Daly and Vangelisti in Green & Burleson, 2003).  

How pupils act as audience to the messaging of teaching is fully explored in the 

literature review chapter. It is first necessary to explore the media that is presented to 

pupils in the act of teaching. That media is most often described as teaching resources 

and it is on this subject that the context section now turns.  
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What is a teaching resource? 

Teaching and learning resources are materials and/or sources of information and 

instruction that a teacher can utilise in their method and style of teaching to enable 

their pupils to access learning. While the British Council’s article (Ross, 2022) 

describes learning resources vaguely as, “things that teachers can access to help 

them do some aspects of their job better”, it does contain selection criteria for the 

selection of teaching resources that enables us to investigate the cognitive processes 

through which a teacher selects and uses resources in their daily teaching. These 

selection criteria are: 

• Audience and relevance (Ross, 2022). 

Here Ross has defined the receivers of the resource as an audience. As the 

article is centred on teaching resources it can be assumed that the audience 

referred to must be the pupils to whom the resource is being presented, and 

as they are labelled as audience, then we can equally conceive of resources 

as a form of media. In terms of relevance, Ross is referring not only to how the 

resource must be relevant educationally, but equally, as he uses the term 

audience first, how the resource must be directly relevant to the pupils as an 

audience. Its relevance can be measured through the embedded messaging 

or the educational focus. 

• Educational focus (Ross, 2022). 

The educational focus refers to the theme or topic of the lesson for which the 

resource has been created and is intended. This focus can be described as 

the messaging embedded within the resource and must therefore be relevant 

to the pupils as audience and to the subject being taught.  
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The teacher’s cognitive process in the act of resourcing takes into account the 

educational focus, the messaging, of the resource and relates that to relevance 

to the pupils, as the audience. 

• Ease of use/preparation (Ross, 2022). 

The accessibility of the resource, how it can be utilized as a resource, and how 

replicable it is (can it be utilized more than once?) are questions that a teacher 

asks themselves during their cognitive process of resourcing. If the resource 

is too difficult to obtain, to gain access to, or too costly or time consuming to 

create, then it is less likely to be used. Many of the participants of this research 

have spoken on the cost prohibitive nature of some resource types, such as 

textbooks, which has led to their use as resources diminishing in the 

classroom. A trend that has been noted across the United Kingdom (BBC, 

2022a; Leith, 2019; Lenon, 2021) 

• Accuracy and authority (Ross, 2022).  

In terms of accuracy and authority it is unlikely that teachers would choose, 

create, or make use of resources that contained inaccurate information or 

lacked authority. However, the messaging of the resource, being the 

educational focus, can be influenced by the teacher’s personal perspective as 

the producer of the resource, or as the message vehicle, therefore the teacher 

views the accuracy and/or authority of their resource choice through their own 

educational lens. Evidence and the implications of this will be discussed in the 

data discussion chapter, however, it is important to note that consideration of 

accuracy and authority is described by Ross as an aspect of the cognitive 

process undertaken by teachers in the act of resourcing.  
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Ross’ selection criteria fundamentally frame the concept of teaching resources as 

media that must be purposefully designed and focussed for an intended audience. The 

aspects of audience and relevance stipulate that a resource should be specified for 

the intended end users, those who will make use of the resource for their learning and 

must be relevant to their learning. Educational focus ensures that the resource itself 

works within the framing of the learning objectives of the lesson, or of a curriculum 

learning criterion. A resource should not be tangentially connected to the pupils’ 

learning objective, or completely disconnected as this would moot the purpose of the 

teaching instead. 

We can say then that a teaching resource should aid a teacher in their ability to impart 

their teaching to their pupils through the implementation of easily understandable, 

focussed, relevant, and accurate information or learning that enables pupils to 

enhance, “their intellectual and emotional capacities” (Bušljeta, 2013, p. 56). 

Indeed, Bušljeta defines of teaching resources as, 

the instruments of presentation and transmission of the prescribed 

educational material (Bušljeta, 2013, p. 56). 

Following Hall’s description of media as “symbolic vehicles” that work to complete his 

discursive circuit (Hall et al., 1980) Bušljeta’s definition serves to illustrate that it is the 

instrumentalization of materials, texts, objects, and other articles, that imbues them 

with messaging, and transforms them into symbolic vehicles, or media, for the purpose 

of education within the classroom setting, and that these media are ascribed the label 

of teaching resource. 
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Bušljeta continues to explain that teaching resources should have “common goals” 

which are the driving forces behind their creation or use. These common goals differ 

from Ross’ selection criteria. Here Bušljeta focusses on the desired educational 

outcome of a resource’s use, while Ross’ criteria explains the teachers’ cognative 

processes in the selection or development of a resource (Ross, 2022). 

Bušljeta’s common goals are: 

1. Student motivation,  

2. Developing creativity,  

3. Evoking prior knowledge,  

4. Encouraging the process of understanding, decoding, organising, 

and synthesising the educational content, logical thinking and 

reasoning, communication and interaction, and  

5. Contributing to the development of different skills and the 

acquisition of values of students, as well as the retention of 

desirable knowledge, skills and attitudes. (Bušljeta, 2013, pp. 56-

57) 

It is through these goals that Bušljeta defines media and other forms of directed 

learning as teaching resources. A form of media such as film created for TV or cinema, 

not initially created as a teaching resource, contains messaging in its format as 

entertainment media that was embedded within it by the director/writer. This 

messaging undergoes a transformation when selected by a teacher to be utilised as a 

teaching resource for the purpose of education. 

 



60 
 

It is that act of transformation, following Bušljeta’s goals, which transforms a pre-

created piece of media into a teaching resource. Additionally, it is in the act of 

determination of worth as a resource that the media piece is passed through Ross’ 

selection criteria and becomes a teaching resource. Visual media such as pictures, 

photos, maps, diagrams etc, auditory media such as music, voice recordings, 

soundscapes etc, and mixed media such as film/TV can be used as teaching 

resources by teachers and relies on the concept that audiences are active in their 

reception of that media, as the teachers, in the act of utilizing the media as teaching 

resources, will embed them with educational messaging and frame them with 

questioning for dialogue generation.  

Bušljeta’s description of teaching resources continues with the concept of “phases of 

usage” (Bušljeta, 2013, p. 58). She explains that there are three phases, selection and 

initial evaluation, presentation and interpretation, and final evaluation (pp. 58-59). 

Selection and initial evaluation must account for the learning objectives of the lesson, 

the character and characteristics of the pupils, the teacher’s subject knowledge, the 

type of teaching resource (audio, audio/visual, text etc.), and the accessibility and 

availability of resource use (does the school have the necessary technology or 

accessibility to use a resource?).  

Presentation and interpretation rests in how the resource is delivered to the class, the 

type and the level or type of teacher/pupil – pupil/pupil interaction or conversation it 

generates. Final evaluation is how the teacher measures the success of the resource 

in its generation of the previous two phases (Bušljeta, 2013). 
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It is my assertion that teachers make use of a vast array of media as teaching 

resources and that they select their resources both through Ross’ selection criteria 

and through Bušljeta’s common goals, and equally make use of Bušljeta’s phases of 

usage. We can also see that teaching resources can be described as media, following 

Hall’s definition of media articles, as they are utilized by teachers as symbolic vehicles 

that carry the teacher’s desired educational messaging. However, neither Ross or 

Bušljeta offer an adequate defintion of  what a teaching resource is, what counts as a 

teaching resource, what types of teaching resource there are, and why they can be 

described as teaching resources? 

Teaching resource types. 

Bušljeta (2013) asserts that there are three types of teaching resource: visual, audio, 

and audio – visual. Making use of didactic theory she breaks the visual down into two 

sub-sets: pictorial and written. Pictorial exists as either pictorial or graphic 

representation, while written can be described as either primary or secondary 

resources with the idea that a primary written resource can differ dependent on the 

subject being taught. For example, a primary written resource for language learning 

might include poetry, while scientific learning would include textbooks and exclude 

poetry as primary sources. Continuing she describes audio-visual as any media that 

combines the previous two resource types and would include film and educational 

programming.  
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It can be argued that this description of teaching resources is too narrow. While 

pictorial may include digital media, as would audio-visual, the current use of digital 

media such as digital learning platforms like Khan academy (Thompson, 2011), 

augmented reality resources (Lampropoulos et al., 2022), and educational 

applications such as Nessy (Lewis, 2017) have all drastically expanded the realms of 

audio-visual resources.  

Additionally, the use of tactile resources such as toys and games are fundamental to 

the development of children’s motor skills (Temple et al., 2014) and social skills 

(LeCroy, 1987) particularly in the Early Years, however, the use of educational toys 

continues to be of great importance throughout education. Equally there is the use of 

environment and encounter as resources that should not be overlooked. School 

field/class trips to specific places of learning, such as a museum, as well as the design 

and use of an environment, such as classrooms, are equally resources that require 

the use of learning goals/objectives to be integrated into learning (Chin, 2004; Michie, 

1998).  

While the destination of a field trip, such as a museum, could be considered the 

teaching resource in use, the entire scenario revolving around a field trip should 

arguably be considered as a resource. This is because the field trip does not stand 

alone or act as an anomylous event amongst the pupils’ learning. It is planned by the 

teacher, revolves around a subject or topic of a subject, requires pre-learning to enable 

the pupils to consider what it is they will be experiencing through the lens of learning 

objectives, will be directed by the class teacher during the experience, and then 

discussed in class after the event often resulting in the completion of some form of 

evidence such as a written report.  
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Michie (1998) conducted a number of interviews with science teachers on the subject 

of school field trips and found that all of his participants made use of field trips as a 

means for pupils to have “real life experiences” of science (Michie, 1998, p. 4). He 

equally found that field trips would be extensively prepared and planned for ahead of 

the trip itself, and that, “field trips should be integrated into the teaching program” (p. 

4). However, Marcus et al (2012) found that, of the 94 secondary History teachers they 

interviewed on the topic of school trips to museums, a large number did not follow up 

the experience with further questioning or make use of the museum’s online 

resources.  

This reveals that, although the experience was utilised as a resource by the teachers, 

their continued use of it after the event was less than expected (Marcus et al., 2012). 

It can be seen that environmental experiences, such as field trips, are utilised as 

teaching resources by teachers despite perhaps not utilising them to full effect at all 

times. I argue that as environmental experiences are used as resources, and as they 

require pre-teaching and generally post-teaching, they equally can be described as 

forms of experience media, as they are embedded with educational messaging and 

require the pupils, as an audience, to actively receive that messaging prior, during, 

and post the experience. 

By encounters as resources, I mean the use of people or other ‘things’ as resources. 

Class visits to or from knowledgeable individuals such as religious specialists, fire 

fighters, poets, and subject specialists all fall within this category. Indeed, the 

importance of encounter as resource is specifically expected within certain taught 

subjects such as Religious Education where consensus among governing bodies such 

as the Office for Standards in Education, Children’s Services and Skills (Ofsted), The 

National Association for Teachers of Religious Education (NATRE), and The Religious 
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Education Council for England and Wales (REC) is that “interaction between RE pupils 

and faith-practitioners as a teaching strategy (builds) good RE” (Salter, 2020, p. 290).  

Equally, Forest Schooling is constructed on the concept of creating educational 

opportunities within environments and making use of encounter resources (O'Brien, 

2009). Finally, the use of interactive digital media, virtual/augmented reality, games, 

apps, websites etc, has increased dramatically in education, particularly since the 

undertaking of home-schooling during the COVID 19 pandemic (Coleman, 2021, p. 

17).  

I differentiate interactive from purely audio-visual as their nature, by design, is to rely 

on the active reception and participation of the target audience (pupils) to access the 

learning opportunities built within them. An app such as Khan Academy (Thompson, 

2011), or digital games/websites such as Nessy (Vincent, 2020) make use of audio-

visual interaction but crucially work through the interaction of the user.  

With this evaluation of resources in mind, this discussion proposed that teaching 

resources can be separated into six categories:  

• Visual – Photographs, digital displays, classroom displays etc. 

• Audio – music, voice recordings, live performances (which can be included in 

encounter), sound-scapes etc. 

• Audio-visual – Film, viewing live performances such as concerts (which can 

also be included in encounter) etc. 

• Tactile – Objects specific to a theme or topic, craft materials, musical 

instruments, toys and play obstacles such as climbing frames etc. 
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• Interactive – Video games, board games, certain types of toys such as bee-

bots, musical instruments, objects such as microphones used for roleplay 

activities etc. 

• Environment/encounter – trips to places of learning such as museums, trips 

for learning experiences such as forests and beaches, visits to or from experts 

such as fire service personnel etc. 

While it can be seen that some resource types can fit into a number of the categories, 

and acknowledging that it could be argued that those resources within interactive and 

encounter could be placed within the realms of audio-visual, I reiterate the differences 

between interactive and audio-visual. Additionally, it is my opinion that environment 

and encounter resources require tactile and verbal interactivity that may not be 

necessary or feasible for the other resource types.  

It is then possible to look at how a resource is created based upon the above 

categories by examining the reasoning for a resource’s use. In essence, answering 

the question of, when does something become a teaching resource? 

Taking  Bušljeta’s definition of a teaching resource as “instruments of presentation and 

transmission of prescribed educational material” (Bušljeta, 2013, p. 56) and 

recognising the instrumentalization for the purpose of education as the instance of 

resource creation, it can be argued that making use of an environment or encounter 

with a person/thing for educational purposes ascribes the label of teaching resource 

to that environment/encounter.  
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Conversely, while some might argue that this means that anything could be described 

as a teaching resource, it is helpful to recall Ross and Bušljeta’s lists of criteria which 

state teaching resources have intended and specific learning objectives, and that a 

teaching resource must act as a message vehicle for that learning objective.  

A differentiation can then be made between equipment that is necessary for the 

undertaking of learning, pens, paper etc and those things that are utilised by the 

teacher to impart the message/knowledge or skills being taught. Therefore, objects 

such as art materials do not necessarily fall into the category of teaching resources as 

they are the tools required for the learning to take place.  

The distinction can then be described as:  

Teaching equipment Teaching resources 

Materials (not media) utilised for the 

undertaking of learning. 

Media (inclusive of environments and 

encounters) that serve as instruments of 

imparting educational objectives. 

Figure 3 Definition of teaching resources (Sean Edge, 2023) 

In opposition to Bušljeta, Van Oers states that, “every activity – including play activity 

– is seen as a distributed form of cognition, that comprises different cultural resources 

that can be employed by the actors for the accomplishment of the activity” (van Oers, 

2003, p. 7), I believe that, in terms of teaching resources, this definition is too broad in 

describing any activity as a resource, however I agree that it is in how a medium is 

utilised that defines it as a resource.  
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As the participants of my research made clear, the majority of their choices for 

resources were based upon a need or desire to generate dialogue and possibly debate 

from their pupils in order to generate knowledge or to test their understanding of the 

topic. 

The first half of this section on context explored the origins and political nature of the 

national curriculum. It was followed by an examination of the nature of teaching and 

learning as acts of social communication. The nature of teaching resources was then 

explored, a full definition of teaching resources was given, and reasoning was provided 

as to how teaching resources can be considered as media articles. The following 

section concludes the introduction chapter and sets out the methods overview. 
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Methods overview 

Participants in this research are seven practicing school teachers of the national 

curriculum for England, who are or have all taught in Primary and Secondary schools 

in England. This research makes use of social identity theory (Tajfel, 1982) as the 

theoretical lens through which the participants’ data was collected. The analytical 

approach to the participants’ reception and choice of resources is audience reception 

analysis (Hall, 1973) with the data collected through qualitative, interpretative 

methodology. The following thesis is composed of six chapters: 

1. Introduction and context.  

Giving an understanding of the rationale, context, and research aims and 

research questions. 

2. Literature review. 

Focussing on audience reception analysis and why it is utilised as the 

analytical lens for this research. Moving on to the connections and distinctions 

between identity theory, social identity theory, and habitus, and explaining 

why social identity theory was chosen as the theoretical framework for this 

research.  

3. Methodology. 

Composed of an introduction to the methodological approach, changes, and 

adaptations to the research due to the COVID 19 lockdowns, and an overview 

of methods and a timeline. The methodological, ontological, and 

epistemological approaches are described, followed by an explanation of the 

validity of this research. Sampling, method of data collection, ethics and 

positionality is explained in full.  
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4. Data analysis and presentation. 

In which the data is systematically presented with the analysis of each section 

of data explored and detailed. 

5. Discussion. 

Three chapters, each chapter answering one of the research questions. The 

discussion chapters focus on the relevance, importance, and impact of the 

participants’ social identities upon their choices of resourcing and their 

teaching, as well as exploring the findings of social identity construction, and 

how this directly affects teacher/pupil relations. 

6. Conclusion. 

The final conclusion chapter reveals how, with a knowledge of social identity 

construction, teachers can utilise reflexivity to address pre-conceptions and 

expectations they may have or develop when teaching. Additionally, it 

explains how social identity construction can be utilized as a theoretical lens 

through which to interpret other intergroup relations. 

The following chapter consists of a comprehensive review of the literature 

surrounding audience reception analysis, identity theory, social identity theory, and 

habitus and reveals how they connect with teaching and learning, use of teaching 

resources and how choice and use of teaching resources can be examined through 

audience reception analysis.  
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Literature review 

The first half of this chapter begins by exploring the analytical framework of audience 

reception analysis, which was used to analyse the written data provided by the 

participants and to analyse the transcripts of the one-to-one interviews. It continues to 

explain how teaching resources can be defined as media, how pupils and teachers 

can be defined as audiences of teaching resources, and how audience reception 

analysis can be used to analyse teacher and pupil reception of teaching resources as 

media.  

The second half of the chapter describes the theoretical underpinning of this research, 

social identity theory (Tajfel, 1974), and how it connects to teachers’ categorisation of 

themselves and their pupils through social identity construction, making use of the 

concept of habitus (Bourdieu, 1996a), and linking the theory to the analytical 

framework.  

 

Audience reception analysis 

For this research the analytical framework used for the analysis of the participants’ 

written and spoken reviews of resources is audience reception analysis. The following 

section details the background of audience reception analysis, further defines 

resources as media, and explains the reasoning for its use in the research. 

Audience reception analysis (Hall et al., 1980, p. 125) is the idea that the audience 

‘decodes’ then analyses and interprets the ‘encoded’ message of a media article into 

their own mental idea.  
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The audience receives the media article and then constructs their own meaning of it. 

As an example, this is an explicit aspect of modern art, in which the viewer is intended 

to create their own meaning from how they perceive/receive the artwork. 

In his seminal piece “Encoding/Decoding”, Stuart Hall (1980), the architect of audience 

reception analysis, describes media as the “symbolic vehicles” that carry embedded 

messaging that enables the continuation and completion of a communicative circuit, 

“of linked but distinctive moments—production, 

circulation, distribution/consumption, reproduction” (Hall et al., 1980, p. 117). He  

argues that for an article to become determinate” (p. 118), it must first pass through 

“discourse.” It, “must become a “story” before it can become an event” (p. 118). He 

continues to say that the content or “message” is itself determined by the discourse 

and social cultural framing. Therefore, “production and reception…are not identical, 

but they are related”(Hall et al., 1980, p. 119). 

Hall describes how traditional content analysis is often criticised for being overly linear, 

“sender/message/receiver”(p. 117) and for not taking into account the receiver’s 

perspective decoding and creating a “discourse” narrative that shapes comprehension 

of the “message” (p. 117).  

He argues that a message is conveyed by “symbolic vehicles”(p. 117), and that it is in 

the discursive form that the message, as “product”, is circulated and distributed, “to 

different audiences”(Hall et al., 1980, p. 117).  

These symbolic vehicles are later described by Hall as “signs” (Hall, 1997, p. 4) of 

representation. In terms of teaching resources, the creation or use of a resource is 

driven by the intended message the teacher desires to encode but could be received 

differently by the pupils if they perceive the media as containing unintended or hidden 

messages/representations.  
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Unintended could mean that the original creator of the media, this may be the teacher 

themselves, may have included visuals or text that could be received by the pupils 

negatively or in opposition to the intended message.  

For example, the inclusion or anachronistic imagery or the use of incorrect vocabulary 

within an RE or geography resource which may result in the pupils, as audience, 

negatively receiving the media. Additionally, the teacher’s learning intention, through 

the use of the resource, could be misinterpreted, should the resource itself contain 

conflicting messaging. For example, an anti-smoking resource, sourced by the 

teacher, may contain imagery or messaging that the pupils might find conflicting with 

the intended messaging. The image below is an anti-smoking campaign poster 

intended to suggest that humans look foolish when smoking, just as foolish as another 

animal looks when smoking, however, the imagery could elicit a negative response 

from the pupils who may perceive it as animal cruelty in its creation. Equally, the 

heading, “it looks just as stupid when you do it” could be received negatively as overly 

critical of the individual pupils, or other people whom they know that smoke.  

 

Figure 4. Advertisement depicting animals smoking (Design, 2020) 
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Hall constructs “three hypothetical positions” to describe how a message may be 

received: the first being “dominant-hegemonic position” (Hall et al., 1980, p. 125) in 

which the audience ‘correctly’ decodes the intended message in the form that it is 

intended to be decoded.  

In this case, the receiver is “operating inside the dominant code” (p. 126). How this 

“dominant code” is presented is an aspect of the “professional code” which is what 

constructs and frames the “dominant code” i.e., an Army recruitment advertisement 

contains the dominant code, “be the best” but the intended message is, “join the British 

Army in order to be the best”. The “professional code” is how that advertisement is 

constructed; British Flag, social/cultural diversity and representation, gender etc. (see 

figs 3 and 4.) 

 

Figure 5. British Army advertisement logo (Army, 2019a) 

 

Figure 6. British Army advertisement (Army, 2019b) 
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A “dominant – hegemonic position” decoder is an individual who receives the intended 

message and decodes it as it is intended. The second “hypothetical position” is that of 

“negotiated code” (Hall et al., 1980, p. 126). A negotiated decoder, according to Hall, 

is most likely representative of the vast majority of “misunderstandings”(p. 127).  

They perceive the dominant code and the professional code and agree with it from a 

macro level, but may not place themselves within it from their own socio/cultural “local 

conditions”(p. 127).  

Continuing with the military recruitment example, a “negotiated” decoder would see 

the benefit of having a military, and the need for recruitment. They may even agree 

that the British Army is “the best”, but they would be unwilling to join or to push others 

to join. The final “hypothetical position” is the “oppositional code”(Hall et al., 1980, p. 

127) in which the decoder fully comprehends the intended meaning but deliberately 

takes an oppositional stance according to their social/cultural position (Hall et al., 

1980).  

An example of this, making use of the Army recruitment illustration, comes in the form 

of a direct quote from a personal anecdote dating from 2002. An acquaintance of Afro-

Caribbean descent stated as fact (from his personal perspective), when speaking on 

the topic of Army recruitment, “the army is no place for the Black Man”. This is a prime 

example of oppositional decoding from a socio/cultural situation and lies in contest to 

the “professional code” structure of “Diversity” and “Representation” built into the 

British Army recruitment campaign.   

At this stage it is imperative that “decode”, “interpret”, and “receive” are defined as 

separate, but connected concepts. A message is sent via a “symbolic vehicle” (an 

advertisement, newspaper article etc.) that is then received by the audience member.  
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The receiver (the audience member) then decodes the intended message and 

interprets it vis-a-vis discourse (internal and/or external). “Misunderstanding”, from the 

perspective of the originator of the message, does not equate to miscommunication 

or miscomprehension.  

The first relates to Hall’s hypothetical positions, while the second would be the fault of 

the sender, and the third would be an aspect of the receiver (Hall et al., 1980). 

“Reception” is a combination of all three aspects. Educationally, this can be framed as 

follows:  

The professional code of education is defined by the school structure and ethos, the 

daily routine, the classroom layout and technical resources, as well as the teaching 

methods used by the teachers who have been trained within a specific educational 

system. This professional code drives the dominant code of the topic or subject being 

taught. The lessons (the symbolic vehicles) are framed within the environment.  

The teacher, as the living vehicle of the intended message, creates the dominant code 

within their teaching style and choice of method, all framed by the professional code 

of the school. The pupils, as audience, receive the intended message, within the 

dominant code.  

For example, the intended message that smoking is bad is encoded within a P.S.H.E.1 

health and wellbeing lesson (MacDonald, 2018). The audience members (pupils) that 

fully understand and agree with the intended message take the dominant-hegemonic 

position and share their perspective with their friends and family through discourse.  

 

 

 
1 Personal, Social, Health and Economic education. 
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Those audience members that understand the message and possibly agree with it, 

but who diverge from the intent take the negotiated position, i.e., the pupils that know 

smoking is bad, agree that they should not do it, but still smoke with their friends 

outside of school and create discourse amongst their peers.  

The oppositional position is held by those pupils who, perhaps, have parents and older 

friends who smoke, who have heard the anachronistic anecdote that, “the oldest 

people in the world are Chinese and they smoke far more than we do,” and take the 

oppositional position from the beginning, sharing the above statement within their own 

discourse. 

 

Audience reception and children 

The vast majority of audience reception analysis focusses upon the adult audience. In 

terms of children, studies more often focus on encoding/content analysis and the 

effects upon children/youth. With articles such as; “Violent Video Games: The Newest 

Media Violence Hazard”(Gentile & Anderson, 2003), and “The Influence of Violent 

Media on Children and Adolescents” (Browne & Hamilton-Giachritsis, 2005) to 

“Exposure to Violent Media: The Effects of Songs with Violent Lyrics on Aggressive 

Thoughts and Feelings” (Anderson et al., 2003) which focus on the “effects” of these 

media on behaviour.  

The common psychological/sociological consensus is that children and “the youth” are 

passive to media encoding and therefore experience behavioural effect. However, if 

Szelei et al (2019) are correct that pupils create multiple identities across differing 

environments, then we must view the child’s mind as active, adaptive and fluid. This 

contradicts the concept of youth audience passivity. 
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Content analysis focusses on the “intended message” within the media as the object 

of analysis, and how (if at all) audiences passively receive and are affected by the 

messages that were generated by the media creator (Hall, 1980).  

Hall’s theory of audience reception analysis (1980) differs from content analysis of 

media content in that it directs its attention to the audience’s reception of the intended 

message as intelligent, active receivers, who can take opposing, neutral or positive 

stances towards the intended messages. Audience reception analysis accounts for 

inter-group discourse and how this discourse creates nuance in reception and 

comprehension, while content analysis focusses on the individual and looks for 

specific behaviour that may be attributed to the effect of the media.   

Miscommunication and miscomprehension are somewhat more abstract in terms of 

how they should be viewed within a classroom. If a message is miscommunicated then 

misunderstanding is, by definition, the consequence. Additionally, the contextual 

perspective of the pupils as audience can directly result in misunderstanding. If the 

pupils do not share the same frame of reference or refuse to view the media from the 

teacher’s perspective, then misunderstanding, by way of oppositional reading, will 

occur.  

However, miscomprehension can occur through language barriers, processing 

difficulties or simply that the intended message was not adequately explained to, or 

perceived by, the pupils. 

Livingstone (2007) points out that the concept of preferred reading is difficult, if not 

impossible to discern as a researcher, as their (the researcher) reading bares no 

greater positivity than that of any other audience member. Concerning the preferred 

reading of media in the educational setting, this is more accurately discernible as the 

creator/originator of the intended message is at hand. 
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Livingstone continues to make clear that knowing the preferred reading of a ‘text’ can 

tend to push the research away from reception and back towards the older “effects” 

model as it involves content analysis to a far greater level.  

However, she argues that moving too far away from the text in audience research can 

bestow too great a power upon the audience itself  She continues to argue that, in 

focussing upon the active/activities of the audience (reader), the researcher ignores 

the method of communication (the text), “with the result that the focus on interaction 

between the two is getting lost” (Livingstone, 2007, p. 10). Equally, she explains that 

in placing the text under the shadow of ‘encoding’ we ignore the distinction between 

the creator of the text, and their intended message, and the focus on the framing of 

the text in terms of its “characteristics and conventions” (p. 10). 

Educationally, these aspects have been drawn out in specific educational 

methodology such as, “child-led learning” and the “creative curriculum” concepts, both 

of which focus upon scaffolding learning from a constructivist stance and view 

themselves as being more child (audience) focussed (Blair & Francis, 2011).  

An example is the International Baccalaureate Primary Years Programme 

(Baccalaureate, 2012; F. Education, 2015) which stands as examples of ‘creative 

curricula’ that make use of themes and of inquiry through which the teachers are free 

to choose or create resources that guide their pupils’ learning rather than focussing on 

prescribed subject learning. 

Below we can see an example of resources created for themes of learning within the 

Primary Years Programme which incorporates different aspects of learning, such as 

letter writing and geography, into learning topics or themes (Baccalaureate, 2012).  
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These transdiciplinary themes represent a different form of curriculum than that of the 

national curriculum, however, the resources themselves are sourced by teachers of 

that curriculum in the same way, and from the same resource banks as those 

resourced for the national curriculum. 

Figure 7. International Baccalaureate Primary Years Programme Transdisciplinary theme cards (twinkl.co.uk) 

 

These forms of resources serve as examples of dialogue creative resources which 

possibly reflect teachers’ beliefs that their pupils are active in their reception.  

Livingstone (2007) explains how Hall’s descriptions of the active and/or resistant 

audience member may be too limited in that, she says, it is possible for an audience 

to be active while not resistant, and that the readers’ interaction with a text may not be 

driven by “cognitive limitations but from the limitations on the viewer’s resources”(p. 

11).  
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Therefore, their activeness and/or resistance to the media may, in fact, be limited by 

their socio/cultural restrictions to resources that may enable greater interaction and 

thusly, more nuanced interpretation. How mobile communication technology has 

affected this aspect of audience activity and possible resistance to messaging could 

be a subject of another study. 

Livingstone (2007) insists that a distinction should be made between the active reader 

and the resistant reader, and that the two should not be confused.  Equally, she makes 

clear that divergence does not necessarily equate to resistance.   

She separates the concept of ‘norms’, through which one may be a ‘dominant, 

normative or resistant’ reader into; “general discourses/cultural norms, specific 

institutional norms and practices, textual/generic norms and conventions, and situated 

or subcultural norms and contexts of decoding”(Livingstone, 2007, p. 11), explaining 

that resistance could be towards or from the perspective of any one of these “norms” 

or a combination of them. 
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Audience reception analysis and this research  

Below I have created a flow diagram that illustrates the directional flow of 

Livingstone’s normative responses as inputs into pupils’ reception of media.  

 

Figure 8. The directional flow of audience reception in terms of teacher’s use of a resource as a media article 

 

As can be seen in fig.8, from an educational perspective, these “norms” can be 

overlaid upon that environment. The pupils’ (as audience) interactions and 

interpretations with and towards the teaching resources (as media) could be dominant, 

normative, or resistant from any of these “norm” perspectives. The intended 

messaging from can be traced to the “professional code” of the national curriculum. 

The “dominant code” of the teacher’s intentions in the construction of the messaging 

is likely affected by their professional identity stance and their social identities, as well 

as the intended message itself, from the subject to the lesson. 
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The second half of this chapter will focus upon the theoretical underpinning of this 

thesis, social identity theory (Tajfel, 1974; Turner, 1987). It will begin with the origins 

of identity and social identity theory, examining their applicability to teaching and 

learning, particularly in the use of teaching resources in education, will move to 

consider the relationship between social identity and Bourdieu’s concept of habitus 

(Bourdieu, 1996a). It will conclude with an examination of teacher professional identity.  

From there the connection between audience reception analysis’ normative 

positioning and social identity theory will be shown, revealing how the two concepts 

can be used in tandem to examine teachers’ reception and use of teaching resources 

as media. 
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Identity theory. 

It has been stated that there is an observable disconnect between the branches of 

psychology and social sciences that deal with the concepts of identity, often resulting 

in researchers being entirely unaware of the primary sources and thinkers from each 

opposing branch of knowledge (Vignoles. et al in Schwartz. et al., 2011). This 

research, and this chapter, makes use of the sociological description as it is directly 

discussed in this thesis, however, research from psychology sources has been 

included to highlight further aspects of identity theory. 

How we define ourselves can be described as self-identity or as self-concept. The idea 

that we as individuals and as groups ask the questions, “who am I?”, “who are we?”, 

and “who are you?” are all tied into theories of identity and self-concept. Where the 

two terms differ lies within the questions of use and malleability, for example what is 

self-concept used for particularly? And, can self-concept ever be fixed and 

unchanging? Self-concept is the process of ‘life event storage’, the subconscious act 

of organising ones experiences into a motivational resource that acts as an emotional 

buffer (Oyserman, 2001). While clinical psychological research has stated that self-

concept is generally stable and unchanging, experimental psychological research has 

demonstrated its malleable nature, revealing that, through experimental manipulation, 

an individual’s concept of the self can be easily changed (Oyserman, 2001). From a 

social sciences perspective this makes sense, as self-concept, generally defined as 

identity, is tied to William James’ “many selves” hypotheses in which James argued 

that people can have multiple social identities that can be recognised by numerous 

individuals within a society  (James, 1890) and results in a definition of identity that 

makes use of three or four facets that can include multiple variances (Stets & Serpe, 

2016). 



84 
 

Identity theory is a development of structural symbolic interaction (Stets in Burke, 

2006a) which states that humans are individual actors within a structured society, and 

that their behaviour is rooted within societal framing described as axioms of symbolic 

interaction (McCall in Burke, 2006a). Structural symbolic interaction works on the 

premise that society is fundamentally stable and a reflection of the interactions and 

behaviours of and between the individual actors of that society (Burke, 2006b).  

An individual’s actions within a society can be measured and compared with those of 

others to create similar types of actor identities within a society, whose group 

behaviours can be compared to that of other groups in order to view societal structures 

and the interindividual patterns within them (Stets in Burke, 2006a).  

Additionally, the social structure is affected and moulded by the actions and 

interactions between individuals and groups, who themselves are reacting to societal 

messaging from the constructs they, and others, created. They are therefore 

embedded and moulded by the social structure that they created (Stets in Burke, 

2006a). 

A clear connection can be seen here between the concepts of structural symbolic 

interactionism and Vygotskian social cognitive construction. Vygotsky stated that: 

“Any function in the child's cultural development appears twice, or on two 

planes. First it appears on the social plane, and then on the psychological 

plane. First it appears between people as an interpsychological category, 

and then within the child as an intrapsychological category” (Vygotsky in 

Wertsch, 1981, p. 163).  
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As individuals exist as actors within a society, so too does society reflect itself through 

the behaviours and actions of the individuals, and so, how an individual behaves and 

perceives themselves is a reflection not only of their own perceptions of themselves, 

the intrapsychological, but also of how they perceive others’ perceptions of them, the 

interpsychological (Burke, 2005). Therefore, an individual’s actions reflect those of 

others and so they develop a shared meaning of the self (Stets & Serpe, 2016). It is 

through this shared meaning that individuals develop identities that are reflections of 

the societies within which they reside. Equally, as individuals hold a varied number of 

positions within their society, they also wield a varying number of ‘role identities’ (Stets 

& Serpe, 2013) such as father and/or teacher. This can be considered as the first form 

of identity mechanism as it is an individual’s role within their personal surroundings 

that shapes their initial personal identities. A child is given and develops an identity of 

a child from birth within their family unit, they equally ascribe the identity of parent onto 

the adult figures of their lives, while the adult figures also self-ascribe this identity upon 

themselves. 

The behaviour of individuals within their roles is not only dictated by shared societal 

expectations, but also by the individual’s own cognitive self-description of expected 

behaviour, resulting in a form of inter and intra societal negotiation with individuals as 

to the shared comprehension of the meanings of differing societal roles (McCall and 

Simmons 1978, in Stets, in Burke, 2006a). A second form of identity mechanism is 

that of group identity, or social identity, in which individuals identify themselves as 

members of larger social groupings such as nationality, religion, and/or political 

affiliation. Social identity will be discussed in greater detail further in this section, 

however it is important to understand its connection with role identity as it equally relies 

upon societally shared constructs of norms and expectations (Stets & Burke, 2000).  
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The third, and most salient form of identity is described as person identity (Stets & 

Serpe, 2013). Person identity is the construct that an individual uses to define their 

own behaviour and attitudes that form the individual’s personality.  

It is equally influenced by culture and society through expected norms of behaviour 

and is generally evidenced by an individual’s behaviour throughout the differing 

aspects and interactions of society (Stets in Burke, 2006a). For example, positivity and 

negativity attitudes, or dominance and submissiveness tend to be reflected by 

individuals through their daily behaviour. These aspects of identity are interactive and 

operate simultaneously in situations (Stets & Serpe, 2016).  

Identity can therefore be described as: 

A set of meanings attached to roles individuals occupy in the social 

structure (role identity), groups they identify with and belong to (group 

identity), and unique ways in which they see themselves (person identity) 

(Stets & Serpe, 2013, p. 34). 

Role, group, and person identity have additionally been described within psychological 

sciences as relational (role), collective (group), and individual (person) (Vignoles, et al 

in Schwartz. et al., 2011).  

When an individual presents their identities to society there begins the process of 

“verification” (Stets & Serpe, 2013, p. 35). Identity verification takes place during the 

interactions of societal actors through the means of perceptual control dynamics 

(Burke and Stets 2009 in Stets & Serpe, 2016) in which “a feedback loop” is generated 

through the five components of the perceptual control model (Stets & Serpe, 2013, p. 

35).  
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The five stages of the perceptual control model comprise of: 

• Identity standard – The meanings that individuals ascribe to themselves. 

• Perceptual input – How an individual creates self-meaning, how they view 

themselves, and how they receive feedback about themselves from others. 

• The comparator – In which the perceptual input is compared with the norm 

identity standard meaning. 

• Emotion – The outcome of correspondence, or lack thereof, between 

perceptual input and identity standard meaning. 

• Output – Behaviour that reflects the response to the emotional stage.  

(Stets & Serpe, 2013) 

The output from those that receive the identity standard can be positive or negative, 

which will result in behavioural output from the identifying individual. If there is a 

negative output, due to comparator discrepancy, the identifying individual may act to 

decrease the discrepancy, for example, changing ones behaviour to ‘fit in’, while a 

positive output could result in an increase in presenting behaviour (Stets & Serpe, 

2013).  

Additionally, negative output could result from positive or negative comparative 

discrepancy. In the case of a negative discrepancy an individual may be forced to over 

compensate behaviour in order to ‘prove’ their identity, while a positive discrepancy 

could result in an individual downplaying certain behaviours in order to correspond 

with the prevailing societal standards (Stets & Serpe, 2013). Additionally, an individual 

may act counter to the expected behaviour and deliberately choose to frame 

themselves positively or negatively within the perceived discrepancy, this would be the 

non-conformist nature.  
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As described, individuals make use of multiple identities within the society in which 

they exist. One of the driving concepts of identity theory is that individuals will organise 

their identities in terms of salience (Stets & Serpe, 2013). The higher the degree of 

salience of an identity, the more often it will be called upon by an individual based on 

their commitment to that identity (Stets & Serpe, 2013). For example, an individual 

socially interacting at a non-work related party may be inclined to introduce themselves 

as a teacher, placing their teacher identity high within their hierarchy and ascribing it 

a high level of salience (Stets & Serpe, 2013). Alongside salience, individuals make 

use of identity resources (not to be confused with teaching resources described in this 

research). Identity resources are acts or processes that serve to verify an individual’s 

identity. They are; structural resources, which is the level of influence accorded to an 

individual in a social structure that revolves around an identity, serving to validate that 

identity; Interpersonal resources, where an individual’s relationships add authenticity 

to an identity; and finally personal resources, indicating self-worth and belief in 

competence that adds to identity verification (Stets & Serpe, 2013). 

As an example, a politician may make use of societal connections to attain some form 

of advantage over an opponent in the event of an election. This would comprise a use 

of all three structural resource types that are tied to that individual’s role identity. 

According to identity theory it is through the use of these facets of identity, the 

mechanisms put into place, their salience, the acts of verification, and the use of 

identity resources, that an individual or individuals generate identity. These facets 

must be accepted and imbued with relevance, personal and social importance or 

meaning, to create an identity, whether individual or group, which can then be used to 

answer the question, “who are you?” (Vignoles et al in Schwartz. et al., 2011). 



89 
 

In addition to these major facets of identity there exists aspects of individual lives that 

can often be utilised to illustrate specific identities. These could include types and 

styles of clothing and/or makeup, jewellery and other forms of material objects or even 

a lack thereof. Additionally, hair-styles, physical adornments and modifications, such 

as tattoos and piercings, or other chosen physical appearance traits can equally make 

up aspects of ‘material identity’ (Vignoles, V.L. et al in Schwartz. et al., 2011). A 

material identity can be an aspect of a person’s identity, a wealthy celebrity or a 

homeless person for example, and of a group or social identity, a monarchy or a 

monastic order. Material identity can then be added to the above definition and further 

define identity as: 

The act of self or group description and definition through the facets of personal 

identity (defining oneself), role identity (definition through action or activity in 

society), group identity (description of one’s identity through belonging), and 

material identity (definition of oneself through possessions and/or physical self-

presentation). 

While all four facets of identity have their merits within sociological study, this research 

will focus primarily on group, or social, identity and role identity, as it is in the interaction 

between individuals who assign themselves the role identities of teachers, but who 

equally ascribe their role to the belonging of a group titled ‘teachers’, and their pupils, 

as a social grouping, that this research is based. The following section on social 

identity will explore the current definition of that identity type and address specific 

questions that have been raised concerning its use within sociological research. 
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Social Identity 

Historically this branch of social psychology asserts that societies are composed of 

‘in-groups’ and ‘out-groups’. An ‘in-group’ is a grouping of individuals within a society 

that share common feelings of belonging through shared beliefs and/or attributes, 

defined as “physical or symbolic boundaries” (McCallion in Ritzer, 2007, p. 2338). An 

out-group is a perceived social grouping that are not believed to share the similar 

physical and/or symbolic boundaries of the in-group. The social boundaries may be 

lasting (impermeable) or malleable (permeable) and can consist of socially 

constructed ‘symbolic markers’, culturally constructed boundaries such as a group 

narrative, religious tenets, or other social group identifiers (McCallion in Ritzer, 2007).  

Additionally, these boundaries are generated in a continuing effort to define difference 

between the in-group and an out-group (Haden & Lester, 1978). Henri Tajfel argued 

that this traditional socio-psychological view of social group formation is too narrow 

and does not account for how an in-group reacts to an out-group’s social, cultural and 

behavioural differences (Tajfel, 1974) as well as out-group pressure to form in-groups 

within their own social groupings.  

His argument was that social group formation is an ongoing act of self-definition based 

on that group’s perspective of ‘the other’ (Tajfel, 1974). From this stepping point Tajfel 

developed a theory of social identity that made use of four linked concepts, these 

being: 

• Social categorisation. (The grouping of others into social categories that are 

meaningful to the categoriser based on an individual’s actions, intentions, 

attitudes, and systems of belief). 
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• Social Identity. (How an individual categorises themselves into a system of 

social belonging through membership of a group, accounting for emotional 

connectiveness and significance of that membership) 

• Social Comparison. (The contention that an individual lives within an “objective 

reality” in which comparisons can be made between their opinions and attitudes 

founded upon their membership of a group, and those of others.) 

• Psychological distinctiveness. (How an individual’s membership to a group 

remains salient only if that group retains a psychological distinctiveness from 

out-groups for that individual.) 

(Tajfel, 1974) 

Tajfel’s work influenced later social scientists such as Turner, Burke, and Hogg, who 

further developed the framework of social identity theory. Their work describes social 

identity as the act of categorisation of the self and others based on group descriptors 

(common behaviours, beliefs, attitudes, fashions, cultures). The act of categorising 

individuals into groups is called prototyping (Hogg in Burke, 2006a) and involves the 

placement of a group’s norms or characteristics, as descriptors, onto other individuals. 

These norms and characteristics may have been developed by the group over time or 

have been super-imposed onto the group by outside actors.  

The categoriser may be a member of the group, or an outside actor. Additionally, the 

group may be an ‘in group’, which may wield more social relevance, power or prestige, 

or an ‘out group’, perceived by the in group as ‘other’ to themselves.  
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The act of social categorisation depersonalises the individual from the perspective of 

the categoriser (Hogg in Burke, 2006a) in that it places a set of group descriptors upon 

that individual. If those descriptors are viewed by the categoriser as positive then this 

leads to “favourable perception” (Hogg in Burke, 2006a, p. 118), however, if they are 

viewed as negative, then this can lead to de-humanisation, in which human traits are 

removed from an individual’s perception of another, and can result in inhumane 

actions taking place towards that other. De-humanisation is not the same as de-

individualisation which is the act of losing one’s self-identity and can cause anti-social 

actions (Hogg, in Burke, 2006a). Individuals can depersonalise themselves, giving 

themselves a social identity based upon group membership rather than being a unique 

individual, which is often seen in loss or change of identity in individuals (2006a).  

The act of depersonalising others is more generally associated with stereotyping, 

attributing the specific traits of a group with an individual, this can also take place in 

the act of depersonalisation of the self, in terms of self-stereotyping (Hogg, in Burke, 

2006a). These are all socio-psychological acts that can be undertaken by individuals 

and groups towards other individuals or groups through the lens of individual 

connection and belonging to groups. 

Tajfel explicitly described Social Identity Theory as not being reductionist, as he 

viewed research that focussed upon individual and inter-individual social comparison 

as neglectful of an individual’s connection with groups and how their belonging impacts 

their social identity either positively or negatively  (Tajfel, 1982).  

One could argue then that there is a ‘bleed over’ between what could previously be 

described as reductionist personal identity descriptors and expansionist social identity 

descriptors.  
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Where one could previously state that their personal identity as male is immutable, 

current social identity politics argues this not necessarily the case, and that individuals 

can socially identify and present as a preferred gender or as being gender non-binary. 

These aspects of social identity are described by Oaks (in Turner, 1987) as 

psychologically salient in that they are social categorisations that are readily 

accessible and aspects of “best fit” being facets of “chronically accessible memory” 

and/or “situationally accessible” in scenarios (Oaks in Turner, 1987, p. 107).  

Equally, the application of negative social identity labels can affect the psychological 

salience of the individual being categorised in both negative and positive ways. 

Individuals are capable of bolstering their self-esteem when tied to a salient social 

categorisation that may be perceived as negative societally (Hogg, in Burke, 2006a). 

Acts of defiance or counter-intuitive behaviour that can be perceived societally as 

negative, can re-enforce a counterculture social identity.  

This is evidenced in the current countercultural demonstrations and activities in Iran 

which has included young women undertaking sports activities, such as rock climbing, 

without covering their hair, risking extreme reaction from defenders of societal norms 

and expectations (McCurry & Mansoubi, 2022). Additionally, the act of convergent 

categorisation (Crisp and Hewstone, in Capozza & Brown, 2000), in which a group 

places an individual into two or more categories based on depersonalising factors, or 

an individual depersonalises themselves and places themselves into multiple groups, 

can affect the perception of individuals and groups both positively and negatively.  

For example, an individual may categorise themselves through their gender, ‘race’, 

and religion, stating that they are a male, white, Christian.  
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This act of categorisation places the individual into multiple camps, with specific 

category descriptors that can be conferred upon each camp by either the individual 

themselves, the groups in general, or by other groups or group members. Describing 

an individual along multiple group descriptors comprises the act of convergent 

categorisation and can result in greater levels of discrimination than individual 

categorisation (Crisp and Hewstone, in Capozza & Brown, 2000). While Tajfel spoke 

on inter-group behaviour, which may be viewed through a two-group lens, James’ 

(1890) “many selves” concept, embedded within identity theory, allows for the use of 

multiple groups and descriptors within the act of categorisation. 

In relation to this thesis, the individuals who participated were asked to categorise 

themselves into social identities, using the above definitions of identity to differentiate 

between personal, social, and role identities. Some of the results of their self-

categorisation can be viewed in the presentation of findings chapter (all can be viewed 

in appendix 2), however, it is worth noting that all the participants placed themselves 

within multiple categories, revealing a desire for convergent categorisation that could 

be used to explain their choices and motivations within their teaching. Additionally, at 

times they would convergently categorise their pupils in terms of expected reception 

of teaching resources, based upon perceived group membership. 

Here, it could be argued that the research makes use of Turner et al’s Self-

categorisation theory (1987) in which the individual is asserted to have numerous 

facets that are used to construct various concepts of the self, but crucially that the 

behaviour of the individual’s concept of their social-self is specific to their situation 

(Turner, 1987).   
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However, unlike Turner’s self-categorisation theory, I argue that this research shows 

that individuals make use of multiple social identities, into which they may or may not 

have self-categorised, and that their social identities are convergent in their behaviour 

as teachers rather than becoming situationally salient as Turner argues (Turner, 

1987). Additionally, it is my opinion that an individual’s social identities (ascribed or 

self-ascribed) affect their reception of media as the media itself is received through a 

psychological lens hued by the inherent descriptors of the social identity groupings.  

A current example of this can be seen with the mass demonstrations against the 

release of the film “The Lady of Heaven” (Enlightened Kingdom & Hannibal media, 

2021), a British film written by a Muslim man, Sheikh Al-Habib, about the daughter of 

the Prophet Muhammad. The film itself has been poorly received even without viewing 

by some as it is considered “haram” (against God’s laws) to depict any member of the 

Prophet’s family or the Prophet himself. This is despite the film maker’s insistence that 

the film makes use of specific filming techniques that do not directly reveal the 

character of the Prophet (Maqbool, 2022).  

In terms of social identity, there is conflict around how some individuals from the early 

Suni Islamic period have been depicted, in terms of their actions, as similar to those 

of Islamic State in Iraq (Maqbool, 2022). Equally, some cinema goers who wanted to 

view the film were hindered by a small number of protestors who were successful in 

having the film ‘pulled’ from screens at some cinemas (Maqbool, 2022), revealing how 

a small number of people can affect censorship based on religious grounds. This has 

positioned that group into conflict with both government and other social groupings 

who view that act as hampering free speech, and has resulted in some high profile 

individuals who agreed with the protests in Britain losing positions in governmental 

action groups (BBC, 2022c).  
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It can be seen that the social identity descriptors of a small number of people from a 

religious population has affected not only their own reception of a media, but equally 

affected other social groupings’ reception of their (the smaller group’s) actions based 

on the normative ideologies of national social identity descriptors. This is evidenced 

by the fact that the film remains accessible in the United Kingdom, a generally secular 

state, which does not side with the views of the minority in this situation, while the 

Kingdom of Morocco has banned the film (BBC, 2022b) along religious grounds. The 

normative social identity descriptors within the national ideology directly affected the 

reception of the film, but also the reception towards the individuals around the film. 

Equally, the othering of the demonstrating group by the normative national social 

identity could result in a reinforcement of a counter-cultural social identity (Hogg in 

Burke, 2006a). 

The concept of one’s social identity descriptors directly affecting one’s reception of a 

media and taking this concept into account when choosing a media, is the primary 

focus of this research in terms of how teachers receive and select teaching resources 

as media. This research goes further and examines how teachers conceive of how 

their pupils may themselves receive the resources based on their social identities, or 

the social identities ascribed to them by the teachers themselves.  

Although it has been argued that social identity theory has grown to such an extent 

that it has ceased to be falsifiable (Hornsey, 2008) it is my opinion that social identity 

theory reveals the mental workings of individuals in the process of receiving media, 

and in their choice of media for use in education. Additionally, it can be narrowed to 

reveal how individuals construct social identities of others based upon their own social 

identity experiences and perceptions.  
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This can result in fractions between social groups, contradicting Brown’s argument 

that social identity theory does not generally account for outgroup denigration and 

intergroup hostility (Brown, 2010). However, it is important to differentiate an expected 

behaviour, from the perspective of ascribed social identity descriptors, from an 

expected behaviour based upon previous experience of another individual’s or groups’ 

behaviour. The concept of Habitus (Bourdieu, 1996a) offers a means by which to 

explore this difference. 

 

Habitus 

Pierre Bourdieu developed his concept of habitus alongside a number of other, 

“thinking tools” (Costa, 2015, p. 3) to enable both researchers and the researched to 

visualise their experiences through particularly relevant sociological lenses. His 

concepts of capital, field, habitus, doxa, and symbolic violence are founded upon the 

idea that individuals not only affect their environments but are equally affected by their 

environments (Bourdieu, 1996a). His desire was to develop a convergence between 

sociological theory and research methodology (Bourdieu, 1996a), to develop a 

methodological approach that made use of his sociological concepts as frameworks 

for research, arguing that sociological theories are only subjected to testing when 

utilised within research. 

His first major concept, in terms of sociological research, is that all studies should be 

“relational” (Bourdieu, 1996a, pp. 8-9). That rather than taking a behaviour or set of 

behaviours as core to an individual or group, a researcher should view that behaviour 

through the lens of the relationship between the researched and their environments, 

whether sociological, physical, or temporal (Bourdieu, 1996a).  
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For example, a type of behaviour such as watching an opera may be viewed as an 

erudite and/or upper-class act when perceived from a modern stance and from a 

sociological position that determines this perception, however, Bourdieu argues that a 

relational reading should be utilised when considering the media being viewed. If the 

media originates from a historical period, such as an 18th Century text, then we should 

recognise that an opera was often a raucous event interspersed with riots and not 

quite the high-brow activity it seems to be today (Museum, 2022).  

The socio/cultural narrative of it has changed over time, hence any sociological 

research of it should be relational to the time period in which the research is taking 

place or account for the difference in temporal perceptions. 

Bourdieu equally held that any social study of people should account for the “social 

space” (Bourdieu, 1996a, p. 11) in which they are found, as an individual or groups’ 

behaviour can be reflective of their social space. By social space Bourdieu meant the 

socio/relational positioning of an individual, for example class position, which can be 

reflected by their position in physical space, their housing or belongings etc (Bourdieu, 

1996a). For example, a monarch is situated in a social space, ruling, which can be 

represented by their situation in a physical space, a palace. 

Bourdieu argues that social space is dictated by economic and cultural capital 

(Bourdieu, 1996a) and that where one is habitually located in a social space and a 

physical space is a direct reflection of one’s economic/cultural capital, or level of worth. 

He uses the idea of a homeless person as an example and states that they can be 

said to have, “no social existence” as they possess no economic capital (Bourdieu, 

1996a, p. 12).  
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Additionally, in terms of relational readings, where one individual is positioned in a 

cultural/economic space can directly influence their relational ability with another from 

a very different cultural/economic space (Bourdieu, 1996a).  

It is from the stance of one’s socio/cultural/economic position, in relation to one’s time 

frame, being the period of time within which that individual is actively inhabiting a 

position, that an individual develops a disposition or habitus (Bourdieu, 1996a). Here 

habitus can be described as the positions or stances taken by individuals and groups 

based upon their cultural/economic positions.  

As Bourdieu stated, “Habitus are the generative and unifying principles which re-

translate the intrinsic and relational characteristics of a position into a unifying lifestyle, 

that is, a unitary set of persons, goods, and practices.” (1996a, p. 15). These principles 

can be both distinctive and distinguishing, meaning that one may describe oneself or 

behave in ways that are distinctive to one’s habitus, and can equally distinguish 

another based on their habitus (Bourdieu, 1996a). 

A link can be made between Bourdieu’s habitus and Tajfel’s social identity theory, in 

that an individual or group behaviour or trait, which can be described as habitus in 

relation to their socio/cultural/economic placement, can be utilised by that individual or 

group to develop a social identity that corresponds relationally to their habitus. 

Additionally, a group’s distinguishable habitus could lead to their social categorisation 

and identification by others. Therefore, one could expect certain behaviours from 

others based upon one’s perception of the habitus of others. 
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Where habitus and social identity theory differ lies in the focus upon the individual or 

group, or rather, how each idea is focussed. Tajfel, Trepte, and Turner take the 

position that an individual ascribes themselves social identity based upon a feeling of 

connectedness to social group constructs (Tajfel, 1982; Trepte, 2006a; Turner, 1987) 

or that they have a social identity conferred upon them by others based on perceived 

shared traits (Crisp and Hewstone in Capozza & Brown, 2000; Tajfel, 1974); these are 

acts of categorisation and self-categorisation.  

Bourdieu differs in that his description of habitus lies on the expected behavioural traits 

of individuals or groups based upon their socio/cultural/economic positionality. It is 

therefore not about the individual or their own perception, but rather the individual as 

a representation of their social environment as habitus, as Bourdieu stated,  

“the notion of the habitus enables us to propose a philosophy of action where 

the subject of the action is centred not directly on the apparent agent, the 

biological individual as such, but on that sort of biological incarnation of the 

social that I call habitus” (1982 Bourdieu, 2020, p. 122). 

Additionally, Bourdieu describes habitus as, “neither an ever-present consciousness 

constantly on the alert nor an absent automatism” (1982 Bourdieu, 2020, p. 102) 

meaning that it is not constantly and consistently self-actuated, neither is it instinctive, 

but rather it is a reflection of the social environment through behaviour. Social identity 

theory does not focus on behaviour, expected or unexpected, but rather on the 

psychological positioning of individuals within groups based on shared, or perceived, 

traits (Tajfel, 1974).  
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It could then be argued that the concepts of habitus and social identity theory are 

incongruous with one another, however, habitus has been defined as the motivational 

factor that engenders feelings of social placement and that enables individuals to 

direct themselves towards specific goals (Bourdieu & Kritzman, 1993). These 

motivational factors can be linked with social identity’s “shared values” (Tajfel, 1974, 

p. 86) which in turn drive identity behaviour and are linked to identity movement (Husu, 

2013).  

Bourdieu’s definition of habitus as dispositions that describe either permanent or “long 

lasting” behaviours constructed by socio/cultural positioning stands in contrast to the 

concept of the rational agent, following the Cartesian understanding of human 

behaviour (Bourdieu in Rooksby, 2005, p. 44). Again, it may be argued that this 

conflicts with social identity theory in that the very concept of identity can be described 

as an act of rationality, however, rationality itself is described as an act of adaptation 

directed by an individual’s life experiences and influenced by others (Macy, in Burke, 

2006a). This points to an explanation of why individuals may fall victim to crowd or 

group mentality and forgo their individual identity and rationality (Spears in Schwartz 

et al., 2011) indicating that social identity is in itself separate from individual “rational” 

identity, and that identity is a rational response to outside influences, tying closely to 

Bourdieu’s Habitus. 

It can then be argued that expected behaviours of groups can be tied to a knowledge 

of their habitus and their social identities. Practically this leads to the development of 

social practices, laws, and media constructed around the relational habitus of different 

groups and their perceived social identities.  
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It is my argument that teachers select and make use of resources based upon their 

distinguishing the habitus of their pupils, built upon the teacher’s perceptions of their 

pupils’ social identities, meaning that a resource is selected or created based on how 

the teacher perceives it will be relevant to the cohort. Additionally, this research seeks 

to show that, while habitus certainly plays a role in teacher selection and use of 

resources, teachers construct social identities of their pupils based upon their own 

socio/cultural experiences and in relation to their expectations of their pupils’ reception 

to media as scaffolded by those social identity constructions.  

Where teachers can be said to have personal identities and social identities that can 

be founded or influenced by habitus, there is equally the question of teacher 

professional identity. That identity type which is directly linked to and affected by the 

actions and surrounding factors of education. The following section looks to describe 

teaching professional identity from two differing arguments, show the dialogues at play 

in terms of what is meant by teaching professionalism, and reveal how teaching 

professional identity equally affects teacher choice and use of resources, and their 

expectations of their pupils’ reception of their teaching, as much as their social 

identities affect those choices. 
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Teacher professional identity 

Where teachers can be said to have personal identities and social identities that can 

be founded or influenced by habitus, there is equally the question of teacher 

professional identity. The following section looks to analyse teaching professional 

identity from two differing arguments, the first being Karaolis and Philippou’s, who’s 

argument was published in Hannula et al’s (editors) 2019 book, ‘Affect and 

mathematics education’. The second argument is presented by Sachs in her 2010 

article on teacher professional identity. These two arguments were chosen as they 

both focus on teacher professional identity as a whole, and not on specific facets of 

teacher identity such as trainee teacher identity development (Izadinia, 2013), or on 

analysis of how teacher identity has not yet been fully defined (Beijaard. et al., 2004; 

Rus. et al., 2013). Karaolis and Philippou’s and Sachs’ models show the arguments at 

play in terms of what is meant by teaching professionalism and reveal how teaching 

professional identity equally affects teacher choice and use of resources, and their 

expectations of their pupils’ reception of their teaching, as much as their social 

identities affect those choices. Here both models are described, analysed, and 

synthesised to show how Karaolis and Philippou’s professional identity factors (2019) 

work alongside Sachs’ two forms of professionalism (2010) to forge a concept of 

teacher professional identity. The synthesis of the two models is necessary, in my 

opinion, as Karaolis and Philippou’s model gives psychological salience to much of 

the actions described by the participants of this research, while Sachs’ model aids in 

a greater understanding of the participants’ reception to teaching resources and styles 

of teaching. 

Karaolis and Philippou (in Hannula et al., 2019) argue that teacher professional identity 

exists as dual facets, a product of psychological salience in identity theory (Stets & 
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Serpe, 2013) and a process of attributed perception formed by others that ties with 

both Tajfel (1974) and Turner’s (1987) social identity theory. 

The product and the process tie explicitly to Herman’s (1996) theory of dialogical self 

in which he described teacher professional identity as, “both individual and social” (in 

Akkerman. & Meijer., 2011, p. 308), revealing the inter-constructed nature of teacher 

professional identity that is both based upon an individual's self-concept and upon how 

others perceive and label that individual as a teacher. In this case teacher professional 

identity is founded upon both perspectives (Karaolis and Philippou in Hannula et al., 

2019). While this may be the case, Karaolis and Philippou continue to argue that 

teacher professional identity (TPI) is primarily personal and that it develops greater 

salience as it is self-attributed through time. Additionally, it is maintained as one of 

multiple identity factors that can be self-attributed and that can be adjusted over time 

(2019).  

In this sense, it can be argued that a teacher’s professional identity is initially ascribed 

to an individual by a lecturer or trainer, when someone trains to become a teacher for 

example, and then is self-ascribed and modified over time by that individual to answer 

the question of, “what type of teacher am I?” The answering of this question entails 

the synthesis of their professional identity with which ever other social identity or 

identities have become more saliant at that time.  
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Additionally, I argue that those who ascribe the professional identity of teacher, at this 

stage this could include other teachers, lecturers, pupils, and parents, upon the 

individual create a specific identity construction that is built from their own perspectives 

and perceptions of that individual and of their own perceptions of the job of ‘teacher’ 

based upon their own life experiences as teachers or with teachers. This ascribed 

professional identity could equally become more salient over time in the minds of those 

others and could change with further experience of that individual’s teaching, but 

crucially may not match the individual’s own professional identity.  

It is the professional identity constructed by the individual that is being discussed in 

this research, how it is formed and what constitutes a professional identity. However, 

the concept of an individual’s social identity being constructed and perceived by others 

will become the focus of this research further in the thesis. 

An example of a self-ascribed professional identity and professional identity ascribed 

by others can be seen with one of the participants of this research. Nigel has the 

professional identity of a history teacher, which is both self-ascribed, by virtue of this 

being his chosen profession, and ascribed to him by both his fellow teachers and his 

pupils. However, the type of history teacher that he wants to be is dependent on his 

desired outcomes of his teaching, which are very much connected to his other social 

identity factors. 
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Karaolis and Philppou continue to argue that TPI consists of seven concepts or 

“affective factors” that are self-ascribed by the individual (2019) that determine the 

salience of the identity, these are; 

• Self-efficacy. How successful a teacher is at the task of teaching. 

• Self-esteem. The positivity with which a teacher views themselves with 

reference to the feedback they receive from their teaching. 

• Professional commitment. The level of care that a teacher has for their career. 

• Job satisfaction. How much value the teacher feels is placed upon their work.  

• Work motivation. The drive to continue the act of teaching. 

• Task orientation. The desire to carry out the key tasks of the professions, such 

as planning and assessment. 

• Future prospects. Concerns about future activities and affects. (Karaolis and 

Philippou in Hannula et al., 2019). 

Karaolis and Philippou conclude that there are three types of teacher professional 

identity that are based around the seven factors. These three types are; positive 

professional identity, negative professional identity, and uncommitted professional 

identity.  

My research findings show that those who identify as having a positive professional 

identity maintain the seven aforementioned TPI factors from a positive stance and 

arguably ascribe greater salience to their TPI than they do to their other social 

identities. Negative professional identities maintain negative connections to one or 

more of the seven factors (Karaolis and Philippou in Hannula et al., 2019). This could 

be caused by multiple issues such as pay, or pupil behaviour and attitudes towards 

the teacher and the profession.  
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Any negative association with one or more of the seven factors may be responsible 

for the development of a negative teaching professional identity (2019). Uncommitted 

professional identities are those who show little or less commitment to the seven 

identity factors in comparison to other outside factors (2019).  

While Karaolis and Philippou argue for these forms of teacher professional identity, 

which I believe are saliant with regards to the participants of this research, it is also 

my opinion that Karaolis and Philippou do not address what actually constitutes 

professionalism within teaching and how this might affect professional teacher identity. 

In order to address this deficit Sachs’ (2010) work on teacher professional identity will 

now be discussed. 

Sachs (2010) argues that there are two forms of professionalism discourse within 

teaching. The first being a form of, “democratic professionalism” that is formed by 

teachers as a social group in the act of teaching, and the second being “managerial 

professionalism”, structured around policy, expectation, and accountability (Sachs, 

2010). From there Sachs describes how teachers develop two forms of professional 

identities founded upon the two aforementioned discourses. These identities being 

entrepreneurial and activist, neither of which are fixed, but are interchangeable within 

the malleable nature of social identities (Sachs, 2010). 

It is Sachs’ assertion that a government’s interventions into initial teacher training 

through policy as well as continued content control produces a form of professionalism 

that she calls “managerial professionalism” (2010). This is a form of professionalism 

that does not allow for educators’ autonomy in their decision making in terms of 

curriculum and pedagogical approach.  
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Sachs describes this lack or autonomy as “sad” (2010, p. 151), revealing her 

positionality as oppositional to the concept of managerial professionalism. Indeed she 

states that managerial professionalism lords private sector industry managerial 

approaches within the school system, and that this is evident in the managerial 

aspects of schools, particularly in attitudes towards, and policies on, teacher 

accountability (Sachs, 2010). 

The opposing form of professionalism is that of democratic professionalism, in which 

teachers act in union on behalf of schooling as a system and as an action, with little 

influence from the state or other outside factors (2010). Brennan (1996 in Sachs, 2010) 

states that democratic professionalism reveals the collective responsibility that 

teachers have beyond their own teaching, but also to the whole school and to the wider 

community. 

In terms of what constitutes professionalism in teaching it is my opinion that these two 

forms of professionalism defined by Sachs need not be so separated. The participants 

of this research have shown that they feel both responsible for the education of their 

pupils in practice, as directed by the national curriculum and government policies, and 

equally feel responsible, and perceive themselves to be responsibly relevant to their 

whole school, their wider communities, and to their pupils’ choices beyond school. I 

therefore argue that teaching professionalism is an amalgamation of both the 

managerial and democratic positions. 
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Sachs’ arguments on professionalism develop further into two concepts of teacher 

professional identity. The first is an “entrepreneurial identity” (2010) which is; 

• Individualistic in terms of an isolationist approach to self-management. 

• Competitive in terms of accountability against pupil attainment. 

• Controlling and regulative in terms of the pedagogical approaches and 

curriculum resources used. 

• Externally defined by managerial professionalism (Sachs, 2010). 

The second form Sachs describes as “the activist identity” (2010). This identity is 

focussed on;  

• The social justice and equity angles of education. 

• Collectivism, in that it is driven by a desire for social responsibility. 

• Being informed by democratic professionalism. 

Sachs argues that this professional identity involves teachers crafting self-narratives 

based on, “political, social, and professional agendas” (2010, p. 157) and that this form 

of professional identity should enable the open discussion of these self-narratives to 

engender debate within education in order to aid professional development.  

She continues to explain that developing an activist identity is a process through which 

teachers can develop away from an entrepreneurial professional identity, further 

revealing her positionality in this argument. Of the participants of this research all have 

spoken about their desires to create debate and dialogue with their pupils, whether 

along socio-political lines or along religious and cultural lines. All could therefore be 

described as leaning towards Sachs’ activist professional identity.  
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However, their experiences, both positive and negative, have been driven by their 

“activist” desires and equally informed by the curriculum and resources that they use. 

These actions can be described as an amalgamation of both the activist and the 

entrepreneurial identities through their use of the curricula and the resources defined 

by the curriculum. Additionally, their actions reveal how their mental conflicts and 

resolutions can be formed around Karaolis and Philippou’s (in Hannula et al., 2019) 

aforementioned seven affective factors, and their three professional identity types.  

As I have previously stated, it is my opinion that the participants can all be generally 

placed within a positive professional identity, as described by Karaolis and Philippou, 

but that their identities are, at times, amorphous, changing along all three identity types 

as they experience both positive and negative feedback from their teaching. Often the 

negative is experienced due to their desires to embody an ‘activist’ professional 

identity, through their cravings to create discussion and dialogue. With respect to the 

experiences of both participants Nigel and Quentin (from this research), they both had 

strong ‘activist’ desires to conduct their teaching through dialogue on ‘difficult’ topics 

such as religion and politics respectively, however, the managerial factors of the 

profession, being the use of specific types of resources that are acceptable through 

policy, directly affected how they approached their ‘activism’. Equally, their 

experiences affected their personal professional identities, as both describe later in 

the data.  

 

 

 



111 
 

The participants’ professional identities are revealed by their choice and use of 

teaching resources as well as their reception of specific types of teaching resources, 

however, as was described in the previous section on the national curriculum, the 

types of teaching resources that can be used are determined by policy. It is policy that 

directly affects the entrepreneurial professional identity of teachers (Sachs, 2010) and 

this affects their movement through Karaolis and Philippou’s seven affective factors 

(in Hannula et al., 2019). 

Policies such as the government policy on what constitutes teaching resources (Gove, 

2014b), the government policy on increasing resilience in schools (England, 2014), 

promoting British values (DfE, 2014), and the Prevent Duty (DfE, 2015) all directly 

affect the managerial procedures of teachers and therefore directly affect their 

entrepreneurial professional identity. The following section will examine this affect by 

analysing two specific policies, Promoting British Values, and the Prevent Duty. These 

policies were chosen as they both directly impact the choices and use of teaching 

resources within the English education system to date and have equally directly 

affected the participants of this research in terms of what and how they teach, and in 

terms of their professional and social identities. 
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Teacher professional identity, British Values, and Prevent duty. 

‘British values’, as a concept of policy, finds its origins post the London bombings of 

2005, with then Prime Minister Tony Blair presenting his ideas on the future of the 

nation to the Runnymede Trust where he stated that Britain had “essential values”, 

those being, “belief in democracy, the rule of law, tolerance, equal treatment for all, 

respect for this country and its shared heritage” (News, 2006). These values continued 

to be discussed by each subsequent Prime Minister and other political actors, leading 

to the inclusion of a version of the values as education policy within the teaching 

standards in 2012 (DfE, 2011 part 2, page 14), and again in the 2014 Department for 

Education policy ‘Promoting fundamental British values as part of SMSC in schools’. 

The SMSC, being spiritual, moral, social, and cultural policy, describes the values as: 

“democracy, the rule of law, individual liberty, mutual respect, and tolerance of differing 

faiths and beliefs” (DfE, 2014). The inclusion of the ‘values’ within both the teaching 

standards and the guidance on teaching SMSC reveals the prescriptive nature of this 

political discourse within education, and equally shows how these ‘values’ and the 

teaching of them constitute an expected aspect of a teacher’s professional 

entrepreneurial identity (Sachs, 2010).  

The current concept of British Values were embedded into the ‘prevent strategy’, which 

itself was created to take note of, and prevent, any perceived extremist ideology 

(Mansfield, 2018). After the 2005 London Bombings, perpetrated by British Muslim 

men, the Labour government established a Preventing Extremism Together taskforce 

which was setup to work with local communities to identify possible causes of 

extremism and to tackle them jointly (Miah, 2017). Subsequently, further policy 

changes came into play through the Labour government, the Coalition government of 

2010 – 2015, and the Conservative government of 2015 to date.  
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Most recently the concept of British values and the prevent strategy re-emerged as 

topics of political discourse on the heels of the “Trojan Horse scandal” where a number 

of schools in Birmingham were accused of ‘Islamising’ the curriculum (Mansfield, 

2018). Following the publication of a letter that was reported by several British 

newspapers to advocate for the inclusion of ‘hard line’ Islamic views within Birmingham 

schools and pushing a ‘Salafist’ agenda by pushing for ‘Salafist’ parents to complain 

about how they believe their schools are ‘corrupting’ their children (Miah, 2017). This 

‘plot’ was dubbed a ‘Trojan Horse’ by sections of the press, despite the letter having 

several problematic areas that questioned the veracity of the letter itself (Miah, 2017).  

Due to the media’s publication of the ‘Trojan Horse plot’ the concept of British values 

was once again raised by politicians as a form of national strategy that should be 

further integrated into education. It can be argued that these values can be perceived 

as a governmental attempt, “to define Britishness in opposition to a perceived ‘Islamist’ 

threat to wider society” (Mansfield, 2018, p. 42) and that they represent a, “traditional 

(whiggish) view of Britain’s political past” (2018, p. 43). This would be a British past in 

which a nationalist concept of Britishness has been concentrated around an 

idealisation of British ethical greatness (Mansfield, 2018). 

The problematics of these ‘values’ has been discussed by many academics in terms 

of the true nature of democracy, what it means to be British, individual liberty and its 

conflict with ‘the rule of law’ (Beck, 2018; Mansfield, 2018; Sant & Hanley, 2018), and 

more specifically contrasted against the government’s own intentions and actions that 

conflict with their own ‘values’ such as replacing the Human Rights Act 1998 with a 

more ‘national’ concept (Miah, 2017).   
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However, it is in the connection of these ‘British values’ to the prevent strategy that the 

situation of teaching the values and history becomes even more problematic, as  

teaching pupils to develop, “self-knowledge and independence of thought” (Mansfield, 

2018, p. 43) could be argued to conflict with a government narrative that is stated to 

be inalienable. 

If in the process of teaching ‘British Values’ a student should disagree with an aspect, 

then by nature of the teacher’s prevent duty, the teacher could consider the pupils to 

be in danger of becoming extremist against the values, or harbouring extremist ideas. 

Indeed, the act of denying another the ability to voice disagreement to the upholding 

of ‘values’ constitutes a practical refutation of democracy (Wolton, 2017). As the 

prevent duty requires teachers to, “challenge extremist views” (DfE, 2015 in Wolton, 

2017). With extremist views being defined as any, “vocal or active opposition” (2017) 

to the ‘British values’ created by the government it can then be argued that the 

Suffragette movement of the late 19th and early 20th Century would then have been 

vocally oppositional to the ‘British values’, as the form of democracy they desired 

differed from the one guarded by the government of the time (Wolton, 2017). 

I go further to argue that the act of teaching the history of anti-government movements, 

such as the Peasants’ revolt of 1381, the Peterloo massacre of 1819, the ‘one man 

one vote’ demonstrations in Northern Ireland in 1967, and the arrest of a French 

publishing house employee by British police under ‘terrorism charges’ (Shaffi, 2023) 

who had himself been demonstrating against the French government, could all be said 

to be acting against the British government’s value of ‘the rule of law’, certainly all of 

these were acts against British laws at that time. Further to that, if a student or students 

were to be ‘vocal’ about these historical and current events then the teacher would be 

compelled to problematise and possibly report those students under the prevent duty. 
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It is this duty, alongside the policy of teaching ‘British values’ that can be said to direct 

teachers’ professional entrepreneurial identities (Sachs, 2010), as they must, by virtue 

of the teaching standards, uphold the values, and therefore behave as actors for the 

political establishment. 

It can be seen then that policy, by nature of its dictation on how education can be 

undertaken, directly affects the managerial aspect of a teacher’s professional identity. 

That they may choose to create debate and discourse by questioning aspects of 

politics of accepted historical ‘facts’ reveals their activist professional identity (Sachs, 

2010), however these acts can themselves create conflict as the types of arguments 

used, and the resources that can be utilised, especially those prescribed by the 

government, can cause the teachers’ to experience great confusion and frustration, 

particularly when the teachers’ expectations of their pupils’ reactions, and reception to 

their teaching and the resources they use, may not match their pupils’ actual reception. 

Several examples of this can be seen in the data of this research.  
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Social identity theory, audience reception, and teaching resources 

This literature review set out to fully explain the reasoning for the use of social identity 

theory in this research, to show its connectivity with audience reception analysis, to 

show that teaching resources are media, and that as media they are used in education 

to carry embedded messaging. Through an examination of both Hall (1980) and 

Livingstone’s (2007) descriptions of audience reception, particularly Livingstone’s 

definition of normative receptive positioning, a connection can be made to social 

identity theory. Not only through the concept of conceiving of teaching resources as 

media, and of teachers and pupils as audiences, but more specifically in that the 

normative positioning through which they, as audience, receive the media are 

connected to their social identities. The normative positioning being analogous to their 

personal social identities and their professional social identities, particularly how their 

professional identities move through Karaolis and Philippou’s professional identity 

structures (in Hannula et al., 2019) and Sachs’ two professional identity types of 

entrepreneurial and activist professional identities (Sachs, 2010).  

This thesis seeks to show how teachers’ choice and use of resources is related to their 

desire to generate dialogue between themselves and their pupils, and this dialogue 

generation occurs through both the teacher’s and the pupils’ reception of the resource. 

It equally seeks to show that the messaging within the resource is either created by 

the teacher or is selected by the teacher in the act of resourcing, and their selection 

or creation is affected by their own social identities and is guided by their perception 

of their pupils’ social identities. 

The following chapter outlines the methodology of this research and the methods of 

data collection and analysis.  
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Methodology 

Introduction 

This chapter details the methodology and methods of the research. It begins by 

explaining the changes that had to be made to the original research plan due to Covid 

19 lockdown. It then explains and justifies the methodological grounding, the 

terminology, epistemology, the qualitative and interpretative approaches, the ontology 

and validity and the sampling and methods of data collection that were selected. 

Researcher ethics and positionality are equally considered. 

 

Changes and adaptations due to the COVID 19 lockdowns 

Initially this research intended to focus upon primary aged pupils’ reception of 

representations of diverse peoples within the resources used for their teaching. The 

theoretical framework was identity theory (Stets & Serpe, 2013), with audience 

reception analysis (Hall, 1980) used as the analytical tool. After the research proposal 

was accepted in May 2019, I began to approach local primary schools with hopes of 

working with one primary aged class. Year 5 (aged 9-10) was preferred to undertake 

data collection. The plan was for the research to be longitudinal, preferably ranging 

from the Autumn term of 2019 (September – November) throughout the school year 

to the summer. This would have allowed me time to get to know the pupils within a 

class, as well as the teaching staff, and given me breadth to obtain data from all the 

topics covered within the class and throughout the school during the academic year. 

Research information sheets were sent to several local schools, followed by e-mail 

correspondence between the head teachers at those schools and myself.  
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From nine possible schools I successfully negotiated access to one as the head 

teacher was interested in academic research taking place within his school.  

I began to attend the school from October of 2019, supplying the head teacher, deputy 

head teacher and class teacher with research information sheets, permission forms 

for the staff, and permission forms for the parents of the pupils. From there I began to 

attend classes one day per week to build a relationship with the pupils and the class 

teacher and was able to collect a small amount of data concerning identity and 

representation throughout the autumn and winter terms. From January of 2020 news 

began to circulate that there was a growing pandemic throughout Asia and that this 

was beginning to spread globally. As I was only able to attend the school one day per 

week time moved very quickly and by March of 2020 it was feared that schools may 

have to close, but certainly any non-essential personnel should not attend schools. So 

it was that conducting research within the school ended at the end of March 2020, and 

further data collection in schools in general would be extremely difficult during the 

lockdown as academic research in general was affected by the pandemic (Omary. et 

al., 2020; Rashid. & Singh., 2020). 

I was forced to re-evaluate my research given the small amount of data that I was able 

to collect due to the circumstances of the COVID 19 lockdown. Happily, after 

consultation with my supervisors, I decided to re-focus the research completely and 

continue with the PhD. The new focus would be on teachers themselves, and their 

receptions of teaching resources as media, using social identity theory (Tajfel, 1982) 

as the lens and audience reception analysis (Hall, 1980) as the analytical framework. 

I chose this new focus as I was able to access teacher participants remotely through 

online video conferencing and could share and obtain resources from them remotely 

as well.  
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The new focus on social identity theory was founded upon personal experience of 

choosing and creating resources based upon my own social identities, and I wanted 

my research to enquire whether or not other teachers do the same? If so, why? And 

what outcomes do they have? 

Due to the now much reduced time scale, my data collection changed from longitudinal 

to a shorter time frame of three months with a cross section of teachers from both 

primary and secondary education. The participating teachers were sourced from 

personal contacts from my own teaching career and were based throughout England. 

Additionally, due to the COVID 19 lockdowns, all communication was conducted online 

through e-mails and video conferencing. The method and stages of data collection are 

detailed further in this chapter. 

Overview of methods and timeline 

Social identity theory (Burke, 2000; Stets & Serpe, 2013; Trepte, 2006b) was utilised 

to examine how teachers describe and justify their preferences in selecting and using 

teaching resources for the national curriculum, as well as their reception and 

perception of teaching resources as media in relation to how they believed their pupils 

will receive the resources (how the encoded information within the resource is 

perceived, decoded and mentally framed within the mind of the pupils) (Hall, 1980). 

Audience reception theory (Hall, 1980) was used as the analytical tool through which 

the teachers’ reflections, collected as data, was analysed. Methodologically the 

research is qualitative, as the data was derived from seven participating teachers with 

the data consisting of their descriptive reasoning and opinion. The research is 

interpretive, analysing the participants’ reasoning and opinions by way of audience 

reception analysis and through the lens of social identity theory. 
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The method of data collection was online interviews, group interviews, and focus 

groups (Cohen et al., 2007) with primary and secondary teachers as participants, 

alongside those participants’ written reflections and justifications of teaching resource 

preference. 

Timeline 

March 2020. Initial data collection for previous research focus ended due to COVID 

19 pandemic lockdown. 

April 2020 – July 2020. Methodology, theory, and literature review re-visited with 

some ideas of new focus. 

September 2020 – October 2020. Due to COVID 19 lockdown PhD refocussed 

towards Social Identity Theory and new research questions. 

October 2020 – December 2020. Development of new research focus, research 

questions and formulation of theoretical background, including the continued use of 

audience reception analysis. 

January 2021. Potential research participants contacted initially through social media. 

All individuals who agreed to be potential participants were then e-mailed with further 

information on the research, with seven participants accepting. 

January 2021 – March 2021. Data collection undertaken and completed. (Details 

given in methods section) 

April 2021 – June 2021. Transcription of interviews and group meetings, and initial 

data analysis undertaken, with emerging themes noted. 
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June 2021 – August 2022. Re-writing of literature review, theory, methodology, and 

context, and continuation of data analysis, presentation, and discussion. 

August 2022 – November 2022. First draft of thesis completed. 

December 2022. Thesis submitted. 

 

Terminology 

Methodologically the terminology of analysis being used in this study is that of 

“audience reception analysis” which refers to the act of analysing media from the 

perspective of how the audience of that media initially receives, decodes, interprets, 

and creates dialogue around the message of the media. This differs from “Audience 

reception theory”, the specific analytical theory developed by Stuart Hall in 1973, as 

outlined in the literature review chapter. The difference lies in the utilisation of the 

theory as a method of data analysis, making use of both Hall’s and Livingstone’s 

structures (2007) as well as my own addition of resources as media and social identity 

as audience normative positioning. Next, “content analysis”, the act of analysing media 

for the encoded messages that were embedded within them by the creator of the 

media, taking the stance that audiences are passive and receive the intended 

message of the media (Rose, 2016). Finally, “encoding” and “decoding”, being the 

acts of encoding a message within a media and the act of decoding that message 

through reception. This terminology is more generally used in media theory and is 

used as in chapter 2 part 4 where I define teaching resources as, “Media (inclusive of 

environments and encounters) that serve as instruments of imparting educational 

objectives”. 
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Although the pupils are necessarily the intended final audience of these media, the 

teachers are the initial receivers of the resources and are active in terms of how the 

media is sourced and for what purpose it is used.   

It is they who make, “decoded meaning” from the “intended, encoded” messages (Hall 

in Durham & Kellner, 2006, p. 164). Teachers are therefore classified as the initial 

audience, and it will be their reception of the media that will be the focus of the study. 

While it could be argued that the pupils, as a ‘captive’ grouping who are compelled to 

attend and take part in lessons, do not constitute an audience, it is my opinion that this 

stance detracts from the pupils’ active reception of any media and that this portrays 

them as passive recipients of knowledge, tying to John Locke’s concepts of ‘tabula 

rasa’ or the ‘blank slate’ description of pupils in terms of education (Locke, 1690). I 

argue that pupils’ reveal their active positioning through their responses to, and 

interaction with their learning, and that they can choose to actively participate in their 

learning, this is evidenced through some of the described interactions between the 

participants of this research and their pupils. 

The following sections will describe the methodological approaches to this research 

and the method of data collection. 
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Epistemology 

Epistemology is the concept of what can be conceived as knowledge and the types of 

knowledge that can be utilized in research (Matthews, 2010, p. 26), it can therefore be 

said that epistemology is the act of uncovering reality through knowledge 

(Alharahsheh & Pius, 2020). There are broadly three differing epistemological stances: 

Positivism, which follows the ontological objectivist approach, and holds that 

knowledge is obtained via observation by the senses and asserts ‘truth’ and ‘facts’, 

which can be recorded. This observational approach precludes subjective 

interpretation and gathers data by testing hypothesis “generated from existing theory” 

(Matthews, 2010, p. 27) and should be free from researcher bias towards their beliefs 

or values (Ryan, 2018).  

Interpretivism, which focusses on the interpretation of social systems/events 

subjectively in relation to individual and/or group actions. Interpretivism ties closely 

with the ontological constructivist stance and entails the researcher interpreting 

participants’ interpretations of social interactions from their social and historically 

situated perspectives (Ryan, 2018). Theory is generated through the gathering, 

analysis and interpretation of data (Matthews, 2010, p. 28).  

The realist approach, sometimes called the critical approach (Ryan, 2018), follows 

the positivist stance in that it agrees that there exists a, “social reality, external to the 

researchers” (Matthews, 2010, p. 29), but holds that there are unknown mechanisms 

which effect social behaviour. Realist research seeks to identify those mechanisms 

and affect action from the findings, which can be either quantitative or qualitative (p. 

30).  
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Realism has been differentiated as scientific realism, closely resembling positivism, 

naïve realism, in which the world is exactly as it appears, and critical realism, which 

aligns more closely with interpretivism in that it allows for the beliefs, expectations, 

and perspectives of the researcher  (Madill et al., 2000). 

This research follows the interpretive epistemological stance as it involves the 

interpretation of the participants’ written and spoken reception of their own choices of 

teaching resources, and of alternative resources presented to them. The interpretation 

of their receptions is scaffolded by their social identity descriptions and explanations, 

which they provided through written submissions as well as through recorded 

interviews with me as the researcher. Additionally, interpretation is utilised through the 

use of audience reception analysis, as well as through the analysis of the participants’ 

description of their interactions with their pupils. 

While this research could take the stance of critical realism, in that social interactions 

are being observed and interpreted in order to discern unknown social mechanisms, 

the use of audience reception analysis for the data gathered through teaching 

resources and reception of teaching resources is intrinsically interpretive and allows 

for the participants’ and the researcher’s interpretations of all the interactions.  
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Qualitative data collection 

This research  takes the stance of; “discipline based, qualitative research”(Denzin, 

2009, p. 142). The discipline being education, with the purpose of “accumulating 

fundamental knowledge about social processes” (p. 142) This study is “Theory-based 

or operational construct sampling”(Patton, 1990, p. 177) as it will use a specific 

theoretical frame work (social identity theory) from which to study the sample group. 

The following section explains the differences between quantitative and qualitative 

research, explores the merits of both forms of research, and details the reasoning 

behind this research’s qualitative stance. 

Quantitative and qualitative are two styles of data collection used within scientific 

research. Quantitative is generally utilized by practitioners of the “natural sciences”, or 

those fields that study the natural world objectively such as biology or physics (Tuli, 

2010), requiring large data sets, usually of numeric value. Qualitative data is usually 

gathered via smaller research studies and is subjective and interpretive.  

One of the main differences between quantitative and qualitative research is that the 

former tends to focus upon cause of effect via specified, singular data research from 

a positivist, single known reality aspect (Denzin, 2009, p. 140) and could also follow a 

scientific realist approach (Madill et al., 2000), while the latter makes use of naturalistic 

analysis of data from multiple aspect sources, meaning that quantitative most often 

takes place in a non-natural environment, such as a lab, or seeks participants to attend 

specific places for research purposes, while qualitative research tends to observe 

participants within their natural environment and is often interpretivist (Ryan, 2018) or 

critical realist (Madill et al., 2000).  
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An example of a quantitative study that draws conclusions from numeric data sets is 

Wood et al’s meta-analytic review, “Effects of Media Violence on Viewers' Aggression 

in Unconstrained Social Interaction” (Wood et al., 1991), in which the authors detail 

the “effects” of exposure of children and adolescents to media violence. This research 

was quantitative in approach, making use of numeric data from 28 separate studies 

carried out by social science and psychology researchers between 1956 and 1988. 

Wood et al’s focus was to review the data surveyed from these studies to discern the 

level of effect that violence in media has upon young people. The participants of the 

studies were examined in both controlled laboratory conditions as well as “field” 

conditions with observers present, additionally, the setting was only described as a 

laboratory setting if the participants knew or believed they were in an experiment 

(Wood et al., 1991). It focussed on causal aspects from singular perspective, in that 

they ascribed media violence as the cause of adolescent viewers’ aggressive 

behaviour directly after they were exposed to the violent media during “unconstrained 

social interaction” (Wood et al., 1991, p. 378).  

This form of quantitative study stands in contrast to qualitative research, which is 

interpretative and often follows the socio/constructivist perspective of subjective reality 

as opposed to an objective reality (Stetsenko & Arievitch, 1997) meaning that reality 

is perceived through the lens of individuals and therefore, their realities are subjective 

to their environments, socio/cultural positioning and backgrounds, and mental frames 

of mind (Bourdieu, 1996a) (Hamel, 1998). An example of qualitative research 

contrasting Wood et al’s review, is “The Meaning of Race and Violence in Grand Theft 

Auto”  - a study of how game players take their own knowledge and experience into 

account when interpreting the game (DeVane & Squire, 2008, p. 264).  
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The authors found that each group of gamers (those who play the game) interpreted 

the game through their own “Differing Cultural Models” which drastically differed each 

group’s interpretations of the game when played (DeVane & Squire, pp. 279-280). This 

is an example of constructed reality and knowledge generation that is often exampled 

within qualitative research. Additionally, these aspects of qualitative research are 

divergent with quantitative research positivism (Denzin, 2009) which seeks for singular 

cause and effect patterns.  

Stake argues that quantitative research seeks a cause (singular), thereby denying the 

possibility of causes (plural) (Stake, 2010). This fact means that quantitative research 

is often preferred by policy makers as it gives them targets towards which to legislate, 

ways to tackle a “cause”. The problem is that this is often oversimplified in that by 

focussing on a singular, possible cause, which can be refuted in further studies 

(Ferguson, 2015), more nuanced and wider ranging causes can be overlooked 

inadvertently or ignored deliberately. Allwood (2011), however, argues that the 

distinctions between qualitative and quantitative research methodology is broadly 

constructed upon unstable grounds and are often contradicted by each research 

method’s own techniques. He continues to assert that any distinctions are founded 

upon a desired difference in perceptions of the “natural sciences” and the “human 

sciences”, differences which, Allwood claims, are founded upon outdated 19 th century 

thinking in which there was a philosophical separation between the natural and human 

sciences. The sciences today are markedly different in research methodology to that 

of the 19th century that to conflate the two periods and to assume, “that 19th century 

natural sciences are the same today as then is a risky enterprise that endangers 

conclusions based on fundamental differences between the natural and the human 

sciences” (Allwood, 2011, p. 1426). 
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Stake (2010), however, argues that qualitative research takes a broader view in 

studies that rely on research of people’s behaviour, however, these forms of study are 

less well received by policy makers. The obvious drawback of this is that the research 

settings cannot necessarily be controlled, and outside factors may mask underlying 

causes. Stake reasons that these possible outside factors are the underlying causes, 

that no singular facet should be taken as the sole cause, and that qualitative research 

acknowledges that there may be multiple factors at play within a research setting 

(Stake, 2010). 

While research of social identity and group dynamics can be carried out within 

quantitative research, the data collected would likely focus upon the collation of 

thematic occurrences for a measurable reading. I have chosen to use qualitative 

research methodology for this research as its broader view of people’s behaviour, in 

that outside factors may cause that behaviour, ties closely with social identity theory, 

which revolves around group dynamics and outside influence on group behaviour.  

This research makes use of qualitative research methodology as it takes an 

interpretivist reading of the data collected from the participants, and is constructivist, 

in that the interpretation of the data helps to construct an understanding of the role of 

social identity in teaching practice. The data collected is not represented numerically, 

through quantitative sampling, as the research itself is focused on the interpretative 

nature of the participants’ lived experience. As the data will be presented thematically, 

there is a great deal of interpretation of that data. The following section explores the 

reasoning for the use of interpretivist research methodology. 
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Interpretive research 

Interpretivist researchers seek to detail  and comprehend how reality is perceived and 

experienced by those that they are observing (Thanh & Thanh, 2015, p. 24). These 

findings are often utilised by researchers to construct an interpretation of the lived 

realities of their research subjects. Thanh and Thanh assert that interpretivist research 

allows for multiple perspectives of reality as research data is not only passed through 

the theoretical lens of the researcher, it is also understood from the positional 

perspective of the participant , while the imperative aspect of interpretivist research is 

in the context of the research being carried out (Thanh & Thanh, 2015). 

Lin points out that qualitative research can be either positivist or interpretivist or both 

(Lin, 1998). The former seeking to, “document practices that lead consistently to one 

set of outcomes” (Lin, p. 162). While the latter seeks to, “uncover the conscious and 

unconscious explanations people have for what they do or believe” (Lin, p. 162). 

Similarly to Denzin (2009) and Stake (2010) , Lin makes clear that positivism can aid 

a researcher to find a cause to an effect via data, but also points out that it cannot give 

reason as to why the cause has the effect. While interpretivists can illuminate the 

“causal mechanisms” but cannot show “how widespread the existence of similar cases 

might be” (Lin, 1998, p. 163).  

It is in the differentiation between finding a cause and reasoning a cause that we find 

the schism between interpretivism and positivism. While Lin assures that the two can 

be combined in a qualitative study (Lin, 1998), others, such as Thanh and Thanh 

(2015) argue, that one supersedes the other. Indeed, Lin does not consider the 

quantitative need for a singular cause, while interpretivist qualitative research 

searches for multiple causes.  
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She asserts that the difference between positivist and interpretivist methods lies within 

causes, mechanisms and their relationships and that this understanding can be 

developed into a twin (mixed) method (Lin, 1998). 

Schwandt Schwandt (1998) holds that interpretivist research follows “Verstehen” (p. 

221), the German philosophy of understanding human behaviour, and is emic in that, 

“proponents of these persuasions share the goal of understanding the complex world 

of lived experience from the point of view of those who live it” (Schwandt, 1998, p. 

221). He agrees with Thanh and Thanh (2015) when he explains how the perceived 

world of the observed within a study is socially constructed and its context is “situation 

specific” (Schwandt, 1998, p. 221).  

He makes the distinction between positivist and interpretivist studies by stating that, 

while the former concentrates on scientific explanation, that interpretivist research, “is 

the grasping or understanding (verstehen) of the meaning of social phenomena” 

(Schwandt, 1998, p. 223); in essence, taking the perspective that social phenomena 

has multiple causes. Once this is understood, those causes can be researched to find 

connections between them, the outcomes can then be described from the 

perspectives of those differing causations. 

Interpretative researchers have often argued that their methods are not intended to 

make generalisations, a contestation of the stance so often taken by the quantitative, 

positivist researcher. Williams (2000), however, argues that while most interpretivist 

researchers hold that interpretivist research is non-generalising, interpretivists, by 

definition of interpretation, generalise and that this is inevitable. His argument is that 

the act of interpretation, from the socio-cultural perspective of the observed, in order 

to generate a greater, social narrative, is an act of generalisation, that this is not a 

negative aspect of interpretivist research (Williams, 2000).  
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He continues to describe interpretivist generalisation as “moderatum” generalisation 

(p. 215), where an observed aspect can be used to describe similar aspects in different 

situations. While Williams’ concept of moderatum could be applied to the 

interpretations of the data of this research it is my opinion that interpretation is not 

necessarily generalisation, as interpretation of reality is a fundamental aspect of 

human nature. I argue that reality is individual to each human through their experience 

and interpretation, and that it is through their interpretation that we can find 

understanding of their behaviour and choices. Their self-identification and social 

identities may be founded upon their interpretations of societal phenomena, equally, 

their identification and reception of information generated within society can be tied 

with their interpretations and identifications. In terms of the interpretivist nature of this 

research, while the participants’ individual interpretations of their own lived 

experiences can be reflective of others’ experiences, it is in the act of reflection that 

the participant is being recorded via the data collection and analysis. How their social 

identities and their lived experiences drive their own personal interpretations of the 

realities in which their pupils exist. In essence, how they reflect themselves into their 

own constructed ideas of their pupils. This research then is interpretivist not only in the 

analysis of the data collected from the participants but equally through the participants’ 

own interpretations of their own actions, and those of their pupils. The participants’ 

interpretations being captured through recorded interviews and written reviews of 

resources that they present, and that were presented to them. 

Having focussed on the epistemological approach the following section focusses on 

the ontological grounding of this research. 
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Ontology 

Ontology refers to the researcher’s view of the social world around them, how it is 

comprised and how it can be described (Matthews, 2010, p. 24). Four differing 

ontological positions can be described as follows:  

Objectivism takes the natural science stance that the social world, comprised of social 

phenomena, exists separately and independently of the social actors within them and 

should, therefore, be studied objectively (Matthews, 2010). 

Constructivism, which posits that the social world exists as a fluid construction of the 

social actors operating within it, and that the social world is continually changing and 

being constructed/deconstructed by the social actors. In this situation, social 

phenomena (such as culture, organisation, and law) can be studied as social 

constructs (Matthews, 2010). 

Realism takes a similar stance as objectivism but equally states that there are non-

observable driving factors that affect the social behaviour of individuals. These could 

be socio-psychological/biological drivers such as a need for security, the biological 

urge to procreate, and/or social/emotional connectivity. While these drivers may be 

un-observable, their impact can be measured (Matthews, 2010). 

Social ontology poses the question, do social entities exist separately from or 

connectedly, as social constructions, to social actors? (Bryman, 2008). 

Objectivism takes the approach that an organisation, such as a school, exists 

separately and tangibly from the social actors within it (Bryman, 2008). It places the 

concept of the organisation into the position of environment in terms of habitat. In this 

way it is used by positivist, natural science orientated researchers, to research/study 

organisations as standalone environments.  
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A constructivist would argue that human organisations are societally constructed and 

can be fluid, that is   changed by the social actors, whose behaviour can be influenced 

by outside, environmental factors, such as locational setting or socio/political 

placement (Bryman, 2008). For example, COVID-19 has forced politicians, as social 

actors, to effect significant change on organisations, leading to a change in 

interactions between other social actors. 

I argue that culture is a construction, in constant flux rather than environmentally 

steady, as objectivism holds. Human cultures can be viewed as constructed by 

societal norms (gender roles, class barriers etc.) As these norms change culture is re-

constructed. These changes occur rapidly due to the fluidity of social interactions, for 

example, the collapse of the Berlin wall, the reunification of Germany and the fall of 

communism occurred through human social fluidity. Civil rights movements, the “me 

too” campaigns (metoomvmt.org, 2023), and elections in general, effect the 

organisations within which they occur, thusly they are socially constructed. With 

relation to this research not only will the theoretical foundation be that of social identity 

theory, but the ontological underpinning equally lies in the action of the participants 

socially constructing identities for their pupils based upon their own interpretations of 

their own lived experiences and reflecting those experiences upon their pupils. 

Additionally, the use of audience reception analysis, which is interpretive of individual’s 

receptions of media, will be used to analyse the participants’ reception of differing 

teaching resources, from a social identity perspective.  

Next, we shall turn to the aspect of validity in this research. I have made use of a 

validity criteria developed for use in qualitative medical research by Whitmore et al 

(Whittemore et al., 2001) as its use of creativity and reliability reflect and tie with the 

methodology of this research. 
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Validity 

It has been argued that there is a general incongruence between quantitative and 

qualitative research in terms of how studies address reliability and validity (Golafshani, 

2003; Whittemore et al., 2001), on the one side quantitative research, often taking 

place more readily in the “natural sciences”, makes strong use of the scientific method 

as its basis for reliability and validity. Replicability, rigour, consistency, accuracy, and 

representativeness are all aspects of quantitative validity. In essence, if the research 

can be replicated using the same methods by different researchers and result in similar 

findings then the research is said to be valid (Golafshani, 2003). 

The problem is that these aspects of validity do not necessarily allow for the 

interpretative nature of qualitative research (Whittemore et al., 2001), additionally, 

while rigour needs to be applied to qualitative research, so too does creativity 

(Whittemore et al., 2001). Attempting to apply positivist validity measures to qualitative 

research can be contradictory to the nature of qualitative research which, “seeks depth 

over breadth and attempts to learn more subtle nuances of life experiences as 

opposed to aggregate evidence” (Whittemore et al., 2001, p. 254). This has led 

qualitative researchers to develop validity criteria that addresses both the validity and 

the reliability of qualitative research and equally allows for the creative interpretivist 

nature of qualitative research. 

For this research I have made use of Whittemore et al’s contemporary synthesis of 

validity criteria in qualitative research (Whittemore et al., 2001) to verify its validity as, 

in my opinion, it best suits the qualitative structure of the research and has equally 

built upon the works of Lincoln & Guba (1985), Marshall (1990), Maxwell (1996), 

Sandelowski (1993), and Smith (1990) (Whittemore et al., 2001, p. 529).  
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While Whittemore et al’s method was constructed for medical qualitative research, it 

was developed to account for their patients’ life histories in order to give context to 

their medical needs. Where medical science regularly makes use of quantitative 

validity checks, the use of qualitative research meant that Whittemore et al had to 

develop equally rigorous validity checks. I believe that the aspects of integrity, 

authenticity, criticality, credibility of their primary criteria enable me to ensure strong 

validity of my research, with the secondary criteria of explicitness, creativity, 

thoughtfulness, vividness, and congruence enabling the interpretative nature of my 

research to match the validity of the primary criteria. All of which were achieved 

through the use of the validity model’s techniques and are described below. 

 

Figure 9. Contemporary Synthesis of Validity Criteria in Qualitative Research (Whittemore et al., 2001, p. 530) 

 

The above diagram, created by Whittemore et al, illustrates the criteria of validity 

through which qualitative research can pass in order to ensure validity. It is composed 

of primary and secondary criteria as well as techniques, all three of which work in. 

Below I will address each of the criteria in terms of this research to verify its validity.  
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Primary Criteria of Validity 

Credibility 

“Do the results of the research reflect the experience of the participants or the context 

in a believable way?” (Lincoln & Guba (1985) in Whittemore et al., 2001, p. 530). 

As the results of this research are founded upon the lived experience of the 

participants, as described and verified by them during recorded interviews, they can 

be described as credible. Additionally, feedback from participants, post individual 

interviews, which have also been recorded, reveal the veracity of the results. 

Authenticity 

“Has the inquirer exhibited a high awareness of subtle differences in the voices of 

other” (Lincoln (1995) in Whittemore et al., 2001, p. 530). 

In essence, has the researcher adequately removed their own influence from the 

recorded voice of the participants? During the individual interview stages all attempts 

were made to ask open questions and record the authentic responses of the 

participants without influencing those responses. Equally, the focus group discussions 

were free flowing and allowed for the participants to express their own opinions and 

experiences. The research data can therefore be described as authentic. 

Criticality 

“A systematic research design needs to be portrayed that demonstrates evidence of 

appraisal” (Hammersley (1992); Hinds, Scandrett-Hibden, & McAuly (1990) in 

Whittemore et al., 2001, p. 531). 

The design of this research includes a literature review of not only theory upon which 

the research is founded, but also linked theories and alternative theories, such as 

Bourdieu’s Habitus, that could be used to explain the findings. These alternative 

theories are referred to in the data analysis and discussion.  
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Additionally, researcher bias is addressed in the design using participant provided 

resources as well as resources obtained by the researcher, and in the exploration of 

the participants’ self-social identification. 

Integrity 

“integrity must be evidenced in the process to assure that the interpretation is valid 

and grounded in the data” (Whittemore et al., 2001, p. 531). 

While the data was examined through the chosen theoretical lens, at times it was 

considered against differing theories to ascertain if there could be differing 

explanation, for example if Bourdieu’s theory of habitus explained the participants’ 

behaviour to greater effect than social identity theory, thereby avoiding bias, lack of 

“attention to discrepant data” (p. 531), and showed the consideration of, “alternative 

understandings” (p. 531). 

 

Secondary criteria of validity 

Explicitness 

“An audit trail of a variety of investigator-generated data must be consistently and 

conscientiously recorded” (Rodgers and Cowles (1993) in Whittemore et al., 2001, p. 

531). 

This research is documented with a rationale, positionality, context, aims, overview, 

literature review, methodology including sampling, and method of data collection, data 

analysis, and discussion. Furthermore, all the data collected is available as secured 

transcriptions of audio recordings, saved files containing participant feedback, and 

data provided by them for research. 
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Vividness 

“Presentation of rich data contributes to the ability to highlight salient features and 

themes” (Ambert et al (1995) in Whittemore et al., 2001, p. 531). 

The presentation of the data analysis and the discussion for the research is described 

in detail and with clarity, conveying not only the meaning of the participants’ thoughts, 

but also the emotion within them. 

Creativity 

“Creativity is demonstrated in qualitative research through novel methodological 

design to answer specific research questions” (Chapple & Rogers (1998) in 

Whittemore et al., 2001, p. 532). 

The research makes use of a method of data analysis, audience reception analysis 

(Hall, 1980), which is most commonly used in media studies. It is reconceptualised 

and re-focussed on social identity theory with the purpose of discerning new 

knowledge of educational social psychology. In this way, it is my opinion that, this 

research achieves creativity. 

Thoroughness 

“Thoroughness implies attention to connection between themes and full development 

of ideas” (Whittemore et al., 2001, p. 532). 

The thoroughness of this research is exemplified in the data analysis, generation of 

themes, and the theorising within the data discussion, and is tied together in the 

conclusion. 
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Congruence 

“Congruence should be evident between the research question, the method, and the 

findings; between data collection and analysis; between the current study and previous 

studies; and between findings and practice” (Whittemore et al., 2001, p. 532). 

The Congruence of this research is evidenced through the connection between the 

research questions and the methods of collection and analysis. 

• RQ1: Congruence is achieved for this question through the use of social identity 

descriptions provided by the participants, as well as their written and verbal 

reception of resources. The writing and the transcripts were analysed using 

audience reception analysis. Additionally, transcribed recordings of the 

participants’ views and reception of the resources were analysed through the 

theoretical lens of social identity theory.  

• RQ2: This question is congruent with the theory, methodology and analysis and is 

evidenced through the use of social identity theory to examine the participants’ 

expectations of outcomes when teaching in comparison to the actual outcomes. 

• RQ3: Congruence of this question is achieved through the use of recorded 

participant interviews and group conversations evidencing their communication 

strategies that may or may not address their social identity constructions of their 

pupils and the results of their strategies. 

 

Additionally, congruence is measured through the theory examined, the data collected, 

and the theory generated from the data analysis. It is further demonstrated via 

participant/teacher reflexivity and the practical use of that reflexivity in teaching, 

evidenced through the participants’ interviews. 
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Sensitivity 

“Research that is implemented in ways that are sensitive to the nature of human, 

cultural, and social contexts” (Altheide and Johnson (1994); Munhall (1994) in 

Whittemore et al., 2001, p. 532). 

Special attention was paid to the sensitive nature of social identities and the emotional 

connectedness of the participants to those identities. Equally, the findings of this 

research, and the theory generated is applicable in use both within education, and 

social science research, as well as in teaching practice. 

 

Techniques 

“Techniques contribute to validity in qualitative research as the methods employed in 

differing investigations to demonstrate or assure specific validity criteria” (Whittemore 

et al., 2001, p. 532). 

Making use of Whittemore et al’s table of techniques (2001, p. 533), the techniques 

for demonstrating validity in this research are as follows; 

Design consideration through;  

• Developing a self-conscious research design 

The design of this research accounts for the methods of data collection, 

analysis, methodology, and theorising, and is reflective and self-critical in each 

aspect. This is evidenced through the description of other designs and the 

justifications of the design used. 

• Sampling decisions  

The sampling of participants was random in as much as it was achieved through 

an initial call for participants through social media. Those individuals that 

responded positively to the call were then asked directly to participate. 
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• Employing triangulation 

Triangulation is evidenced through the use of four data sets for each of the 

participants, with each data set evidencing social identity, audience reception, 

social identity construction, and participant experience in teaching. 

• Giving voice  

Evidenced through the participants’ experiences shared by them and recorded 

through transcript. 

• Sharing perquisites of privilege 

Reflected in the participants’ statements and attitudes and recorded through 

their own written records and through transcription of interviews. 

• Expressing issues of oppressed groups 

This research did not set out to explicitly or implicitly express issues of 

oppressed groups. However, the participants themselves raised issues, such 

as feminist issues, and representation of differing culture issues. For example, 

participants Olivia, Nigel, and Willow all raised the issues of representation, with 

Olivia specifically raising concerns over the possible needs and issues of pupils 

who may originate from regions in active conflict, or for female pupils who may 

receive specific resources negatively due to the lack of representation. While 

Willow spoke on her desire to include her own cultural heritage in her teaching 

in order to include pupils from a similar culture heritage. Nigel deliberately made 

use of resources that he felt would help to include Muslim pupils, and pupils of 

South Asian heritage in connecting to the study of history. 
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Data gathering through;  

• Articulating data collection decisions 

Evidenced through the sampling and method sections of this chapter. 

• Providing verbatim transcriptions. 

Samples of each transcript are used throughout the data presentation, analysis, 

and discussion chapters. Additionally, the full transcripts are provided in the 

appendices. 

 

Analytic through;  

• Articulating data analysis decisions 

Evidenced throughout the thesis, but more explicitly in the methods section 

below. 

• Member checking  

Participants were given access to the recordings of their interviews and the 

transcripts, and were asked throughout the process to express any concerns or 

differences that they may have had. Additionally, a report of findings will be 

made available to all of the participants at the completion of the research. 

• Expert checking 

Effort was taken to gauge the opinions and knowledge of other experts in the 

field, specifically the academic supervisors of this research, as well as other 

academic researchers through the presentation of initial findings at conferences 

such as the BERA 2021 conference. 

• Exploring rival explanations 

This was achieved and is evidenced throughout the literature review chapter as 

well as throughout the discussion chapters. 
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• Performing a literature review 

Evidenced in the literature review chapter. 

• Bracketing. 

Bracketing is evidenced through the acts of member checking, expert checking, 

and exploring rival explanations. Additionally, my own potential biases and 

positionality were minimised through the research design, in the asking of open 

questions to the participants, using verbatim quotations, and avoiding leading 

questions as much as possible. 

 

Presentation through;  

• Providing an audit trail 

The audit trail is evidenced in the appendices. 

• Providing evidence that support interpretations  

All interpretations are supported by evidence through transcripts, use of data 

provided by the participants, and the use of theory.  

• Acknowledging the researcher perspective 

The researcher’s perspective is acknowledged through the sections on 

positionality, rationale, and the methodology chapter. 

• Providing thick descriptions (Whittemore et al., 2001, p. 533) 

Thick description is evidenced throughout the data analysis, discussion, and 

conclusion chapters, and is supported through theoretical citation and 

discussion. 

Through the description of how this research has fulfilled each of the primary and 

secondary criteria, and by defining the techniques, the validity of this research is 

revealed. The following section will detail the sampling method that was used. 
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Sampling 

Patton noted that operational construct sampling is used to study, “real-world 

examples of the constructs in which one is interested”(Patton, 1990, p. 178). He makes 

the distinction between purposeful sampling and convenience sampling, using the 

easiest accessible sample groups, in stating that, “purposeful, strategic sampling can 

yield crucial information about cases. Convenience sampling is neither purposeful nor 

strategic” (Patton, 1990, p. 181). The participants of this research were purposefully 

and strategically sampled as set out in the following discussion.  

 

Canvassing and contacting 

Due to the isolated nature of the COVID-19 lockdowns the potential participants were 

canvassed via the social media platform Facebook, social media was chosen as it 

remained the only globally accessible forms of social interaction and communication. 

The specific social media platform was chosen as it is one that is generally used and 

is accessed by individuals with a focus on social communication and interaction rather 

than video sharing, image sharing, or opinion sharing only. The specifications were for 

any teachers, including trainee teachers, who were working in schools teaching the 

English national curriculum. A post was sent reaching out to previous colleagues and 

their contacts. From there I awaited responses. In case of a lack of responses I also 

approached the school in which I had been gathering data prior to the COVID-19 

lockdown to ascertain if any of the teachers would be willing to participate. Additionally, 

teachers working in schools within the local area were approached. 
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Criterion of sampling 

As the focus of this research is upon the social identities of teachers and their 

receptions to teaching resources, I decided that the potential participants should be 

Early Years, Foundation Stage teachers (ages 4 -5), Primary teachers (ages 5 – 11), 

and/or Secondary teachers (ages 11 – 18) and could have varying amounts of 

experience. The initial open invitation was broad, making use of personal contacts but 

hoping for other participants to become available through those contacts, with some 

information given to elicit interest. 

 

Figure 10. Screenshot of message sent on social media to find potential participants.  

While the initial call was for primary teachers, I chose to broaden my focus through the 

inclusion of secondary teachers who responded to the call, with the caveat that they 

should all be teachers of the National Curriculum for England, as this is the focus of 

scrutiny within this research. 

Eight participants responded through social media, and two expressed interest from 

local schools. Although the initial eight expressed interest in participating, two 

withdrew after receiving further information, as they felt that there would be time-

restraints that would hamper their participation. Additionally, one teacher from a local 

school withdrew for similar reasons. At the end of the canvassing period seven 

teachers had accepted. 
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Below is a table describing the participants’ professional experience and 

demographics. Each participant was assigned a pseudonym to allow for anonymity 

throughout the thesis. Some of the participants were known to each other and so 

pseudonyms were not used during the group discussions. The participants’ 

demographics are provided to give context to each participant in terms of possible 

social identifiers. Additionally, teaching experience is provided to give further context 

to each participant’s knowledge and experience within education, and to reveal 

similarities and differences between each participant. 
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Participants 

The participants have been randomly assigned pseudonyms in order to maintain their anonymity throughout the research process 

and in the thesis. 

Participant Participant demographics Teaching experience 

Grace White, British, female. Early thirties, non-denominational. 

Parent. From the Northwest of England. 

Entry Level teacher with Early Years, Foundation Stage 

experience. In the process of gaining her teaching qualification 

and having eight years’ experience within her school as a high-

level teaching assistant. 

Nigel White, British, male, mid-fifties, Christian. Parent. From 

the Yorkshire region of England.  

Over twenty years’ experience. Secondary History teacher. 

Olivia White, British, female, late thirties, non-denominational. 

Non-parent. From the Yorkshire region but raised in the 

Northwest of England. 

Ten years teaching experience both in England and 

internationally. Early years and foundation stage teacher. 

Patricia White, British, female, late fifties, non-denominational. 

Parent. From East of England but raised internationally.  

Over twenty years’ experience both in England and 

internationally. Primary teacher with some secondary 

experience. Had been a head teacher, deputy head teacher, 

and year group leader.  

Quentin White, British, male. Mid-thirties. Non-denominational. 

Parent. From the Yorkshire region. 

Teaching for ten years. Primary school teacher with both 

national and international teaching experience. 
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Willow Mixed white/Arab, British, Female. Late thirties. Non-

denominational/Muslim heritage. Non-parent. From the 

Midlands but raised internationally. 

Teaching for seven years. Primary school teacher with 

experience teaching in England and teaching internationally.  

Zac White, British/Cypriot, male. Late fifties. Non-

denominational. Parent and grandparent. From the 

Northeast of England but had been raised internationally.  

Teaching for over twenty years and specialised in teaching 

pupils with Special Educational Needs and Emotional and 

Behavioural Needs. Teacher of Science, ICT and Business 

studies, and had taught internationally as well as in England.  

Figure 11. Table of participants 

School/class demographics 

With the focus of the research being upon the teachers themselves, their social identities, and their receptions to resources as media, 

it was not necessary to specifically detail the demographics of the schools within which they were working, however, the participants 

were asked to provide a description of the cohort demographics that they taught as this would help to contextualise their choices of 

resources for the 1st data set. These descriptions will be evidenced in the data presentation chapter and can be seen in full in appendix 

2:1. 
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The following section details the method of data collection and analysis. 

Method 

As previously stated, due to the 2020/2021 COVID-19 lockdowns it was necessary to 

structure the method of data collection to account for the lack of access to individuals 

and spaces that could be utilised for interviews. Additionally, as the focus of the 

research had changed from school pupils to teachers it was necessary to recruit 

participants from the teaching community whilst adhering to the lockdown regulations.  

The participants were purposefully sampled ensuring that they could “purposefully 

inform an understanding of the research problem and central phenomenon”   

(Creswell, 2007, p. 125). Through the use of social media initial canvassing took place 

for any teachers who would be willing to participate in the research. In addition, the 

school which had previously played host for my earlier data collection was contacted 

and the staff were offered the opportunity to take part.  

From the initial call out I received ten possible confirmations, eight from social media 

contacts, one from the school which had been the setting for my previous research, 

and one teacher whom I had approached from a school in which I was working at that 

time. I then moved to direct contact through e-mail in order to finalise the participant 

groups. An information letter, and consent form was sent to all prospective participants 

(see appendix 1) detailing the research focus and the stages of the data collection. 

After two participants withdrew the eight remaining participants were representatives 

of two genders, differing social classes and ethnic/regional origins, and the small 

number was not problematic as it was anticipated that each would provide four pieces 

of substantial data. 
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I decided to carry out the interviews individually over the video conferencing platform 

Microsoft Teams. While it has been stated that setting is crucial for qualitative 

interviews to take place (Creswell, 2009; Gill et al., 2008; Lune & Berg, 2017) in order 

for participants to feel comfortable and capable of expressing themselves, the 

constraints of the lockdown meant the use of online conferencing tools was the only 

available option. The difficulties of this were revealed with loss of internet connection 

and/or other technical issues that could hamper the interviews or recordings. However, 

the use of the online conferencing program equally facilitated the interviews as the 

participants did not have to travel any distance to attend, they could speak in the 

comfort of their own homes, and timing was framed around their availability. 

Additionally, the program itself could record the meetings and save the recordings 

securely in password protected domains. 

 

Research introduction meetings 

The initial online introductory meeting consisted of a discussion with each participant 

about the objectives of the research, answering any of their questions, and explaining 

the stages of each interview. How there would be two individual interviews focussing 

on resources and social identities, and a final focus group interview in which the 

participants would be split into small groups to discuss specific themes that had arisen 

from the two individual interview stages. Consent was verbally confirmed and 

recorded, and each participant was given the opportunity to withdraw if they desired. 

After this a mock version of a social identity description and resource 

description/analysis was shared (see appendix 1). These documents were created by 

myself to enable the participants to understand what was required of them.  
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The social identity description consisted of one or two paragraphs in which I described 

how I perceive myself and my connections with differing social identities, such as being 

a teacher, being British, and being white. While these descriptors could be defined as 

personal, the focus was on the perceived social meaning of them rather than the 

personal one. So, by being British I carry with me certain social, cultural, and historic 

values, knowledge, and biases that may affect my behaviour and choices. I explained 

to the participants that they could describe themselves as parents, or as siblings, or 

could describe themselves politically as liberal or conservative. The descriptors were 

all important and enabled an understanding of the participants’ social identities, but 

equally, how they ordered their descriptors could reveal a hierarchy to their social 

identities.  

The second section of the data, the resource description, was exemplified through a 

provided mock resource description and analysis alongside a description of an 

imaginary cohort to whom the resources were meant to be presented. The resource 

provided was composed of a number of post cards that could be used by primary 

pupils to initiate postcard writing. The postcards depicted international cultural scenes 

such as the pyramids of Egypt, and a market in Asia. The use of these postcards was 

explained as being there to facilitate creative ideas from the pupils. The choice of cards 

were meant to generate responses towards social and cultural differences, and that I 

had chosen to use them as I believed that the pupils could connect with some and 

could contrast their lived realities with others.  

The participants were asked to provide a description of the cohort for whom their 

chosen resources would be utilised, in order to contextualise their choice of resources. 

They were then asked to provide a photo or recording of their own choice of resources 

and explain what the resource was, what it was intended for, and why they chose it. 
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The participants were given a month to undertake this task and asked to send their 

writing, by e-mail, prior to our first interview. 

After this introductory meeting it became clear that one of the remaining eight 

participants did not wish to continue and so they withdrew, once again this created a 

difficulty as that participant was equally representative of a specific cultural/racial 

background that could have provided contrasting data to the other participants. 

Equally, only seven participants remained. I began to reach out to other teachers who 

had taught the national curriculum but had moved away from the English education 

system, who could perhaps act as substitution participants should any others choose 

to withdraw. Happily, the remaining seven participants continued with the data 

collection process and sent their initial data sets prior to their interviews. 

 

Data sets 1 - 3, consisting of the participant’s self-described social identities, their 

reviews of their own choice of resources, their reviews of resources provided for them, 

and the transcriptions of their interviews were analysed through the application of 

audience reception analysis (Hall, 1973). Here the language used by the participants 

was analysed to ascertain their reception of the resources as media, to find 

connections between their receptions of the resources and their self-described social 

identities, and to ascertain how their social identities impacted their reception. For 

example, in her review of the Alexander the Great resource provided to her for the 

second interview, Olivia stated that; 

My knee-jerk reaction is irritation at the upper-class male privilege permeating the 

two pages. I find Greek mythology a tedious heap of excuses for male writers and 

painters to glorify sexual violence, incest and bestiality. 
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This statement was analysed making use of audience reception analysis, revealing 

the participant’s oppositional reception to the media from her social identity normative 

positioning based on her life experiences. This knowledge could only be ascertained 

through a detailed knowledge of the participant’s self-description of their social 

identities, and their positionality, gained through the interviews. 

Sections of Data set 1, specifically the participants social identity descriptions, as well 

as data set 4, comprising of transcriptions of the focus group interviews, were analysed 

through qualitative content analysis (Lune & Berg, 2017) searching for emergent social 

identity themes which would reveal the connection between the participants’ social 

identities, their use of teaching resources, and their expectations of how their pupils 

would receive those resources. Where themes appeared within the social identity 

descriptions, such as a parental social identity, the participants would then be asked 

questions along those lines, and to give further clarification to statements.  

Additionally, where themes appeared of how the pupils, as audience to the resources, 

received or were expected to receive the resources, these were embedded into a 

further line of questioning for the interviews. 

In terms of validity, the question could be raised as to whether the introduction of the 

concept of social identities and the possibility of social identities affecting choices and 

use of resources may have itself affected the participants’ reception to and analysis of 

the resources in this research. To mitigate this, the participants were asked to provide 

evidence of their chosen resources and reviews or justification of use of those 

resources at the same time as writing a social identity description of themselves.  
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Therefore, the choice, use, and reasoning for use of their resources pre-dated their 

participation in the research as the resources had already been used by the teachers 

in class. 

The second resources, chosen by me and passed to the participants for the second 

interview stage, were framed as being used for one year group and for one cohort so 

that the participants would be reviewing the resources from one perspective. 

Additionally, as the resources were targeted towards a fake cohort the participants 

had true connection to them beyond the hypothetical. Resulting in reception of 

resources from their own social identity perspectives. 

 

First interviews 

Both the first and second interviews were carried out as semi-standardized/semi-

structured interviews (Gill et al., 2008; Lune & Berg, 2017), making use of questions 

that had been formulated from analysis of the previous data. 

The first interviews were scheduled at the participants’ convenience and lasted for 

nearly two hours each. The participants were initially questioned about their social 

identity descriptions and asked to give more detail or to further explain any specific 

choices they had made. For example, three of the participants had stated that they 

viewed themselves as  parents first, and then as teachers, these participants were 

older and further revealed a tendency to conflate the two identities in terms of how 

they viewed and behaved towards their pupils, while two other participants who were 

also parents, but were younger than the first three described how they were able to 

separate their parental identities from their teacher identities.  
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The semi-structured interview method enabled me to, “approach the world from the 

subject’s perspective” (Lune & Berg, 2017, p. 70) and follow a line of questioning that 

delved deeper into their social identity perspectives, revealing with the latter two 

participants that they did, in fact, conflate their parental and teacher identities in 

practice, and enabling a new line of further questioning to take place. 

The participants’ analysis of their chosen resources was then raised through 

questioning on themes of cultural connectivity and the participants’ desires to elicit 

dialogue between themselves and their pupils. The data collected from this section of 

questioning not only revealed the interpretative nature of the participants’ perception 

of the resources but also their expectations of how their pupils should receive the 

resources. 

With the entirety of the interview recorded, each section was transcribed and analysed 

through audience reception analysis that could reveal in greater detail how social 

identity played a part in the choice and reception of teaching resources. Audience 

reception analysis was used to generate themes around social identity, by examining 

how the participants decoded the resources for possible encoded messages (Hall, 

1980), and by viewing their normative stances in the act of decoding (Livingstone, 

2007). After the interview process, it was explained to the participants that the 

following interview would require them to review and analyse three teaching resources 

that I would send to them. They were free to write notes, or paragraphs, highlight or 

cut and paste as they wished, and that their thoughts would be discussed in the second 

interview. Once again, they would have one month to complete their written notes, and 

then send them to me via email. 
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Second interview resources 

Prior to the second interviews each of the participants was sent three teaching 

resources, sourced by myself from varying school placements in which I had taught, 

which stood as examples of English comprehension worksheets and a History fact 

sheet (see appendix 3:1-4). These resources were chosen as each came from schools 

that taught the national curriculum for England and were either sourced or 

augmented/created by teachers from those schools and shared amongst other 

teachers as usable resources. They were pitched towards the three differing key 

stages, Key Stage 1 (years 1 and 2), Key stage 2 (years 3 – 6) and Key Stage 3 (years 

7 – 9).  

 

The resources were accompanied with a fictional cohort description, and the 

participants were asked to review the resources with this cohort in mind. 

 

The fictional cohort description was: 

Year 6 class:  

31 pupils. 17 boys, 14 girls  

Inner-city school in Preston Lancashire.  

The pupils are a mix of ethnicities and cultural backgrounds, with 6 pupils with specific EAL 

difficulties. 

 

This description of a fictional cohort was used as it was broadly representative of the 

types of cohorts that most of the participants were familiar with teaching and based 

within a regional setting similar to their regional experiences. The fictional cohorts were 

not described as having any particular social class as the participants’ knowledge and 
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experience of having taught pupils from similar backgrounds meant that they would be 

aware that the cohort would be ‘working class’. It was my opinion that the participants 

would gain no crucial contextual information from labelling the pupils as ‘working class’ 

while choosing to label them as ‘middle’ or ‘upper class’ would be unrealistic. The 

participants were only informed of the true cohort age ranges after they had reviewed 

the resources with the fictional cohort in mind in order to ensure that the teachers’ 

reviews would be uninfluenced by knowledge of the true settings.  

Below are sections of the resources that give context to the participants’ statements 

when they are referenced within the reviews and the transcriptions. The full resources 

can be viewed in appendix 3. 

 

Resource 1. 

 

Figure 12. Section of Year 2 resource on crocodiles (Rehab, 2012) 

This resource was originally intended for a year 2 class (aged 6 -7 years) based in a 

British international school in Egypt that used the national curriculum for England. 

Resource 2. 
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Figure 13. Section of Year 6 resource on Alexander the Great. (Ducksters, 2016) 

This resource was originally used for a year 6 class (aged 10 - 11 years) based in 

Yorkshire. 

 

Resource 3. 

 

Figure 14. Section of Year 7 History resource on the middle ages. (Christian, 2012) 
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This resource was originally used for a year 7 history class (aged 11 – 12 years) based 

in Yorkshire. 

The topics of the resources were not chosen specifically to elicit positive or negative 

receptions, or for specific subjects, but were rather chosen at random from a bank of 

resources collected by myself over 12 years of teaching.  

The method of random selection came through the deliberate choice of the 3rd file in 

the 2nd folder for the first school’s folders from each Key Stage, meaning, that I chose 

a folder containing resources for Key Stage 1 from different schools, selected the first 

school from that folder, selected the 2nd folder from that first school, and then selected 

the 3rd file from that folder.  

 

Each file was then checked to ensure that they were, in fact, resources that could be 

used for the purpose of the interviews (that they did not contain school details, names, 

or imagery that would not be relevant or suitable for the purpose of research) and were 

then placed in folders specifically created for the research.  

These resources were then merged into one file and sent to the participants without 

any explanation of the age ranges for each resource. This was a deliberate choice, as 

I felt that should the participants know the age ranges for the resources, then they 

would receive those resources from specific mental points of view that would inform 

their receptions. I also decided that during the interviews, after discussing each of the 

resources, I would then ask the participants to guess which year groups the resources 

were made for, and then to give their opinions and reactions of those resources with 

that knowledge. This would reveal the participants’ initial unbiased receptions to the 

resources, receiving them from the perspectives of teachers with no knowledge of the 
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types or age ranges of pupils that would have received the resources at school, and 

then would give a second set of data revealing the participants’ receptions from an 

informed, varying, perspective (Lune & Berg, 2017). 

Second interviews 

As with the first interviews, the participants sent their reviews/analysis of the resources 

to me prior to the interviews, enabling the creation of questions based on themes that 

were generated through the use of audience reception analysis of the participants’ 

writing. Each of the participants was then interviewed with questions that were both 

specific to them, based on the analysis of their writing, and that were general to all of 

them, for example, “Which key stage/year group do you think this resource was for?” 

It is interesting to note that the semi-structured interviews enabled more personal 

directed questioning, which often followed social identity lines, elicited quite personal 

responses from the participants, who described quite detailed aspects of their lives in 

order to explain their statements, and often the social identity data would be quite 

different from what was expected (Gill et al., 2008).  

Similar aspects emerged from all the participants which generated a large amount of 

social identity data and themes that greatly augmented the types of questions that 

would be used for the group interview stage. The participants were informed that the 

final interviews would be focus group interviews of 3 or 4 people and would comprise 

of a free flowing discussion based around themes that had emerged from the previous 

two interview stages, with myself as the moderator (Lune & Berg, 2017). 

Focus group 

I decided that the final recorded data collection process should take the form of two 

focus groups as, “focus groups are used for generating information on collective views, 
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and the meanings that lie behind those views” (Gill et al., 2008, p. 293). This meant 

that the participants had to be split into two groups consisting of stranger group mix, 

with the impact of those group mixtures being considered during the second interview 

stage (Gill et al., 2008). I felt that the best group mix would be of the three older 

teachers, composed of two men and one woman, who all had experience of teaching 

secondary as well as some primary experience. I added to this the younger male 

participant, who had primary experience, as I believed his inclusion would broaden the 

group’s perspectives and I recognised that a number of the themes raised within his 

interviews matched those of the older participants.  

The second focus group was comprised of the three younger female participants, one 

undertaking initial teacher training, and two with relatively similar levels of experience. 

Of the more experienced teachers one was more experienced with upper Key Stage 

2, years 5 and 6, while the second was an Early Years Foundation Stage teacher, 

similar to the trainee teacher. I felt that this grouping was fair and would work well 

along the feminist themes raised by all three during their individual interviews but 

would also have some differing opinions based on differing life experiences. 

The focus groups went forward as planned, with the questions based around themes 

that had emerged from the analysis of the previous interviews. There was difficulty 

with the first focus group, as the younger of the participants was late to join the 

meeting, and there were some issues with connectivity, however the conversations 

steered from themes on parental social identity as teachers, feelings of ownership and 

culpability of pupils’ life choices as teachers, expectations and teachers desires to elicit 

dialogue and conversation, and thoughts on the national curriculum. The second focus 

group followed the themes of feminism, misogyny, teacher identity and cultural identity 

as these were recurring themes in their individual interviews. They also spoke on their 
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thoughts on the national curriculum and impact of their life choices and events upon 

their expectations of teaching, and of how their pupils would receive their teaching.  

The first focus group had to be facilitated at times, to enable two of the quieter 

participants to express their thoughts, as the two eldest participants took charge of the 

conversation at times, however, they all worked well as a group and enabled me to 

collect a great deal of data on social identity, teachers’ expectations of pupils’ 

receptions, failure cases when those expectations did not match reality, and opinions 

on the national curriculum.  

The second focus group worked very well, with all three participants taking turns to 

speak and questioning each other on themes and topics that were raised, including 

the desire for dialogue, their own expectations of their pupils, and the realities of 

teaching compared to expectations. 

After the data collection was completed data analysis took place. The following section 

describes the data analysis process. 

Data analysis 

The data sets collected are as follows: 

Data set 1 – Participant description of social identities. Description of cohort that were 

the audience of their chosen resources, examples of the resources, and reasoning of 

why the resources were chosen. 

Data set 2 – Transcripts of interviews in which themes from the previous data set were 

discussed. 
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Data set 3 – Transcripts of interviews in which the participants reviewed the teaching 

resources that were given to them, and themes that were generated through analysis 

of data set 2 were discussed. 

Data set 4 – Transcripts of focus group interviews. 

The focus groups were transcribed and then analysed through qualitative content 

analysis, an interpretative approach to content analysis that allows for the data to be 

analysed through a specific theoretical lens (Creswell, 2007; Lune & Berg, 2017). 

Audience reception analysis was utilised during the first and second interview stages 

where the participants were asked to review and analyse their own and three unknown 

teaching resources.  

The data collected from this analysis was generated through the transcriptions of the 

interviews as well as through the written reports created by the participants 

themselves. Data on social identity was generated through the participants’ written 

social identity descriptions, and then primarily through questioning on themes that 

emerged from those descriptions and during the interview processes, as well as the 

focus group discussions.  

Data analysis began during the initial stage of data collection, with the participants’ 

written materials, and continued throughout the data collection through transcription 

of the interviews. 

Post interviews the transcriptions were further analysed, generating a number of 

themes which were colour coded as follows: 

Coding for social identity and reception (sir). 

Colour with (sir) meaning social identity and reception. 
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Red(sir) representing race, religion, and class, green(sir) representing location identity, blue(sir) as 

political, national and/or cultural identity, yellow(sir) as sexuality, purple(sir) as gender and gender 

role (parental), grey(sir) as learning ability and age, and khaki(sir) for professional identity. 

 

Coding for themes. 

Colour with (t) for themes. 

Social identities and audience reception. SIR (t).  

Social Identity construction. SIC (t). 

Value and worth of teachers as professionals. VAW (t). 

Creation, or augmentation of resources. CAR (t).  

Culturally appropriate topics and use of imagery in resources. CAT (t).   

Curriculum structure and usefulness in academic setting. CS (t).  

(sir/t) represents conjunction. 

The coding was used to highlight relevant themed sections throughout the transcripts 

with notes of explanation added as can be seen below. 

 

Figure 15. Screen shot of an example of the colour coding and annotation used when analysing for themes. 

 

Of these themes only those which directly addressed the focus of this research were 

utilised to inform the data discussion and conclusion, specifically the themes of social 

identity and audience reception, social identity construction, and creation and 

augmentation of resources. These themes specifically address the research questions 

and provide the data to answer the research questions, however, the themes of 
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curriculum structure and usefulness, and value and worth of teachers as professionals 

are important themes that arose during the data analysis and will be utilised in further 

studies following this research. 

The following section will discuss the ethics and positionality of this research with 

regards to its qualitative/interpretative nature, the method of data collection, and my 

positionality within the research process.  
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Ethics  

According to Wiles (2013) there exists varying approaches to research ethics that 

stand as frameworks for the consideration of “moral behaviour” in research (Wiles, 

2013, p. 13). The frameworks act as scaffolding to aid researchers and allow them to 

address any ethical dilemmas that  may emerge, but crucially, they do not answer 

those dilemmas, as each framework may steer researchers towards differing answers 

(Wiles, 2013). 

The differing approaches described are: consequentialist, principlist, non-

consequentialist, ethics of care, and virtue ethics. 

Consequentialist ethics asserts that any act can be justifiable as long as the outcomes 

are positive or “good” (Wiles, 2013, p. 14). The greater the amount of positive 

outcomes that could emerge from an act or decision, the more ethically sound the act 

or decision (Wiles, 2013). This approach works along the lines of, “the ends justify the 

means” and has received heavy criticism for being unethical (Wiles, 2013). An 

example would be allowing an action to take place, such as viewing a crime, if the 

findings from the viewing of the act leads to actions that could be taken against future 

occurrences of that type of illegal act (Wiles, 2013). 

Non-consequentialists argue that all acts must be considered, and that any decision 

should be weighed against the moral right, no matter the outcome. While the principlist 

approach, being a form of non-consequentialist approach, makes use of certain 

principles to guide their moral and ethical choices during research.  
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Wiles states that these principles are, “respect for people’s autonomy, beneficence, 

non-maleficence, and justice in making and guiding ethical decisions in research.” 

(Wiles, 2013, p. 14); that  being, allowing and respecting participants’ choices, 

informed consent, anonymity and ability to withdraw, doing good and not actively 

harming or seeking to cause harm, and ensuring the equal distribution of findings 

(Wiles, 2013). The principlist approach acknowledges that some principles may clash 

with others during research, and holds that arguments should be made to explain the 

choices of some principles over others (Wiles, 2013). The ethics of care approach, 

first conceived by Carol Gilligan (1982 ) for research in feminist studies, holds that 

ethics should be considered with respect to the needs of individuals and groups within 

the research; that is how they might benefit or not, and make choices in relation to 

their benefit (Wiles, 2013).  

The care aspect of ethics of care has been described as, “meeting the needs of others; 

recognising emotions; recognising people’s relationality and independence; and 

respecting and seeking the views of others and their moral claims” (Held, 2006 in Wiles 

(2013) pg 15). With ethics of care most often utilised in participatory research as it 

accounts for the relational development between the researchers and the participants. 

Virtue ethics is more specifically focussed on the researcher’s own moral code and 

choices that they use to govern their own actions, rather than the impact of their 

choices upon their participants (Wiles, 2013). 

Wiles makes the example of confidentiality to highlight the differences between the 

forms of ethics. Should the researchers learn some information from a participant that 

might directly impact the other participants or the system within which they are based, 

then the differing ethics forms allow for differing actions.  
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The consequentialist could argue that, “disclosing the information in order to improve 

the efficacy of the scheme” would be the best option (Wiles, 2013, p. 16). The 

principlist argument may assert that maintaining to the principles of confidentiality is 

more important, while the ethics of care approach would consider the possible impacts 

of disclosing the information would have upon the participants. The virtue ethics stance 

argues from the perspective of, “the virtuous researcher” (Wiles, 2013, p. 16) and may 

conclude that the best option would be to maintain confidentiality. 

From my perspective it depends upon the circumstances of the disclosure. As the 

setting of Wiles’ research was within a hospital, and the disclosure revolved around 

the commitment of the medical staff towards a scheme, I would argue that the 

researcher has a duty of care towards the greater group, and would therefore choose 

the ethics of care approach, to break confidentiality, as the impact of the lack of 

commitment could negatively affect the medical treatment of patients and needs to be 

addressed. 

In relation to my own research, the participants are unknown to each other, converging 

only by means of online video communication, and then only once during the data 

collection process. In these terms, it is unlikely that any disclosure made by any of the 

participants would directly affect any of the others. With that being said, topics and 

themes that were raised by some participants during the one-to-one interview stage 

were raised by myself during the group discussions. This included one participant’s 

disclosure to me that they harboured feelings of guilt and remorse at not being able to 

intervene in some of their own student’s life choices, which culminated in life altering 

ways. Although this disclosure came from one participant, I felt compelled to raise the 

topic of teacher ownership over pupils’ life choices and their feelings of accountability 

in the group discussion.  
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While I did not name the participant who had made the disclosure, they were present 

in the group discussion. I chose to raise the subjects for several reasons, all of the 

participants described themselves as having parental social identities, this was 

evidenced in their social identity construction of their pupils. Additionally, one of the 

principal reasons that I raised this subject was that I knew the other older participants 

would be able to relate to the feelings of the disclosing participant and could offer 

advice of guidance from their perspectives. In this case, I believe that I take the ethics 

of care approach. Additionally, the intention behind my research is to aid teachers in 

understanding their choices when teaching and to consider their pupils as individuals 

and not to necessarily construct social identities that they then may reflect upon them. 

From this stance, this research takes the ethics of care approach. This ethics of care 

approach is not only evidenced through the interactions between myself and the 

participants, and in the intention of the research itself, but is equally evidenced through 

the research positionality.  

There is a difference between a qualitative research that relies on face to face 

encounters with participants, and other more traditional “large -scale experimental and 

survey research” (Noddings, 1986, p. 507). That qualitative research generally builds 

‘trusting relationships’, requiring a more caring, mutual respectful ethical approach 

(Noddings, 1986) that relates to the participants as equals and that their knowledge 

and positions are as relevant to the research as the researchers. Within this research 

the participants, who are all teachers, are the focus of the research itself. It is their 

thoughts and experiences, as well as their receptions to the resources they use when 

teaching.  

 



170 
 

It stands from the position that, “teachers are autonomous professionals who make 

decisions for the benefit of their students as persons, not simply for their students’ 

achievement” (Noddings, 1986, p. 506). In terms of positionality, as a teacher, I stand 

from the perspective that, “a teacher’s EoC (ethics of care) is best demonstrated 

through modelling, dialogue, practice, and confirmation” (Matteson & Lincoln, 2009, p. 

661). Reflexively, I recognise that the methods utilised in this research follow 

Matteson’s description, in that the method of social identity description was first 

demonstrated, and modelled, then discussed within the initial interview, followed by 

dialogue and confirmation during the primary and secondary data collection interviews. 

I take the position that the participants, as teachers, wield knowledge and experience 

beyond their “instructional strategies” (Noddings, 1986, p. 506), as I view myself as a 

co-example. 

With that being the case, my positionality directly affects the method, and interpretation 

of my data analysis from an educational perspective, and may influence my 

interpretation of my research findings (Holmes, 2020). However, my positionality 

equally takes the stance of a researcher who makes use of varying research theory 

from media studies (audience reception analysis), social sciences (social identity 

theory, Habitus), and medical sciences (Whittemore’s validity structure). These 

varying aspects of my research position the research itself within a form of creative 

analysis, making use of audience reception analysis, social identity interpretation of 

the data from the analysis, from the perspective of a teacher and researcher, and 

making use of a teacher’s ethics of care structure. 
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The ethics of care structure itself works in accordance with the British Educational 

Research Association guidelines (BERA, 2018) Responsibilities to Participants 

sections 1 – 9 on care, mindfulness, accountability of rights and interests, the sharing 

of findings, balancing the benefits to risk ratio, informed consent and understanding  

(2018, pp. 6-9). Additionally, as this research took place online, but apart from the 

initial call-out, did not access social media platforms or online communities, the 

subsequent sections on gatekeeping and outside consent did not pertain.  

Sections 27 and 28 on Transparency and Reuse of Data (2018, pp. 16-17) alongside 

section 31 on the Right to Withdraw (2018, p. 18) are relevant and were covered in 

the participant information and consent form. While the research “Incentives” (2018, 

p. 19) are experience based. There was no foreseeable “Harm arising from 

participation in research”, however great care was taken to keep “participants at their 

ease and avoid making excessive demands on them” (BERA, 2018, p. 19), and every 

effort was taken to “recognise concerns relating to the time and effort that participation 

in some research can require” (2018, p. 20). 

Sections 40 – 51 on Privacy and Data Storage (2018, pp. 21-25) was addressed in the 

participant information and consent form, with the issues of anonymity post initial 

analysis, moving into feedback being covered in the participant information and 

consent form. Their data was stored securely on password protected devices, 

accessible only to the researcher. 
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In accordance with the Data Protection Act 2018 chapters 1:2 protection of personal 

data (Government, 2018, p. 16). Any data was stored securely in password protected 

accounts that were available only to the researcher and the individual participant to 

whom the data pertained, and on password protected devices and drives accessible 

only to the researcher. 

This study worked in accordance with the University of Huddersfield Research Ethics 

and Integrity Policy on all sections of the principles but in particular, sections 4 and 5 

on conducting the research and respecting/safeguarding the dignity of the research 

subjects (Huddersfield, 2015). It equally followed the guidelines of the University of 

Huddersfield Data Protection Policy (Huddersfield, 2018), all sections, particularly 

sections 6, data subjects rights, 8, security of data and 19, academic research. Equally 

the University’s policy on Research Data Management (Huddersfield, 2017) was 

followed closely. 
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Methodology conclusion 

Methodologically, the analysis of an audience’s reception was carried out through a 

qualitative content analysis of the audience’s perception, interpretation, and reception 

of the content through data collection in case studies.  

From Williams (2000), Schwandt (1998), Thanh and Thanh’s (2015) descriptions of 

interpretative research, I argue that the interpretivist nature of Hall’s audience 

reception analysis (Hall, 1973), refined by Livingstone’s normative stances 

(Livingstone, 2007) can be utilised to ascertain possible differences in reception based 

on the participants’ social identities as the “norms” allows for multiple perspectives of 

reality (Thanh & Thanh, 2015), that these normative perspectives are social 

phenomena which may have multiple causes (Schwandt, 1998), and that the 

interpretative nature of Hall’s analysis can be generalised and is applicable to describe 

similar aspects in different situation (Williams, 2000).  This study is interpretative in 

that it focusses upon the teachers’ (as the audience) reception of teaching resources 

(the media) used and equally interprets their reception of the media by making use of 

the qualitative techniques of individual interviews, group discussions, and written 

description and evaluations, all analysed through the interpretative lens of social 

identity theory. 

 

The following chapter presents the findings from the data analysis and will reveal the 

themes generated through the use of audience reception analysis and the theoretical 

lens of social identity theory. 
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Presentation of findings 

This chapter presents the findings from the data collected. The findings are presented 

for each participant in alphabetical order, using data from each set in which they 

participated and are described through the themes that emerged during the analysis. 

For a full understanding of the method of data collection and analysis please refer to 

the method section of the methodology chapter. 

Extracts from the data are presented evidencing the emergent themes, this includes 

the participants’ written materials, extracts from transcripts of the interviews and 

transcripts from the focus groups. The data is presented in this manner to show the 

depth and intricacy of each of the participants’ experiences. Each piece of data is 

presented with a level of explanation as well as some aspects of criticality that will be 

further explored in the discussion chapters.   A table is provided below which details 

the participants and the themes that were found within their transcripts and data sets.  

 

Figure 16. Table showing the similar themes that were found during analysis on the left-hand side, and differing themes 
that could be explored in greater detail in future studies on the right-hand side. 
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While several themes emerged during the data analysis process, the themes that were 

common among all the participants are; social identity and audience reception, social 

identity construction, and creation and augmentation of teaching resources.  

These themes are the most pertinent to this research and so the evidence for them 

will be presented here, however, the data relating to the secondary common themes 

that did not arise amongst all of the participants will be retained for further study in the 

future. 

Data sets 

The data sets will be presented as follows: 

Data set 1. 

This data set consists of the participant’s cohort descriptions, detailing the general 

makeup of the cohort that they teach. This is followed by images of their chosen 

resource, which they provided, and is accompanied by their own explanation of their 

choice. 

Data set 2. 

Data set 2 consists of sections of transcripts from the first interviews that took place 

after the initial analysis of data set 1. The questions posed to each participant 

consisted of questions based on emerging themes from the initial analysis, and of spur 

of the moment questioning based on the participants’ responses.  

Data set 3. 

Following an initial data analysis of data set 2, this data set draws on questions derived 

from that analysis, as well as questions that arose from the participants’ reception of 

teaching resources that was provided to them. The data set consists of sections of 

transcripts and of sections of the participants’ written reviews of the teaching 

resources. 
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Data set 4. 

Data set 4 consists of sections from the transcripts for the group discussion. Each 

section is specific to the participant in question and is focussed on their answer or 

opinion to a question or statement made either by me or by one of the other 

participants. 

Data summary. 

The data summary for each participant states the themes that emerged from the 

analysis of each data set for each participant and relates the importance of those 

themes. 
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Grace 

Data set 1. 

Themes of social identity and audience reception, and creation or augmentation of 

resources. 

 

The following piece of data is Grace’s description of her cohort. This description 

reveals the nature of the environment in which Grace teaches, as it is composed of a 

relatively small number of pupils of mixed ages.  

Key Stage 1 - Reception, Year 1 and year 2 class, aged 4 years – 7 years. 

11 pupils, 8 boys – 3 girls. 

Mixed ages, all white British with one Traveller. 1 with Speech and Language 

difficulties. 

Based in a small rural village in England. 

Grace’s cohort description differs markedly from those of the other participants in that 

she, at the time, did not have any pupils from non-white/British heritage, and had only 

one pupil from what she considered to be a different cultural heritage to the other 

pupils. While she described her cohort as being mixed ages, she did not speak on any 

difficulties or challenges that she faced in teaching such an age mix of pupils. This 

speaks to her level of inexperience within education up to this point, revealing that she 

has less frame of reference than the other, more experienced, teachers, through which 

to compare or contrast her teaching. 
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Figure 17. A photo taken by the participant of her chosen resource.    Figure 18. A photo of the internal cards of the 
resource. 

My chosen resource is something that may not be typically seen as a teaching 

resource, however as I truly believe that learning should be fun and children learn 

best through play, I would like to use this as my example. 

Here Grace evidences her desire to create and augment teaching resources to suit her 

style of teaching and her personal educational ethos which itself can be linked to 

Vygotskian educational theory on social interaction and language development 

(Vygotsky, 1986) 

It is a great way to ‘break the ice’ when children first start school in September and 

as a continuous provision option targeted towards maths, communication and 

language and Personal, Social and Emotional Development. It gives children 

opportunities to develop within several areas of learning and development such as 

Communication and Language, Personal social and emotional development, 

maths and even literacy. 

 

Grace described her resource’s utility in continuous provision, which is otherwise 

known as cross curricular teaching, in that it can be utilised for multiple learning areas 

(Bryce-Clegg, 2013). She also described how it can be used to aid older children with 

specific educational needs, revealing her accounting for its value as a teaching 

resource for multiple uses.  
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In terms of social identity and reception, her use of an early year’s mathematics 

resource for multiple learning areas, including language development, shows that her 

reception of the resource itself is linked to her social identity as a teacher as she could 

discern multiple possible uses for it as a resource, and could embed it with whatever 

form of messaging she desired when using it. 

 

Grace 

Data set 2. 

Theme of social identity construction. 

When questioned on her style or approach to teaching Grace focussed on how her 

technique is based on how her pupils will receive her teaching. She describes herself 

in terms of a performer and her pupils as an active audience. 

GRACE [00:04:53]… when I'm teaching, I know that the best way for those kids to 

feel relaxed and learn is if I kind of let myself go and be daft and be the person that 

I am and try not to be all stiff, cause they just don't react to that. But… for the age 

range I'm with, if you're too kind of robotic and serious, it won't work with them. 

In terms of professional identity, the participants, particularly Willow and Olivia, state 

that secondary teachers are often viewed as “more professional” or as “more capable” 

than primary or infant teachers in terms of how they approach the act of educating. It 

appears to be a common belief that primary senior leadership teams tend to be 

populated by year 5 or year 6 teachers, or that the “best” or strictest teachers had 

taught secondary. 

Conversely both Olivia and Grace also state that younger Early Years teachers tend 

to be seen as less mature while older Early Years or infant teachers tend to be seen, 

and view themselves, as motherly or grandmotherly.  



180 
 

With this being said, the level of training, expertise and subject knowledge is equally 

as high with KS1 and EYFS practitioners, as exemplified by Grace’s reasoning for her 

choice of resource.  

It was not chosen simply as a fun game, but more specifically as a cross curricular 

resource that aids in communication development, fine motor skills, mathematics, 

speaking and listening, following instructions and teamwork. The choice of resource 

and its use ties with the general need from all of the participants to generate dialogue 

and conversation.  

Here Grace describes how a teacher’s attitude and behaviour towards younger pupils 

results in greater or lesser interaction dependent on the teacher’s openness.  

This is an example of social identity construction as she is utilising past experiences 

of previous pupils to inform her prediction of how her current pupils would receive her 

teaching. 

 

Grace 

Data set 3. 

Themes of social identity and audience reception, and social identity construction.  

Grace was asked to give her opinion on her reception of three pre-created teaching 

resources. In this example from the transcript she is critiquing the Alexander the Great 

resource (see appendix 3, Resources). 

GRACE [00:01:17] I just feel like it would be a higher ability group because it's not 

very appealing in terms of its layout. The pictures look… (like) something you'd see 

in a textbook. Yeah, for me, it would be for the more able, it's got complicated 

language. Yeah. It's not very inviting. 
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There appears to be a general belief among the participants that higher level learning 

requires less interactivity and far greater complexity in both content and composition. 

The idea seems to be that ‘higher’ groups, or more capable students, should be able 

to cope with un-interesting and un-engaging materials based simply on their 

intelligence, while middle and lower-level learning abilities require greater interactivity 

and more ‘exciting’ materials. 

In terms of audience reception this indicates that, from a perspective of the perceived 

intelligence of a targeted audience, the creator of the media article needs only to focus 

upon the literature of the article or the vocabulary to disengage un-intended audiences. 

This ideology would have a major effect on the disenfranchisement of groups based 

on an underestimation of their intellect. Equally it creates the precedence that all 

higher-level literature, including policy and law, are inaccessible to the ‘layperson’ by 

virtue of their composition and language (Hall, 1997). 

 

Speaking on the third resource on Medieval life Grace was one of two participants that 

appreciated its approach. 

GRACE [00:05:49] Okay. Out of all three, this is the best one, (the medieval 

resource) I think. Because I think… it's good for all the abilities. If you're going to 

pick one, one of these resources for the class, I would pick this one, because it's 

more user friendly. 

 

Both Grace and Zac liked the third resource which was disliked by the other 

participants. Interestingly both Zac and Grace enjoyed the resource for its interactive 

aspects and greater ability to engage the intended audience. Both stated that they 

would increase the interactivity by augmenting the resource with questions, activities 

and including videos.  
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While Zac is a secondary teacher his cohort consists of SEND (Special Educational 

Needs and Disabilities) pupils and he has stated that he enjoys, and it is necessary to, 

scaffold his pupils’ learning with interactive lessons and resources. Much in the same 

vein as Grace’s preferred style of teaching. 

 

Grace 

Data set 4. 

Themes of social identity, social identity construction, and culturally appropriate topics. 

The section of transcript is taken from the group conversation between Grace, Olivia, 

and Willow. Within this section Grace speaks on her own preconceptions and social 

identity construction of a child and their family who had recently relocated to Britian 

from Poland. 

GRACE [00:04:15] And that's amazing for us because we've now got our first child 

in 150 years in school with English as an additional language. Um, so this Polish 

family… without actually knowing more about the family, I've found myself judging 

them, because this boy's Polish, I've been worrying cause his trainers were too 

small, I'm like, well, should I give him my son's trainers? Cause I'm feeling like I'm 

kind of stereotypical judgment on income and things like that, especially because 

they've moved into the council house. But it's amazing. Cause he's got so much 

culture and now we're aware. 

Here Grace conflates the concepts of culture and being foreign with perceptions of 

poverty  and class (Andreescu, 2011) and additionally follows a trend of description 

that being foreign or ethnically different from the norm imbues the individual with 

"culture", an alternative descriptor of difference that portrays the "other" as 

distinguishingly different through their possession of culture, rather than through lack 

of language or difference of skin colour (Drummond-Forrester, 2020).  



183 
 

These perceptions have informed Grace’s social identity construction of this pupil and 

have equally informed her approach to educating him. 

We're not very culturally diverse because they're all white British, you know, the 

farmers in the area for ages. So, for this Polish boy… we've now got a Polish sign 

up for days, week, we had loads of things to make sure we're taking account of his 

identity and his culture to make him feel welcome, because otherwise we were 

worried that he was going to be a bit like, whoa. I'm really enjoying it though. I've 

learned a bit of Polish. Czesc is hello. Papa is bye, da, I think he keeps saying da 

or dak for yes or some things. So, yeah, we're getting there. We're, I started to 

teach the Polish register the other day. 

Grace’s inclusion of the child’s language into the classroom is her attempt to create a 

welcoming environment for him and is equally making use of his difference as a 

teaching resource for the other pupils of her class. In terms of teaching resources, it 

could be argued that the child is placed as both an encounter resource (see section of 

teaching resources) through which it is possible for the other pupils to gain differing 

social interaction experiences, and can act as a ‘more knowledgeable other’ 

(Vygotsky, 1986) through which further social communication and interaction can 

scaffolded for the class as a whole. 

Grace. 

Data summary. 

The data collected from all four data collection points for Grace reveal the themes of 

creation and augmentation of resources, social identity and audience reception, and 

social identity construction. These are exemplified in Grace’s reasoning for her choice 

and use of her resource, her reception to the three provided resources, and her 

reception and approach to teaching of her pupils, particularly a Polish child in her class. 
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Nigel 

Data set 1. 

Themes of social identity. 

Below is a section of Nigel’s self-description. 

I am a secondary History teacher with 25 years of experience. I have worked in 3 

state schools in West Yorkshire, UK. I am a white middle class man. I’m an idealist 

and believe that, as a teacher, I can make a difference to the lives of the young 

people I teach. This idealism comes from being a Christian and left wing.   

Nigel self-described from a professional identity first, then described his race, class 

and gender, and then moved back to his professional identity, linking this to his religion 

and political stance. In contrast to the other participants who generally self-described 

either entirely from a professional social identity or from a personal social identity first.  

Additionally, Nigel is the only participant to describe himself from a context of socio-

political/cultural mentality, “an idealist”. 

 

Themes of social identity and audience reception, and social identity construction.  

The cohort description provided by Nigel: 

20 pupils in Year 10, aged 14-15.  

12 boys, 8 girls. 

Most are of South Asian heritage (Pakistan) – probably second or third generation. 

One of the boys spoke French as his first language and one of the girls was East 

European. 

It is an11-16 state school. 

Nigel chose to provide great detail about the ethnic, cultural and language makeup of 

his cohort and described the location setting in only a few words. 
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Nigel’s chosen resource is one that was prescribed to him as one of the ‘preferred’ 

resources to use for his subject for the GCSE. While he had a choice of course, these 

courses were stipulated by the GCSE examination board (as evidenced in the History 

curriculum analysis in the introduction chapter) and the resources were created 

specifically for those topics or courses. 

 

My chosen resource is a textbook. It is called ‘Migrants to Britain c1250 to Present’ 

by Martin Spafford and Dan Lyndon. The background to this choice is that the 

textbook was produced for a new GCSE course around 2016. The government had 

changed the GCSE structure and specified course content. The course and 

textbook appealed to me because it reflected the experiences of many of the 

families of the pupils in the class and it was important for the pupils to see their 

experiences in the history that we taught. This was also at a time of the Brexit 

debate and UKIP, with its undertones of anti-immigration. 

 

 

Figure 19. A photo of the book resource chosen by the participant.  
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Nigel described how his choice of resource was predicated upon a “new GCSE 

course” which had been stipulated by the government. He decided to use the resource 

as he felt it would connect with his pupils from a socio/cultural heritage perspective.  

This is an example of social identity construction as he developed an expectation of 

how his pupils might receive the resource based on his own social identity construction 

of them. How his pupils actually received the resource and the effect that had upon 

Nigel’s teaching will be discussed in great detail in the discussion chapters on social 

identity construction. 

 

Nigel 

Data set 2. 

Theme of social identity 

This section of data is taken from the transcript of Nigel’s first interview, in which he 

answered questions that arose from an analysis of his written data. Below Nigel 

speaks on his personal social identities and the concept of class and culture. 

NIGEL [00:08:11]… I guess I've always been middle-class. I've two professional 

parents… my dad was a church of England vicar, and my mum was a health visitor. 

But we always lived in… working class areas. So, there's always been an element 

of being part of somewhere and yet slightly different to a lot of people, to a lot of 

children I interacted with really. These days again, I live in (Yorkshire region) for 

20 years, that's a fairly working-class kind of area. So, in terms of being middle-

class then… I guess not particularly the economics of it more, just kind of the 

maybe to approach to life. 
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The concept of class and the ability to define what it means to be a certain class, or 

the strata of class is generally difficult for all the participants. Most explain that their 

education, career, and lifestyle, or more broadly their “approach to life” defines them 

as middle class. Interestingly their choice of career is often an aspect of their class, as 

teaching is viewed by the participants as culturally middle class.  

This can conflict with their social identities as Northern, which they have tended to 

conflate with working class, as well as their regional identities for the areas in which 

they live. As Nigel describes, he lives and works in an area that has historically been 

described as working class due to the nature of the work generally carried out in that 

region historically, mill work. However, with the implementation of Tony Blair’s desires 

to have all young people continue into higher education, that policy’s impact on the 

class system has resulted in less and less young people working in traditionally 

working-class jobs (Reay, 2008), building a larger middle class base and blurring the 

lines between the class system.  

Indeed, the BBC carried out the largest class system survey ever conducted in the UK 

in 2011 and revealed that there are now seven strata (Savage et al., 2013). 

That the nature of the British class ‘system’ has evolved and blurred is evident in these 

findings but equally problematic for the individual, who finds their understanding of the 

historic 3-tiered system in conflict with the reality of modern society. 

In terms of social identity, how an individual defines themselves within a class stratum, 

as exampled by these participants, remains structured by the 3-tiered system, and is 

often conflated with geographic location, however, there remains a mental disconnect 

when they are forced to self-analyse the reality of their social identity. 
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Nigel 

Data set 3. 

Themes of social identity and audience reception, and social identity construction. 

Below Nigel speaks in his reception of the Alexander the Great teaching resource. He 

relates his reception of the resource to his own socio-political understanding which is 

informed by his “left wing” ideology and his reception of his own choice of media.  

NIGEL [00:05:04]… it was interesting. I was just listening to the radio this morning 

and they were talking about the history of dead white men.  

Yes, he's a classic one of those and a lot… of fairly dull facts and ones, which… I 

wouldn't have thought the kids could relate to all really. The fun facts about 

Alexander the Great is a terrible misnomer, I could only find about one fun fact in 

there, the rest are as dull as the rest of the others. So, not a fan of that resource at 

all really. 

History being a narrative of white, European men is a recurring theme from several 

the participants both from an angle of racial/cultural inclusion and representation, and 

from a feminist stance.  

As can be seen below, Quentin made the point of mentioning “cultural capital” as a 

frame for this ‘typical’ narrative, while both Olivia and Nigel spoke on the themes of 

‘cultural capital’ without referring directly to it. 
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Theme of social identity and audience reception. 

Speaking on the medieval resource: 

NIGEL [00:10:33]… historically, it's simplifying it an awful lot. If it was the kind of 

history that they’re teaching, then I'm not really certain about what kind of historical 

skills they’re going to get out of it. They're just getting a load of facts really. And, 

you know, it's the classic thing of history, just one damn thing after another, you 

know. 

 

All of the secondary experienced teachers reacted to the medieval resource on the 

theme of skills acquisition and learning objectives. All the participants reacted to both 

this and the Alexander the Great resource with thoughts of active and passive learning. 

That both these resources seemed to have been constructed as fact files with no 

attention to activity or skills development. Indeed, all thought that both, but particularly 

the Alexander resource, would require large degrees of pre-teaching to enable the 

pupils to access the learning.  

The style of resources and the type of historic education embedded within them fit 

Michael Gove’s definition of “preferred resources” in that they follow his beliefs in the 

type of history that should be taught, that of facts and dates (Gove, 2014b). They stand 

as further examples of the curriculum reform that that has been so maligned by History 

teachers across England (Harris & Burn, 2015; Mansfield, 2018; Works, 2013). 

From an audience reception perspective this raises the concept of the desire behind 

the creation of a resource. While media texts, such as advertising, could be said to 

work from the basis of a passive audience receiving content, it could be argued that 

educational media texts, teaching resources, tend to be developed from the 

perspective that the expected audience, the pupils, will be actively receiving the media 

and incorporating that media into skills acquisition, or active learning. 
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Equally, the teachers who either create or choose and augment the resources for their 

cohorts likely do so with the expectation and intention of active reception.  

This being the case for these participants, resources such as these strike them as 

being inadequate in comparison to the 1st resource, which was intended for younger 

learners. Resulting in almost all the participants choosing the crocodile resource as 

their preferred resource. 

 

Nigel 

Data set 4. 

Theme of social identity construction. 

This is an extract from the group conversation comprised of Nigel, Quentin, Zac, and 

Patricia.  

NIGEL [00:16:21]… The bad news stories that I've had have just been, you know, 

a couple of lads that I taught who've died prematurely, you know, one in 

Afghanistan and one as a suicide bomber. 

So, that's shocking when they appear on the news.  

I don't think that could have done much to have stopped either of those two deaths, 

but you nevertheless feel upset about it.  

Here Nigel speaks on a feeling of responsibility over former pupils' actions. In the 

group conversation he agreed with Zac's assertion that the pupils were on a pre-

determined path, however, in his individual interview Nigel spoke on his feelings of 

remorse and regret linked to his belief that he could have affected his former pupils' 

lives more positively and impacted their decisions. 
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These are aspects of the social identity factors that Nigel described, in which he enjoys 

considering himself to be a part of a community and impacting that community, as well 

as parental social identity. It is an aspect of his professional identity that ties with 

Sachs’ description of an activist professional identity (Sachs, 2010), in that Nigel’s 

desire to affect his pupils’ life choices and decision making appears to be one of the 

driving points of his teaching style, that of the creation of dialogue and debate.  

Additionally, this is an example of social identity construction, in that he is ascribing 

his own social identity needs onto his desired outcomes for his pupils and taking 

responsibility himself for their choices. 

 

Nigel 

Data summary. 

Of the participants Nigel presented the most data regarding social identity 

construction. That specific data is further presented and explored in the discussion 

chapters, however, the data presented here, his choice of migration to Britain 

resource, shows that his preferred teaching style of discussion generation is 

generally founded upon his social identity construction of his pupils which directly 

informed his expectations of their reception to his choices of resources.  

His own social identities further inform his expectations as he generally views himself 

as a member of a larger community, an aspect of his professional activist identity 

(Sachs, 2010), and in that sense, he has developed expectations of his pupils to 

have similar connectivity. 
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Olivia 

Data set 1. 

Theme of social identity. 

Olivia presented her social identity description with more written explanation than any 

of the other participants. She gives reasoning and background to some of her 

statements to qualify them with further relevance to her. 

I am a white, Northern heterosexual English woman. I was raised in a single-parent 

household for most of my childhood. I have one younger brother. I was born in a 

city but grew up in a rural environment.  I choose to live in cities as I really enjoy 

the opportunities available. 

Olivia’s self-description reveals a possible order of importance that she ascribes to 

each identity, this is evidenced through her use of anecdotes and experiences, each 

of which focus on aspects of her social identities, and follow the same order; race, 

region, nationality, gender. However, the majority of her ‘receptional’ focus when 

reviewing the teaching resources was based upon her gender, race, and nationality. 

Whilst I benefit from white privilege, I’ve experienced misogyny in every country 

I’ve worked in. In the past when teaching EFL, I have been instructed by a 

(Southern) observer to alter my pronunciation to ensure it is ‘less Northern’. 

Ironically, the aforementioned observer still relied on his Japanese spouse to 

translate the minutiae of daily life for him, despite having lived in Tokyo for 8 years 

at that point. There has been no comment on my accent during my PGCE, NQT 

year or when being observed teaching in state schools and nurseries in England 

or Private schools in Egypt. 
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Olivia is the only participant to describe herself in such socio/cultural identity detail. It 

is important to note that the participants were not instructed how to describe 

themselves past the example that I created for them and were told that they could 

describe themselves however they felt comfortable. 

 

Olivia’s cohort description can be seen below.  

Ages 3.5 + years old 

25 students 

All EAL speakers 

23 Egyptians, 1 Yemeni, 1 Turkish-Egyptian 

¾ Muslim, ¼ Coptic Christian 

As with her personal identity description, Olivia felt it necessary to describe her cohort 

in more detail, in terms of national and cultural descriptors, than most of the other 

participants. 

Following from her social identity description and her cohort description Olivia moved 

on to introduce her preferred, or ‘most loved’, teaching resource. The resource is a 

EYFS level (ages 4-5) reading/picture book by Rod Campbell, first published in 1982. 
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Theme of social identity and audience reception. 

 

 

 

 

 

 

 

Figure 20. A photo of the specific book chose by the participant. 

I selected Dear Zoo because it is a great interactive story that builds suspense. 

The format lends itself to memorisation and it’s fantastic for vocabulary 

development. It can be tied into topics such as animals and pets, and lead to 

directed discussions as to how important it is to treat animals kindly, what pets 

need, what pets would the class like to have, what their favourite animal is, what 

noises and movement do the animals make and so on. 

 

Olivia chose this resource not only for its durability as an Early Years resource but 

also for its use as a tool to develop vocabulary and tactile skills. Olivia’s description of 

the resource’s usefulness in terms of animal care and generating dialogue from her 

pupils is an example of social identity and audience reception, in that Olivia had 

expectations of reception from her pupils, who were acting as the audience, 

additionally, she added messaging into her delivery of the resource beyond the 

general messaging within it. Additionally, Olivia’s choice of resource and approach to 

its use mirrors that of Grace, in that Olivia’s teaching style and expectation follows the 

Vygotskian social constructivist theory (Vygotsky, 1986), and is cross curricular in 

terms of continuous provision. 
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Theme of social identity construction. 

There are no pigs in the story, which lent itself to teaching in Egypt as although 

students were familiar with them and the character Peppa Pig, some students were 

informed pigs are ‘dirty’ animals by their parents/guardians according to Islamic 

law (https://quran.com/2/173). 

Here Olivia created an expectation of how her pupils might have received the 

resource or other resources based on her knowledge of their cultural practices and 

cultural perceptions. As she did not utilise resources in which pigs are represented, 

she did not allow herself the opportunity to generate dialogue based on her pupils’ 

actual reception. This form of denial of the teaching experience will be spoken of in 

more detail in the discussion chapters on social identity construction. 

 

The perception of Zoos, particularly in the West, has changed over the years to 

take increasing account of the welfare of animals and if their captivity is necessary, 

so the book itself may become less relevant or familiar to children in the future. It 

might be regarded with the same curiosity as some of Enid Blyton’s books are 

today. 

Olivia developed a speculative expectation of how future pupils might receive the 

resource based upon her own socio/cultural knowledge of the modern day. 

Additionally, she conflated her expected reception response from a future audience 

with her own current reception of, and others’ current reception of, books by Enid 

Blyton. Alongside this, Olivia’s regard for the practices within Zoos in the West reveals 

her social activist identity as well as her activist professional identity (Sachs, 2010). 
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Olivia 

Data set 2. 

Theme of social identity. 

During the first interview Olivia was questioned on her inclusion of English as one of 

her self-described social identities.  

OLIVIA [00:20:51] I think leaving… England, I've found more people are quite 

ignorant about… different countries and want to lump people all into one, like 

under… a British umbrella. It's… your cultural experiences, your language, how 

you are presented in the… media as well... I knew a guy who, he was Welsh and 

a lot of his education was in Welsh. I think that's brilliant. So, yeah, it's more from 

working outside of England and being irritated by people that assume a Scottish 

person is, has the same culture (when) every country is different and has its own 

history. 

In opposition to statements made by Patricia, Zac, and Willow, Olivia stakes a claim 

to a national identity as part of her social identity and explains that, from her 

perspective, it is important to differentiate individuals and not conflate them as one 

grouping. Her argument is predicated on the nationalist sentiments of Welsh and 

Scottish friends, and how they present as different from the English. As being Scottish 

or Welsh first and British second, if at all.  

This nationalist form of social identity contrasts with the other aforementioned 

participants who described themselves as European, British, or of no particular social 

ethnic grouping. It may be that their international backgrounds and early childhood 

experiences define their pan-nationalist social identities in ways that individuals born 

and raised in one country do not experience. 
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Olivia 

Data set 3. 

Olivia was the only Participant to give a written review of the resources prior to the 

interviews. The following are examples of her statements from her written review and 

from the transcript of her interview. 

 

Themes of social identity construction. 

She began with an assessment of the fictional cohort description. 

31 pupils 17/14 

Inner city 

6 EAL – what difficulties, what languages, what levels are they at in their first 

languages? 

What is the TA situation, and do they speak the same language as any of the EAL 

students? 

What is the sex education policy? 

Olivia is more focussed upon an identity politics reception and interpretation of the 

resources and fictional cohort description than most of the other participants. It 

becomes evident in her feedback that she has spent some time thinking about social 

identity and personal identity issues in teaching prior to this study. This is evidenced 

by her use of terminology, her referencing specifically related media resources, and 

her consideration of the possible social/personal identity receptions of the pupils.  

This can all be linked to an oppositional normative stance towards her reception of 

media resources that do not mesh with her social identity and her social identity 

construction of the pupils. Equally, her questioning on the aspects of provision 

(teaching assistants) and policy reveals her entrepreneurial professional identity 

(Sachs, 2010). 
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Themes of social identity construction, and creation and augmentation of resources.  

Following from her appraisal of the cohort description Olivia provided detailed written 

reviews of each of the teaching resources. Each review reveals her active reception 

of the media (Hall, 1980) from a professional identity normative positioning 

(Livingstone, 2007), a mixture of Sachs’ (2010) entrepreneurial identity and activist 

identity, that are equally informed by her social identities. 

The sentence ‘Crocodiles are the inhabitants of….’  could be simplified to 

‘Crocodiles can be found in….’. They are not the only inhabitants of Asia, Africa, 

America and Australia. Are any of the students or their parents/guardians previous 

residents of those places, and if so, have they seen any crocodiles in the wild? 

Have any of the pupils seen one at a wildlife park or zoo, and can any tell you the 

difference between an alligator and a crocodile? 

Olivia takes a constructivist reception to the resources, especially the first, where she 

offers advice and constructive feedback that could be used to elevate the resource 

and link it to mid-term planning by suggesting trips. This style of constructivist cross-

curricula reception links with Patricia’s reception and perception of the resources. 

She continues to link the resource to potential pupil experience as facet of inclusivity 

of the EAL pupils within the lesson structure. It is equally an attempt to have the pupils 

receive the resource from a positive, more personal normative position. However, 

there is a level of social identity construction that labels the EAL pupils with perceived 

“local” or foreign knowledge that the “home” pupils may not have. This could result in 

unintended reception, perception and dialogue creation, i.e., “just because we’re from 

Asia/Africa doesn’t mean we’ve seen crocodiles!” With that being said, Olivia forestalls 

this line of reception by including the prospect that pupils may have viewed crocodiles 

at zoos. 
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Themes of social identity and audience reception, and social identity construction.  

How Olivia’s social identities directly affect her reception to media as resources is 

evidenced below. Here Olivia’s feminist social identity, as well as her activist 

professional identity (Sachs, 2010) focus her reception from a particularly oppositional 

normative positioning (Livingstone, 2007). 

2. Alexander the Great fact sheet 

My knee-jerk reaction is irritation at the upper-class male privilege permeating the 

two pages. I find Greek mythology a tedious heap of excuses for male writers and 

painters to glorify sexual violence, incest and bestiality. 

The level of base knowledge assumed in the text is very high. I don’t think it’s 

suitable for the age group suggested in its current state. There is a huge number 

of obscure terms within these two pages. It would be useful if all the modern 

country equivalents were identified e.g. The Balkans to Pakistan. 

P1. Dated language – ‘conquering’ rather than ‘invading and colonising.’  Some of 

the EAL students may very well have come from countries that were similarly 

invaded by neighbouring countries. They may have witnessed war crimes and be 

hugely traumatised. My Yemeni student struggled with loud noises as he and his 

family had been subject to the Saudi bombing campaign. 

Olivia’s reception to the second resource is very much from an oppositional normative 

position. She is excited to elicit dialogue and augment the resource so that she can 

reframe the messaging to suit her feminist social identity perspective and desires the 

inclusion of the girls in the class to have something to connect to. She constructs a 

social identity viewpoint of potential negative reception from pupils that may have 

traumatic backgrounds and states that she would augment the vocabulary within the 

resource to reframe the narrative context with the intention of addressing the pupils’ 

potential trauma. 
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Theme of creation and augmentation of resources. 

Speaking on the differences between teaching EYFS and older pupils Olivia gave her 

reasoning for generally negative reception of the teaching resources that were 

provided to her. 

OLIVIA [00:03:03] Yeah. I know Early Years, resources are obviously a lot more 

hands-on and worksheets in themselves they're a bit of new territory for me so... 

Yeah, that's my own bias. Really.   

The differing key stages make use of differing teaching styles and methods. There is 

an increase in the amount of paper resourcing utilised higher up the phases. With 

Olivia’s described approach, of incorporating different learning opportunities into one 

lesson, is not specifically an Early Years teaching method, although this style of cross 

curricular teaching does tend to be maintained throughout the Early Years phase. 

Patricia equally described making use of cross curricular teaching methods within her 

teaching of upper Key Stage 2 pupils, and Zac spoke of how he not only tailored his 

resources for his secondary pupils but equally how he enjoyed making use of other 

curriculum resources, and tactile teaching methods, within his own teaching. While 

this small number of teachers may not be demonstrably representative of all teacher 

and teaching styles within the key stages, they do act as examples of how teaching 

methods can be carried through the key stages despite the ages of the pupils. 
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Themes of Social Identity Construction and creation and augmentation of resources.  

During the second interview stage Olivia spoke on her reception to the Alexander the 

Great teaching resource. She described how she would refocus the learning objective 

of the lesson to integrate a greater feminist perspective by including a second teaching 

resource. This not only reveals her desire to create debate and dialogue from her 

feminist social identity perspective but equally evidences her activist professional 

identity which informs both her reception of the initial resource and her direction of 

teaching. 

OLIVIA [00:05:32] … I've been to my bookshelf. And I forgot to tell you about this, 

which I would use as a counterpoint (the Alexander the Great resource).  it's called 

The World's Wife. It's Carol Ann Duffy and it's The World's Wife and it's a collection 

of different figures in history, but say from a female perspective, right. So, there's 

Quasimodo and there's, there's Medusa and there's all kinds of things. It kind of 

goes some way towards. Balancing a lot of the literary cannon of the West. 

Olivia explained how she would augment her teaching of this lesson and subject by 

including poetry from a feminist perspective. This is interesting as she later explained 

how teachers must take care not to be biased in their teaching and resourcing. Equally, 

Olivia’s oppositional reception to the Alexander the Great resource, which may be tied 

to her personal experiences and development of her own social identities, resulted in 

her social identity constructing an expected reception to the resource from the 

perspective of the girls in the fictional cohort. 
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Theme of creation and augmentation of resources. 

When speaking on a teacher’s ability to be creative in their teaching Olivia spoke on 

the conflict between the teachers desires, which follow Karaolis and Philippou’s 

affective factors (in Hannula et al., 2019), and policy directive, which reveals Sachs’ 

concept of “managerial professionalism” (2010). 

OLIVIA [00:18:01]… There's not a lot of time in teaching, really, for exploration and 

things like that, but I think if you try and make the time, you do get more from it and 

you can create something, but, you know, it's sometimes also the school kind of 

might have a scheme of work and that could affect things so, yeah. 

The creative aspect of teaching is demonstrated through teachers’ resourcing and 

style of teaching a subject and/or topic. Olivia’s description of the difficulties that 

hamper a teacher’s creativity when teaching; lack of time, provided curricula or 

scheme resources, equally reveals her desire that teachers be afforded greater 

opportunities to be creative in their teaching, and that teachers should make the time 

themselves to do so. While many of the other participants, particularly Participants 

Zac, Quentin and Nigel, rely on, or say they rely on, provided resources, all three have 

described how they have utilised their own creativity within their teaching. Through 

active augmentation of resources as well as creating their own or searching for 

resources that more personally suit their cohort, they have taken the time to be active 

in their teaching rather than passively expressing learning outcomes.  

Indeed, the major reaction towards the provided resources from all the participants is 

that they rely too heavily on “facts” being given than creating dialogue and cross 

curricular opportunities, revealing a desire for creativity in teaching method within them 

all. 
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Olivia 

Data set 4. 

Theme of social identity. 

During the group discussion Grace, Olivia, and Willow were asked about their feelings 

of responsibility towards their pupils’ behaviour and choices. Olivia described how the 

age group which she teaches (EYFS) has its own difficulties in terms of expectations 

and responsibility. 

OLIVIA: [00:18:38] I think (it) depends what age group you teach. I've regularly 

been in settings where I'm the only Early Years teacher who isn't a parent… I feel 

sometimes parents will perhaps treat you a little bit differently in the sense that they 

know you're not a parent… they are entrusting their youngest children to you… So, 

I think it is important to have boundaries and to know that they are students, but 

they're not your friends, but also you do care for them. And at different ages 

children do need different levels of involvement and (as) they develop as well 

there’s more humour to be had and sort of a bit more back and forth.  

Olivia argues that the parental identity perhaps plays a greater role in the early years 

as younger pupils may need more nurturing interaction. This idea, however, conflicts 

with both Zac’s self-described teaching style, and Nigel’s thoughts on responsibility for 

his pupils' actions, both of which take a parental direction in terms of their feelings of 

responsibility. 
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Theme of social identity construction. 

Throughout her interviews Olivia spoke on how she would choose specific resources 

that she knew would not be considered inappropriate by her pupils’ parents or other 

adults within the school due to their cultures. This has included not using resources 

depicting specific animals such as pigs. However, here she explains that she made 

use of resources that she believed upset the Egyptian, Muslim teaching assistants due 

to its content. 

OLIVIA: [00:49:34] … I've realized, In Egypt, I’ve accidentally made some of the 

TA's a bit uncomfortable because often when it was story time… you had a range 

of stories and one was about indigenous Canadians and an Orca god and the main 

character was going on a journey and they drowned, but the god had taken them 

underwater and things like that. Then the children were really interested in it, but I 

could feel my TA wasn't really comfortable with it because they were very devout 

and to them you’re just showing another faith system that's not either Islam or 

Christianity.  

Olivia stated that she was concerned that she may have unwittingly offended the other 

adults in her classroom due to her use of teaching resources that did not conform to 

the cultural norms of the society in which she was based at that time. While this may 

have been the case, she does not state that her teaching assistants informed her that 

they were upset of offended, Olivia is assuming this based upon her knowledge of their 

culture and her social identity construction of them from her socio/cultural perspective. 
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Olivia 

Data summary. 

Olivia’s general reception to teaching resources and to the act of teaching is informed 

by her own social identity cluster. This cluster includes her professional identity, her 

socio/political identity, and her cultural identity all of which have been built upon her 

personal experiences. 

The data shows that she utilises her social identities and her social identity experiences 

to construct expectations her pupils’ reception to the resources and to teaching in 

general. Further evidence of her social identity construction will be discussed in the 

discussion section following the presentation of data. 

 

Patricia 

Data set 1. 

Theme of social identity. 

Patricia presented her social identity descriptors with much explanation. She 

described her social identities as a parent, then professional, followed by trans-

national, and ending with class. Patricia links her class status social identity to her 

experience of travelling and cultural interactions. 

I am a mother first and teacher second. I have been teaching since I was 15 and it 

has been a fundamental part of my life passing on my hobby skills as well as in 

education. I have always classed myself as European because I have lived and 

been educated abroad mixing with people who do not always have English as their 

first language and why I have no regional or preferred accent. I am upper middle 

class due to the amount of travel I have been able to do and different cultures I 

have encountered over the years.  
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Following her descriptive social identity explanation Patricia then provided key words 

which she associates with her social identities, including her previous experience as 

a member of the military. 

Leader                   Primary teacher Year 5 and 6 

Military 

Competitor  

Patricia described her social identities from a gender and gender role perspective first, 

followed by a professional social identity perspective, then locational identity, and 

finally class identity. She placed far more emphasis on her professional social 

identities and was the only one of the participants to use key words in her description, 

all of which are professional identity key words relating to actual career or attitude in 

her career. She described herself as European rather than from a purely national 

identity and was specific about how her international upbringing means that she 

speaks with no specific English accent. She stated that she considers herself as upper 

middle-class due to her experiences with other cultures and travel experience rather 

than from a vantage of wealth. 

While Patricia stated that she is a mother first and teacher second, she did not conflate 

her parental identity with her teaching identity in her interviews unless directly 

questioned on the subject. 
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Theme of creation and augmentation of resources. 

Patricia’s cohort description is broadly similar to the majority of the other participants 

despite the regional locations. The participants all chose their own resources based 

on cohorts that they were either teaching at that point or that they had taught 

previously. Patricia chose a cohort of pupils who were based in an international school 

that taught the national curriculum for England. 

Y5 class aged 9 to 10 years 

27 pupils, 17 boys and 10 girls.   Multi-ethnic, multi religious (Islam, Christian and 

Buddhism).  All had English as a second language. Four students with special 

educational needs.  

Patricia chose to present three resource types and described them as; 

my 3 most loved resources. 

She chose all three resources for their utility in multiple areas of the curriculum. Each 

resource can be used to generate discourse and question identity narrative. 

 

 

 

 

 

Figure 21. Photo of Harry Potter and the Philosopher’s stone provided by Patricia in her written report. 

Harry potter...use for instructional text, how to play quidditch. Also used for how 

many other team games, language skills and do they all cross the international 

barrier. What about differences, reasoning, and terminology for 'differences?' 

Muggles, for example. Science and reasons in potion making and the Latin for 

spells. 
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Patricia made use of her chosen resources as topics or themes for her personal style 

of education, which is a creative curriculum approach, revealed in her description of 

their usefulness in differing subjects, rather than for specific subjects such as English.  

 

 

 

 

 

 

 

Figure 22. Photo taken by the participant of the post cards used as resources. 

200 postcards.......used for sorting into groups for religion, countries, animals, 

transport, colours, art styles, historical timelines, scientific inventions, or as a 

stimulus for creative writing for the intro, build up, dilemma, climax, solution, 

conclusion parts of a narrative. I also use them for shared narrative writing, 

chronological/non chronological reports, newspaper articles. 

 
Her second choice of resource consisted of a set of postcards that she had collected 

over time for use in multiple subjects. She specifically described the use of these cards 

for types of lessons rather than subjects, following the creative curriculum approach. 

Patricia continued to explain later in her interview that she utilises these cards to 

generate dialogue and debate among her pupils and that she guides these discussions 

but does not necessarily direct them, she explains to her pupils that no answer is 

incorrect, and that any variation of answer is justified as long as it is explained. 

Patricia’s third resource choice was a black and white printed poster which she utilised 

for descriptive writing lessons. 
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Black and white poster...Stimulating enquiry, using open/closed questions. Paying 

attention to detail in the fore/background, improving vocabulary, geography skills, 

mathematical vocabulary for position and angles. Historical clues for era, type of 

building and time of the year. 

 

 

 

 

 

 

 

Figure 23. Photo taken by the participant of the illustration used as a resource. 

Patricia’s descriptions of all three resource types fall within the theme of creation and 

augmentation of resources in that she sourced and/or created all the resources herself 

or made use of them within a creative curriculum teaching style. Further themes were 

extrapolated from her described uses which will be detailed further in this chapter 

when presenting findings from the interviews. 
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Patricia 

Data set 2. 

Theme of social identity construction. 

In her first interview Patricia described her memory of her route into becoming a 

teacher. She links her social identity construction of the concept of teachers to her 

parents’ careers as teachers and her experience of this. 

PATRICIA [00:03:33] The last thing I ever wanted to be was a teacher. Uh, both 

my parents were teachers in secondary school… and seeing how, they spent so 

much time marking and doing assessments… made me not want to be a teacher. 

It was only really when I had children of my own… I actually trained first of all, as 

a nursery nurse and it was one of the placements I was in and the way that I 

handled the children in an EBD (educational and behavioural disorder) school… 

and the teacher there said, you don't want to be a nursery nurse classroom 

assistant. You need to be teaching. So, she persuaded me. 

Patricia’s initial reception of her parents’ careers and lifestyles from those careers 

affected her perception of teaching as a profession. This led to a social identity 

construction of what it meant to be a teacher, that was later challenged and changed 

once she had children and entered the profession herself. 

 

PATRICIA [00:06:33]… Friends… of the family would say, you see when you've 

got something that you know really well, you can describe that to the eight people 

or the seven people in your… class that you're taking, you can demonstrate it. 

And that's everything a good teacher should be able to do. Adapt how you speak 

to people. Adapt to what you're showing them and how to… get a good result.  

Positive descriptors of teaching helped to reinforce Patricia’s mental image of teachers 

and direct it away from her initial negative perception. 
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When questioned on whether her military background affected her classroom control 

techniques Patricia affirmed that her teaching method and style of classroom 

management had been augmented by her experience within the military. 

PATRICIA [00:05:17]… there's always… the stick, which is metaphorical, not 

literal… and the carrot, and also a good sense of humour… Particularly with year 

five. So, year 5 are my favourite year group of teaching. You gain respect by, in 

certain situations and in certain lessons, coming down to the child's level, admitting 

to them when you've made mistakes, allowing them to see that it is okay, because 

by making a mistake from that, you learn not to do it again… but also by being 

honest. 

Patricia’s description of her management and teaching style does not necessarily 

conform to the general cultural perception of a militaristic style of education. Indeed, 

her methods reflect a more culturally normative view of maternal/parental behaviour 

model. 

This reveals a conflicting narrative between how the participant views themselves and 

their teaching style from a social identity perspective and how they perceive others’ 

reception of her style. 
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Patricia 

Data set 3. 

Themes of social identity and audience reception, and creation or augmentation of 

resources. 

Patricia’s reception to all of the three resources came from her professional identity 

normative positioning (Karaolis and Philippou in Hannula et al., 2019; Livingstone, 

2007). She explained how each could have been augmented to increase learning 

potential. 

PATRICIA [00:00:39] There's plenty of scope to extend the learning on all of them. 

Right. Okay. So, you could have set an extension task or linked it to homework 

maybe, or even to other subjects. 

Patricia approached the resources from a positive stance with the view of 

improvement. This is a facet of her experience as a senior leader within teaching and 

an example of her experience. 

She continued to reveal her reception of the first resource and went into greater detail 

of how the learning could be expanded. 

PATRICIA [00:01:51] A lot of short sentences, which makes it easy to read. 

A couple of (words) that they could have looked up either in a dictionary or a 

thesaurus, predominantly, crustaceans, reptiles, although they should have heard 

the word reptile before. Certainly if they're following the national curriculum, they 

should know that by year four anyway. 

She assessed the resources for their utility in extension and ability to be mixed and 

matched with other resources to build language skills. Patricia’s extensive professional 

knowledge of the National Curriculum and the Key Stages directly influence her 

reception of the resources in view of pupils’ previous learning and possible learning 

objectives. 
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Here Patricia revealed her professional social identity further. She approached her 

critique from a positive professional identity (Karaolis and Philippou in Hannula et al., 

2019) through her explanation of how the pupils’ learning could be further enhanced. 

PATRICIA [00:03:25]… but I would have liked to have seen some questions that 

they would have had to have researched either on a computer or something that 

they might already know again, as I said, open-ended questions.   

Patricia’s desire for pupil ownership of their own learning is evidenced by her 

requirement of open-ended questioning as well as the possibility of extending learning 

through self (pupil) directed learning. 

 

Themes of social identity and audience reception, and social identity construction. 

Patricia is cognisant of pupil reception of their resources, their comparison of their 

resources amongst each other and how that can affect intergroup social identity 

construction. 

PATRICIA [00:04:28] For the children who are your middle and top range I would 

have put extra questions there for them so that when all the children are looking 

around, as far as they know, they've got exactly the same task to do, there's no, in 

their eyes, there's no different differentiation between the groups. 

She accounts for her pupils’ reception and social identification by masking 

differentiation to maintain social identity equality amongst her cohort. In terms of 

audience reception this indicates that Patricia’s understanding of child social 

development is linked intrinsically with her choices, creation and use of resources. In 

terms of social identity theory, this is an aspect of social identity construction, not one 

of expectation based on her own social identity but rather construction based on 

knowledge and previous experience of children’s social interaction and questioning.  
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Theme of social identity and audience reception. 

Patricia’s reception of the third resource is generally negative in terms of the imagery 

used. She received the resource from an oppositional normative position (Livingstone, 

2007), though not in the same way as Olivia, who’s reception was tied to her own 

social identities and experiences. 

PATRICIA [00:09:47] That's different as opposed to the picture that's under law 

and order, which is antiquated. I don't think that that would really be necessary. 

The fact that you've mentioned the punishment is enough without having to, I'm 

not saying that's traumatic, but it's not a picture I personally would have inserted 

there (referring to image of person being thrown into river). I do like the one with 

the Knights and the jousting. I would've liked to have seen maybe styles of armour, 

or perhaps that would be a task. An extension task. Design your own armour. 

Patricia’s reception of the imagery used within the third resource dictates the extent to 

which she would use it due to her view on the appropriateness of the imagery. While 

she acknowledges that the pupils may not be as affected as she is by the imagery, her 

reception to it dictates its lack of inclusion. This ties with Willow’s social identity anxiety 

towards teaching subjects such as sex education, in that their reception of the media 

from an oppositional normative stance dictates the lack of inclusion of that media as 

resources for their pupils and can be regarded as a form of censorship. 
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Patricia 

Data set 4. 

During the group conversation with Nigel, Quentin, and Zac, Patricia was asked about 

her possible feelings of parental/teacher responsibility towards her pupils.  

PATRICIA: [00:18:07] Well, I think… when you consider that certainly from my 

generation parents tended to stay together longer. They weren't so promiscuous. 

Um, also you have continuity. Now we have a lot of children becoming parents. 

And if their parenting skills have been lacking, they don't know what it is they should 

teach. And so… when you've got children raising children, it's a very difficult 

concept for them as well as for the child that they bear. 

Patricia social identity constructs an identity upon younger parents whom she feels 

differ in terms of knowledge and values from herself. She uses this social identity 

construction as an explanation for what she perceived as the increase in expectations 

placed upon teachers and as permission to take greater role responsibility as a social 

parental figure for her pupils. 

 

Patricia 

Data summary. 

Patricia is the only participant who actively accounts for her social identity construction 

of her pupils (although she does not relate it with this terminology) and deliberately 

acts to avoid using her social identity constructions when teaching. This is evidenced 

with her reasoning for her choice and use of resources and is equally evidenced in her 

teaching method. Further evidence of her accounting for her own social identity 

construction biases will be seen in the discussion chapters alongside evidence of her 

use of differing types and styles of teaching resources. 
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Quentin 

Data set 1. 

Theme of social identity 

Of the participants, Quentin was the only one to describe himself in terms of specific 

themes rather than any particular social identities other than that of a professional 

identity, and in this circumstance, he negated a social identity as a teacher when 

outside of his work. 

I do not think of myself as a teacher outside of the workplace. I make an effort not 

to take work home with me, as I find it has a negative impact on my mental health 

and I don’t really think about work outside of school. Outside of school, I want to 

spend time with my family and friends, enjoy hobbies or just relax. That is not to 

say I am not hard working and professional at work. Despite this, I thoroughly enjoy 

my job; take pride in doing it well; and could not imagine doing anything else. 

He specifically described his act of disassociation from a teaching identity as important 

for his mental health, enabling him to behave differently when not teaching.  

This is in contrast to Willow’s belief that she should live her life as a professional 

teacher should. Quentin continued to explain that he enjoyed his work, was proud to 

be a teacher and considered himself to be professional. 

He did not describe himself in any other social identity terms, culturally or class for 

example, and did not socially identify himself as a parent or along any other gender 

specific terms. 
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Themes of social identity and audience reception, and social identity construction.  

Quentin’s cohort description follows gender, culture/religion, learning needs, and 

regional social identities, however he did not refer to any of these aspects in his 

description of his chosen resource. These aspects of his cohort did become relevant 

during his first interview in data set 2. 

 

Year 6 class, aged 10 years – 11 years. 

31 pupils, 17 boys – 14 girls. 

All children are Muslim. High levels of EAL and PP. 1 with special educational 

needs. 

Quentin’s choice of resource differed from the other participants as well, in that he was 

the only one to choose a planning resource for an English lesson, that did not include 

imagery, although he stated that pictures were included for the pupils at the time or 

made use of specific literature. 

 

Figure 24. Screenshot of the resource developed by the participant and his co-workers. 
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Quentin explained that he chose this resource as it represented a particularly different 

type of resource that he would not generally have chosen. It was generated by himself 

and other teachers from his school as a team, and while he initially believed it would 

be too difficult for his pupils to complete, he found that it worked well and held that it 

was more accessible than the “story mountain” planning method.  

I chose it because the writing task was wildly ambitious (we came up with it as a 

team and I was dreading it because I thought it was way too hard) and unfamiliar 

to the children. However, the planning document allowed the children to break the 

intricate task of writing a murder mystery story into easy steps, the pictures helped 

them to understand what a mystery story is, and the style of writing allowed them 

to be very creative whilst also making it easy to include their grammar targets.  

 

Quentin’s initial reception of the resource was based upon his expectations of his 

pupils’ abilities. He described the resource as ‘wildly ambitious’ which could point to 

social identity construction of his pupils’ and their abilities based upon his experience 

of them. 

When it was completed, in their books, it was colourful, and they were enthusiastic 

to use (it). It is much more accessible and easy to understand than a story 

mountain. 

Here Quentin’s use of the term accessible refers to how he perceived his pupils 

received it in terms of comprehension. They found it easier to complete than he 

expected.  
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In terms of social identity and reception, Quentin’s reception to the resource was  

initially from an oppositional normative stance (Livingstone, 2007) from his positional 

perspective of how he expected his pupils to receive the resource. He constructed an 

expectation of his pupils’ reception based on his perception of their abilities and found 

that they subverted his expectations. 

 

Quentin 

Data set 2. 

Themes of social identity and audience reception, social identity construction. 

Quentin places his professional social identity as secondary or tertiary to his personal 

social identities. 

QUENTIN [00:02:02] If somebody said, you know like you said? You classify 

yourself as a teacher. That's like the first thing you think of. Um, I wouldn’t, I’d just 

say, I suppose, yeah. So, I suppose I'm a dad first or, you know, or a son or a friend 

or something like that. 

This is common with all of the participants, who identify themselves first through their 

personal social identities rather than their professional, however, Quentin is the first to 

define himself initially through a social identity lens rather than as a societal aspect 

such as race, or gender. 

Quentin’s expectations of his pupils are founded upon his professional social identity 

as a teacher but equally as an aspect of his social identity as a father/parental figure. 

QUENTIN [00:04:31] I suppose you expect more of the kids don’t you. I have 

expectations of the kids that I expect them to meet… So, there was a kid in my 

class last year. Who was very intelligent… but not very well behaved… You could  

tell he didn't have positive male role models… and then you sort of think, oh, well, 

I guess that's me then. That's my job. 
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His reception of any media used for the purpose of teaching his pupils passes through 

the socially constructed lens of his expectations of his pupils, as do his expectations 

of their behaviour and their reception of the media being used. 

 

Here Quentin speaks on the creation of a social identity label that blankets a group of 

individuals that do not over-exceed expectations or under-achieve. 

Whereas I always think I'm always really hard on those kids who, I don't know, they 

used to call them the grey kids didn’t they? The ones who just sit there and smile 

and never really do anything. Never put their back into it. 

This causes them to almost be blamed for, or labelled with and then blamed for, 

mediocrity in comparison to those other individuals that have been socially identified, 

through the participant’s perception, as requiring greater or more nuanced interaction.  

QUENTIN [00:07:31] Yeah… they're not lacking in intelligence, but… they're not 

putting any effort in at all… I mean, I've got kids at the moment who like, I've rung 

the parents just to say that, you know, they’re sending me work... I can tell they 

haven’t even read the question, so what's the point? You know, they need… to pull 

their boots up, they need a bit more of a kick up the backside. 

The level of input and interaction that the pupil makes towards the teacher and/or their 

work results in a type of social identification of them from the teacher. Even negative 

social identity labels, such as behavioural or learning ability, have greater worth for the 

teacher, as requiring greater input/effort, than those who are labelled as ‘grey’.  
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Quentin 

Data set 3. 

Themes of social identity and audience reception, and creation or augmentation of 

resources. 

Quentin’s reception to all three resources were from negative and oppositional 

normative positioning (Livingstone, 2007) due to his professional identity forming along 

an ‘activist’ approach (Sachs, 2010). 

QUENTIN [00:00:26] I wouldn't, well, I probably wouldn't use any of them for 

different reasons. 

The participants tended to assert that they use resources from resource banks or that 

they receive from curricula, however, evidence shows that they all personalise, or edit 

the resources to suit their own idea of utility and acceptability. When scrutinising 

resources developed by others, the participants were often far more analytical about 

those resources utility than they profess to be when speaking on resource acquisition.  

Zac and Quentin have said, “I just use what I can get off Twinkl”, however they 

overlook the amount of time and energy they place into augmenting, personalising, 

and adding to those resources. 
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Here Quentin critiqued the first teaching resource and analysed from a professional 

social identity perspective. 

QUENTIN [00:02:10] The text comes directly after the question… That's what they 

do in the Key Stage one SATs init? That's how the reading’s presented in that?  

The more experienced participants possessed greater in-depth knowledge of the 

national curriculum stages and what is taught in those stages than they perhaps 

realised. These teachers automatically knew which year group would normally be 

focussing on which topics or objectives and therefore understood the steppingstones 

and stages of learning needed to progress through the key stages. However, a lack of 

experience between Primary and Secondary education often resulted in a lack of trust 

in ability of those that work in the other section. 

 

When speaking on the second resource Quentin received it from an oppositional 

normative positioning (Livingstone, 2007) due to his activist professional identity 

(Sachs, 2010). 

QUENTIN [00:05:45]… My main concern with that would be, why would I be 

teaching kids about Alexander the Great? I've got a real bugbear about some of 

the things we teach in history, particularly in like, what was it? Uh, an inner-city 

Preston school, right?  

Quentin’s reaction to the Year 6 resource is similar to that of Zac and Olivia, but for 

differing reasons. While he liked the utility of the resource in terms of target and 

learning outcomes, he did not receive the topic/theme as appropriate for the intended 

audience based on his assertions that topics taught should be relevant to the pupils 

culturally and/or geographically. 
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Quentin 

Data set 4. 

Theme of social identity. 

Speaking on parental social identity and feelings of parental responsibility Quentin 

stated: 

QUENTIN [00:12:03] I usually try and stay away from that, but every couple of 

years you get a lad who, just clearly has terrible male role models, and I sort of 

tried to demonstrate to them a more positive approach, like controlling anger and 

things like that. 

While Quentin maintained that he distances his professional identity from his parental 

identity he has spoken on both his individual interviews and this focus group 

conversation on his previous experience acting as a male role model or father figure 

towards some of his students. This reveals a convergence of professional social 

identity and parental social identity as well as both being aspects of his value and self-

worth as a teacher. 

 

Quentin 

Data summary. 

Quentin’s data reveals how his social identities directly impact his own self-perception 

as a teacher. While he states that he is professional and enjoys his work, he is quick 

to explain that he prefers not to be labelled as a teacher when outside of work. 

Additionally, his explanation that he doesn’t enjoy making use of a parental social 

identity is contradicted by his own actions towards pupils whom he considered in need 

of a father figure/male role model architype. Further examples of Quentin’s social 

identity constructions are included in the discussion chapters.  
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Willow 

Data set 1. 

Theme of social identity. 

Willow’s social identity description focusses upon race and culture. Her description of 

her professional identity ties with Karaolis and Philippou’s positive professional identity 

descriptors (in Hannula et al., 2019). 

I identify myself as mixed race and I try to bring my Middle Eastern roots into my 

lessons somehow, in addition to my love of animals and the environment. Being 

an international school kid, I have an international school accent. I try to live my 

life as a professional teacher should do in order to model this behaviour to my 

class. 

Willow’s race, culture, and regional social identities are mentioned further in her 

description of her chosen resource and are often referenced throughout the data 

collection process. Additionally, she described herself as, “an international school kid” 

with an international school accent. This is another social identity that she referred to 

later in the process, as her international upbringing affected her positionality when 

teaching specific subjects. 

 

Theme of social identity and audience reception. 

Willow’s cohort description shows the diverse nature of her pupils and how they were 

representative of multiple needs. 

Year 5/6 class, aged 9-11 

17 pupils, 9 in Year 6 and 7 in Year 5 

Multiple ethnicities, multiple religions. 2 English as a second language, one English 

as a third language. 2 with special educational needs. Christian faith school with 

strong links to Catholicism. Inner city independent school. 
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Where Zac focussed on the educational needs of his pupils from a special educational 

needs perspective, Willow was far more focussed on the language and cultural needs 

of her pupils. She described how her class was a mixed year group, Year 5 and Year 

6 mixed, meaning that she had a broad range of ages, from 9 years old through to 11 

years old, within her class. This difference in age ranges would have presented 

specific age-related differences in terms of planning, resourcing, and delivering 

teaching as well as in expectations of attainment among the cohort (Bennett et al., 

2007). From this point Willow focussed on the language and cultural background and 

the possible needs of her pupils from this perspective. She connected these needs to 

her reasoning for her choice and use of teaching resource. Her reasoning introduced 

the theme of social identity construction. 

 

Theme of social identity construction. 

I have chosen this resource for English reading this lockdown. It is a dual language 

picture book set in both Australia and Morocco... I chose these two resources as 

they are really accessible for my pupils at home and due to the fact that myself and 

one other pupil come from and Arabic background.  

Willow was specific about her reasoning in her use of her chosen resources. Her initial 

reasoning was that the resources were accessible for her pupils during the COVID19 

lockdown period. By accessible she is referring to the pupils’ ability to access 

interactive versions of the resource online. Her second reasoning was founded upon 

her own social identity of heritage and in her construction of a social identity for a 

specific pupil in her class who shared a similar heritage to her. 
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This picture is the front cover. It depicts the simultaneous lives of 2 boys: one is 

Australian and one in Moroccan. The author is keen to illustrate both the 

differences and similarities between the two boys. 

 

  

 

 

 

Figure 25. Photo taken by the participant of the specific book used as a resource. 

Willow’s example of the resource illustrates her desire to connect with her pupils using 

a resource that depicts two similar cultures to her heritage and that of one of her pupils.  

 

Willow 

Data set 2. 

Theme of social identity and audience reception 

In the first interview Willow was questioned on the topic of her mixed-race heritage 

and how her social identity as mixed race/cultural heritage may have affected or 

impacted her teaching. 

WILLOW: [00:01:09] … I feel that it impacts my teaching because I've grown up 

with two different cultures. So, I kind of have…  an idea of… maybe how other 

people live, how other people talk, how other people act… as opposed to (the) 

predominantly… white British schools that… I've been working in. They're (the 

other teachers) just white, British. 
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Willow’s social identity as ethnically and culturally mixed impacts her social identity 

construction of her colleagues, from a (perhaps negative) perspective that her white 

British colleagues can/could be less receptive or understanding of other cultures. 

Whereas… I feel like I had more experience. I think that's why I identify myself and 

try and bring it into the classroom so that they (the pupils) can see different things.   

 

Willow’s social identity construction of her pupils affected her expectations of her 

pupils’ reception of the resource. The fact that the resource is dual culture/language is, 

from the participant’s perspective and expectation, more accessible in terms of social 

identifiers and connectivity. 

WILLOW: [00:02:06]… it was mixed because I wanted something that was 

accessible. That it's in Arabic… So it wasn't necessarily because it was Australian 

it just so happened that this woman was from Australia, from a Western culture… 

So, it wasn't because there's particularly someone in my class who's, either 

Moroccan or Australian, it was just because… there's some Arabic written on there.  

 

In this situation the resource hasn’t been deliberately chosen as accessible in terms 

of educational reading ability and language. The choice of culturally specific imagery 

is directly intended to elicit reception rather than any writing. 

Um, because the book actually is an illustration book, so it's a picture book, so… 

it's not one of those... you know, some books they're bilingual. 

So, one page is English, one pages is in Arabic. This one is just all pictures. So 

that's why I liked it as well.   
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Theme of social identity and audience reception 

Willow’s conservative social identity, linked to her Middle Eastern social identity, 

directly affects her stance and reception of areas of the national curriculum for 

England, in this case sex education. This affects her role as message vehicle and 

dialogue creator towards her pupils, as her oppositional normative positioning 

(Livingstone, 2007), generated from her social identity, affects her positionality when 

approaching the subject. 

WILLOW: [00:16:18]… I'm supposed to teach… reproduction and sexuality, but… 

I've not taught that before, and personally I find that a bit uncomfortable and I think 

that's because of who I am and my identity.  

 

As she feels professionally compelled to teach the subject, despite her negative 

normative position, she could influence a negative reception from her pupils based on 

her positional approach. Additionally, her drive to teach the subject despite her 

negative reception of it, reveals her entrepreneurial professional social identity (Sachs, 

2010) as she matches Sachs’ description of following the parameters of the 

institutional expectations rather than working to subvert them in an activist professional 

identity. 

I think parents should discuss that. My class can talk to me about it, but I think we 

go really in depth. Having had a look at our curriculum that the previous year six 

teacher’s done. I would find that a bit hard to teach, but I would teach it, obviously. 

I, I would, I've got to do it, but, um, yeah, I do find that uncomfortable. 
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The desire for teachers to be enthusiastic and find enjoyment in the subject, topic 

and/or theme, is an aspect of teachers as primary receivers acting as message 

vehicles towards their pupils as secondary receivers. 

WILLOW: [00:19:36] I think it's important for teachers to try and find something that 

they're enthusiastic about as well, because you'll be a better teacher and your 

children would enjoy it more as long as you know that it's accessible to them. 

And it's not something that’ll bore them to tears. So, I know for a fact that a lot of 

my class like Harry Potter like me. So… if I found a resource that's Harry Potter, 

we would do it. It would be fine. 

The effect and impact of their teaching, conveying the message of the lesson, is tied 

to their own reception of the resources used for that lesson. 

 

Willow 

Data set 3. 

Theme of social identity and audience reception. 

Willow links her previous personal experience as a Year 9 pupil, and her 

reception/perception of the resources she used then, with her reception of the 

resource used in this circumstance. In doing so she generates her own reception of 

the resource from her previous experiences and receptions. Equally, she received this 

resource from her professional social identity positioning. 

WILLOW: [00:10:34] I don't think someone's planned or knows their cohort very 

well, because for year nine there's hardly any information. Like it was really good 

information, like very simple dates about medieval times and like the knights and 

what it's linked to and the conquering, but for year nine, they should be looking at, 

I mean, when I was thinking of my textbooks at year nine, that was, that's nothing 

like that at all. 
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Willow 

Data set 4. 

Themes of social identity, social identity construction, and culturally appropriate topics. 

 

During the group conversation with Grace, Olivia, and Willow, they were questioned 

on the connectivity with their pupils based on shared or similar life experiences. 

WILLOW [00:03:18] So my previous class (for) the majority the first language (was) 

British… one's from Saudi, so it was completely the opposite. So, thinking about 

me and where I'm from, but I've (also) studied abroad. So, one boy speaks 

Russian. I said, hello in Russian, and he was like, surprised, like, how do you know 

Russian? It's like, Oh, I lived in Kazakhstan. So, it was really nice because you 

kind of talk to them on that kind of level. 

 

All of the second group participants have described how they desire their pupils to feel 

included. Inclusion here can have dual meanings; inclusion is an aspect of the English 

education system that stipulates all pupils must be provided for within class to meet 

their needs an enable them to access learning (Schuelka, 2018). Specifically, this 

focusses on the learning needs of pupils who may have Special Educational Needs 

(SEN) or who have Social, Emotional, and Mental Health needs (SEMH) but can 

equally refer to pupils with English as an Additional Language (EAL).  
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The second meaning, that to which the participants are primarily focussing, is that of 

a feeling of welcoming, belonging, and general inclusivity to the class and schools 

achieved through connection. For Willow the connection is her experience of a 

Russian speaking culture and her knowledge of the language. She and Grace both 

speak on using language to create inclusivity for "foreign" pupils, and equally use 

language and culture as a method to enable themselves to feel connected to their 

pupils. These are aspects of social identity and social identity construction. 

 

Willow 

Data summary. 

Willow’s socio/cultural social identities directly informed her choice of teaching 

resources and impacted her reception of the provided resources as well as her 

reception of specific aspects of the national curriculum for England. 

Her act of social identity construction is evidenced in her approach to teaching pupils 

from other cultural background, especially one whom she felt was similar to her. This 

factor informed her decisions on her teaching for her whole class and was 

fundamentally based upon her own social identity experiences. 
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Zac 

Data set 1. 

Theme of social identity. 

Zac initially described his social identities along nationality, race, gender and gender 

role, and class descriptors. These are facets of his social identities that he referred to 

often throughout the data collection process and that is evidenced throughout his 

interviews as well as in the focus group.  

I am a 53-year-old, Scottish white male. I am a husband, father of five and 

grandfather of ten. I have been a teacher (though I prefer the term facilitator of 

learning) for 27 years.  

Zac’s statement that he preferred the term ‘facilitator of learning’ is evidence of his 

professional social identity tying with his preferred style of teaching, which is specific 

to the types of pupils he teaches. His social identity as a parent played a large part of 

how he valued himself as a teacher and is equally evidenced throughout his 

interviews.  

As with a number of the participants, Zac subjectively relates and conflates his social 

class with his life experiences, blurring the lines of social class definition (Rubin et al., 

2014), this includes his experiences of travelling and living abroad.  

I am from a middle-class family although I have developed a working-class outlook 

since I left home at 18. 

I have lived all over the UK and in Cyprus, Egypt and Russia. Living abroad has 

helped me develop a global perspective in relation to education and social 

perception.   
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Theme of creation and augmentation of resources. 

Zac did not provide photographic evidence or video evidence of his use of resources 

as he desired to explain how he adapted resources to suit the needs of his cohort. 

Unlike the other participants this requires use of the transcription of his interviews to 

evidence. The following example from his interview transcription evidences the theme 

of creation and augmentation of resources which is equally evident in most of the other 

participants’ resource descriptions. 

 

Zac 

Data set 2. 

Themes creation or augmentation of resources, and social identity and audience 

reception. 

Speaking on his use of standard teaching resources Zac explained that he actively 

edits and augments his resources. 

Zac: [00:24:45] I don't often print out the entire Mathletics workbook and say, right, 

crack on with that. What I do is… I take sections out of it like I'll… copy bits out and 

put it into my own thing. 

While Zac states that he makes use of pre-designed curricula and online resourcing, 

he makes deliberate choices and effort to augment those resources to suit his pupils’ 

needs.  

I'll go and use… bits on twinkle…  when you can find them… I use something called 

mathsframe.co.uk, which has… more national curriculum sort of based stuff. So, 

I'm going… to year one, and say right, there we go. That's the stuff from there. I 

mean, I'll use stuff from… from Whiterose maths. 

He takes the message, the learning objective, and scaffolds the learning into the 

resources by combining aspects from multiple sources.  
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This is an aspect of his self-worth as a teacher and equally reveals the extent to which 

teachers act as resource creators as well as vehicles for the message directed towards 

their pupils.  

The assessment criteria, what the pupils need to have learned by the end of the 

course, is the intended message, the resources are the media used to carry that 

intended message, however, the resources are augmented by the individual teacher 

who, acting as primary audience to the resource and resource constructor, refocuses 

the message vehicle, to be more impactful for their intended audience. 

 

Zac 

Data set 3. 

Theme of social identity and audience reception. 

When critiquing the three provided teaching resources Zac spoke on the style of the 

third resource, the medieval resource. Specifically, he spoke on the use of font. 

ZAC [00:38:00]… I would probably just keep it simple and use Entry Gothic or 

something like that… It's a sans-serif font… I think that comic sans is okay when 

you're dealing with young children. Cause it looks a bit more fun, when with year 

six, they're going to be going into year seven. You've got to be treating them like 

young adults really, I think a bit more grown up. So, I personally wouldn't use that.  

All of the participants commented on the use of Comic Sans as a font. The majority 

did not feel it was appropriate as a professional font to use while teaching, while only 

one, Willow, pointed out its usefulness as a font for dyslexia sufferers (Khan et al., 

2019). 

The participants’ negative reactions towards its use is an aspect of audience reception 

and is tied to their, and a wider cultural, perception of comic sans as being immature 

and perhaps patronising (Garfield, 2010). 
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Themes of social identity and reception, social identity construction, and creation and 

augmentation of resources.  

Speaking on the first resource, the crocodile resource, Zac reminded me that the 

cohort of the class contained a number of pupils with English language difficulties. His 

focus on their needs is an aspect of his positive professional social identity as a 

teacher (Karaolis and Philippou in Hannula et al., 2019) which is further demonstrated 

by his immediate move to add and augment the resource. 

ZAC [00:38:00] There's the space of the information, you've got to remember 

you've got 6 EAL kids in the class who are going to struggle with that. I mean, I 

would maybe look at using some kind of widget that gives them indicators on what 

you're actually asking.  So, what do crocodiles eat? There might be, hold on, I'll 

see if I can get my widget up on screen. 

Zac demonstrated his knowledge of ICT augmentation to enable non-language or 

second language learning to access the resource. This is an example of his desire to 

create and/or augment a resource while taking into account how he perceives his 

pupils, as audience, will receive the resource. 

At this stage Zac explained how he would use Widgets to aid his pupils’ 

comprehension when reading questions or when giving instructions. 

Widgets are pictorial symbols that illustrate the point of words and phrases within 

sentences. Below we can see an example of how widgets can be used: 

 

Figure 26. Example of widgets and how they can be used to illustrate communication. (Trust, 2022) 
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This type of program application is endorsed by groups such as the Sensory Trust and 

is widely utilised in schools for pupils with communication needs (Trust, 2022). 

Zac further demonstrated his use of ICT resource to augment the original resource 

and considered the potential learning styles of his pupils. 

Zac: [00:42:14] We live in a dynamic society now. So, if I was going to do stuff like 

that I would maybe do it on something like Microsoft OneNote where they can sort 

of, if I just show it up on here for you. Um... 

If you use immersive reader on here. Okay.  (Types hello my name is ...)  And then 

(pushes button), "hello, my name is,,,” (immersive reader voice.)   

 

Figure 27. Screenshots of the Microsoft OneNote program in use. 

His use of language in his description of why he uses these ICT resources, “we live in 

a dynamic society now”, is indicative of his previously having to either justify or explain 

its use prior to this interview. 
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Zac 

Data set 4. 

Theme of social identity. 

During the group conversation between Nigel, Patricia, Quentin, and Zac, they were 

asked about their views on responsibility towards their pupils and feelings of parental 

responsibility. Zac explained that his feelings of parental responsibility moved beyond 

that of giving advice and acting as a role model. 

ZAC [00:04:00] … I felt that I have parental responsibility. I always have done, even 

with the kids I teach now, you know, I put things on in my class that other classes 

don't do. I do things like, cause, I know that not all of my students have breakfast, 

so I provide them breakfast every day in my class. I see that as part of my pastoral 

role really in making sure that they're well fed because you can't learn on an empty 

stomach, you know?  

 

Zac's parental social identity converges with his professional social identity in his 

behaviour towards and actions around his pupils. This leads to a conflation of 

perceived responsibilities which he speaks on when he describes his desire to teach 

life skills which resolves in a synthesis of his parental social identity and his 

professional social identity. These are aspects of his teaching pupils with SEMH 

(social, emotional, and mental health) needs. 

 

 

 

 

 

 



238 
 

Zac 

Data summary. 

Zac’s data reveals his teaching style is directly impacted by his initial reception of the 

resources he has available to him, and how he actively augments and creates further 

resources, including the use of ICT, to enable his pupils to access their learning. Zac’s 

act of social identity construction is evidenced by his use of varying types of resources 

to suit what he expects his pupils’ needs to be. He does not do this necessarily from 

any expectations based on his own personal life experiences, but rather on his 

knowledge of the types of needs pupils with SEMH would have, based upon his 

previous experience working with those types of pupils. 
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Presentation of findings conclusion 

The above data samples and analysis represent the findings of the major themes that 

have arisen during the course of this research. These themes being: 

• Social identities and audience reception. 

• Social Identity construction.  

• Creation, or augmentation of resources.  

The connectivity between the participants’ social identities, professional social 

identities, and audience reception is evident throughout and shows how each aspect 

feeds directly into the others in terms of normative positionality and the social identity 

construction of others. 

These themes will be discussed in the following three chapters in answering the 

research questions: 

1. In what ways do teachers’ perceptions of their social identities affect their 

own reception, choice, and use of teaching resources? 

2. In what ways do teachers’ social identity constructions of their pupils 

affect their expected outcomes of their teaching? 

3. In what ways can an understanding of one’s social identities, and one’s 

social identity constructions of others help to develop communication 

strategies that can avoid receptive conflict in the classroom? 

 

While further themes did arise during analysis those themes would be better suited to 

future research focussing on teaching resources and learning and teaching 

techniques. 
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Discussion 1 

The following three chapters focus on answering the research questions 

systematically. Each chapter addresses each question and makes use of examples 

from within the data and the analysis of the data. Some of the quotes from the data 

may be repeated from the presentation of findings chapter, however, they are repeated 

to further evidence the discussion and to enable ease of reference. 

Each chapter is signposted with subheadings related to the themes discussed in the 

presentation of findings. 

 

Research question 1: In what ways do teachers’ perceptions of their social 

identities affect their own reception, choice, and use of teaching resources? 

 

Social identity and audience reception 

The findings presented in the previous chapter show that the participants’ received 

their own chosen resources and the resources provided for them through normative 

stances informed by their social identities. Not only their professional social identities 

as teachers, but equally their cultural social identities. This is evidenced though 

Willow’s reception of her resource informed by her social identity as Arab. Olivia’s 

reception of the Alexander the Great resource informed by her political social 

identities. While Zac, Olivia, and Grace’s normative positions were informed by their 

parental social identities as could be seen through their choices of resources. 

Additionally, the participants stated that they would utilise other resources, some more 

personal than others, to counterpoint school or curriculum provided resources and 

create debate.  



241 
 

Olivia was the most vociferous about this, as she balked at the overly masculine, 

“typically white, European male” centric theme of the history curriculum and would 

counterpoint the Alexander the Great resource with her own choice of resource by 

feminist poet Carol Ann Duffy to illustrate a differing perspective on history.  

The participant’s stance not only comes from a modern feminist perspective but is 

equally based in class and countering social norms. In that the mythologies and 

histories of the classics are often depicted artistically and culturally as high culture and 

somewhat inaccessible to the lay person.  

In her own words about the Alexander the Great resource the participant wrote,  

 

My knee-jerk reaction is irritation at the upper-class male privilege permeating the 

two pages. I find Greek mythology a tedious heap of excuses for male writers and 

painters to glorify sexual violence, incest, and bestiality. (Olivia, resource feedback 

page 1, section 2).  

 

Additionally, she stated in interview that,  

 

I think initially it's a combination of classical art in particular, being very elitist or 

feels very elitist, and the perception that if you're working class, you can't enjoy art 

or you can't appreciate it. (Olivia, 2nd interview, 00:6:35).  

 

These aspects illustrate the participant’s convergent personal social identities (Crisp 

and Hewstone in Capozza & Brown, 2000) which she described in her social identity 

description, and in the following interview, as being a woman, working class and 

having “experienced misogyny” whilst having benefitted from, “white privilege” (see 

Olivia identity and resource description page 1 in appendix 2).  
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These are aspects of her personal social identities which evidently affected her 

reception of the Alexander the Great resource and led her towards an oppositional 

positioning of the cultural norm and specific institutional norm readings (Livingstone, 

2007, p. 11).  

The extent to which the theme of the resource re-focussed Olivia towards an 

oppositional position is evidenced in her second interview, in which she mentions 

education and social disparity, linking with cultural norms and imperatives that she 

feels have stifled not only art and culture but has directly impacted her during her 

education, in terms of her gender, social class and sub-cultural group she had aligned 

herself towards.  

She described a scenario during her undergraduate studies in which she was 

questioned by her lecturer on her knowledge of a specific topic,  

I got hauled into his office and he said, well, how'd you know about this? I was like, 

well, how would I not know? You know, all right. I perhaps spoke in a broader 

Northern way than I do now. And I certainly dressed a lot more alternative than I 

do now. So, it could have been a combination of that, but it was just the irritation 

of someone thinking because you look or sound a certain way, you have particular 

knowledge, that's kind of the basis of my irritation for all of this. (Olivia 3rd interview 

recording 10:24).  

This is an example of one of a number of life events which have directly affected her 

social identities and her reception and interpretation of media, in that her social 

identities gained situational salience (Turner and Oaks in Turner, 1987) due to her 

feeling of social categorisation and prototyping (Hogg in Burke, 2006a) from the male 

lecturer. 
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How teachers receive, process and impart the messaging of a resource is affected by 

their social identities dependent on the topic. Olivia’s reception of the resources 

derives from normative positioning that can be active or resistant (Livingstone, p. 11) 

dependent on the particular social identity lens through which she receives the media.  

Olivia then, takes a resistant reading of the Alexander the Great resource, resistant in 

terms of what she perceives as the general discourse/cultural normative preferred 

reading (Livingstone, p. 11). She stated that she would then deliberately reframe the 

message of the topic, rather than the resource, make use of secondary “preferred” 

resources, and teach a preferred reading from her own cultural normative stance, what 

she would describe as a “more relevant” message of misogyny and cultural privilege.  

This form of active resistant reception not only can be attributed to her feminist and 

class social identities but can be equally attributed to her positive professional social 

identity (Karaolis and Philippou in Hannula et al., 2019) which is activist (Sachs, 2010) 

in its positionality. Additionally, the convergent categorisation (Crisp and Hewstone in 

Capozza & Brown, 2000) of her social and professional identities are given salience 

(Oaks in Turner, 1987) through her normative positioning in receiving the resources 

as media. 

In terms of audience reception, I argue that teachers play a role as receiver and vehicle 

of the resource as media and are as responsible for the messaging within the 

resources as the creators of the resource, if they did not create the resource 

themselves. With the topic, theme or strand of the lesson being designated for the 

teacher within the curriculum, they act as vehicle for the initial messaging, the lesson 

subject and topic within that subject. They carry the inherent message of information 

and disseminate that to their cohorts.  
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Equally, they receive the information when planning, create dialogue and contextualise 

that information for their cohorts before teaching. They do this through differentiating, 

planning discussions and dialogue, and processing questions from their pupils.  

Olivia stated that, when resourcing, 

 

The teacher needs to check resources that they use from places for bias and for 

sense, and for narratives that they might not clock at first glance. You gotta be 

aware of your own biases and check, just because the resource is provided, it 

doesn't mean it's good quality (Olivia 3rd Interview 34:40).  

 

This places the teacher in the precarious position as both receiver of initial message 

and crafter of narrative in the process of teaching while taking into account their social 

identity biases, as well as those of the original developer of the resource, and the 

possible social identity biases of their pupils which may affect their (the pupils’) 

reception of the media.  

All three aspects are not always executed and can result in difficulties, as Nigel 

illustrated when he attempted to teach The History of Islam to a majority South Asian, 

Muslim cohort.  

 

When we started the topic about empire and things like that. One of the things I 

did with them (his pupils), was to get them to think about what is their identity? 

Can they put in a rank order list of what were the main influences on their identity? 

I thought they’d come up with things like Northern and Yorkshire or something like 

that. But Muslim came out as the big thing. And less about British identity, which I 

always found very interesting (Nigel second interview part 15:44).   
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The fact that his pupils’ social categorisation differed from what he expected is due to 

his own social identity and his beliefs of cultural and community cohesion being 

counter to those of his pupils. The expectation continued to be eroded with the pupils’ 

reaction to Nigel’s attempt to engage them through, what he perceived to be, culturally 

and identity relevant teaching.  

 

So, their identity always really interested me, but the Muslim thing was… their 

driving force. And so, we did try at one point to teach the history of Islam as a way 

of really engaging them with an interest in history, but it turned out to be a complete 

disaster. (Nigel second interview part 17:01). 

 

In attempting to engage the pupils in an aspect of their self/social identities, as an 

outsider with admitted low level knowledge on the subject, Nigel found himself in the 

circumstance of creating conflict within his classroom.  

 

The textbook we used had what I assumed were facts about Mohammed in it, 

which the pupils disagreed with and disputed to the point that even nice kids were 

scribbling out the information in the textbooks that they disagreed with.  

So, I eventually stopped teaching that because it was just too contentious, and I 

wasn't sure of what impact it would have and I might make a lot of people cross 

and I didn't have the factual knowledge myself to necessarily contradict what they 

were being taught at home or in the mosques. (Nigel second interview part 17:01).  

 

His pupils’ reception of the media resource conflicted with his expectation of their 

reaction due to his social identity categorisation of them, and equally conflicted with 

his self-identified social identity as a “Left Wing” teacher.  
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Earlier in the interview he stated.  

Having left wing views will have influenced the kind of history that I'm interested in 

and the topics I'll have taught, although I try to teach those topics in an objective 

way. 

I've always felt that I've kept obvious political comment out of a lot of my lessons. 

I look back at it and think, I wonder maybe if I'd have been better to present those 

comments. Present that and said, well, what do you think about that? But you 

know, you don't want to be accused of political indoctrination or anything. (Nigel 

second interview part 12:09). 

 

There is a common desire among these participants to create dialogue with their 

pupils, to be open and objective, and to broach subjects that may be seen as difficult. 

This is an aspect of their activist professional identities as teachers (Sachs, 2010) and 

of their social identities as liberal. The conflict arises, as can be seen from Nigel’s 

experience, with the pupils’ reception of the resource, and the message within it, taking 

the oppositional reading to the teacher’s general discourse/cultural norm (Livingstone, 

2007, p. 11).  

The internal dialogue he had created from receiving the media and the resource did 

not match the pupils’ actual reception of the resource and message, as his social 

identity and the one he had created of his pupils did not match those his pupils had 

created for themselves. In this circumstance it can be argued that Nigel’s social identity 

construction of his pupils was built upon prototyping he had developed over time which 

resulted in an unconscious depersonalisation, or stereotyping  (Hogg in Burke, 2006a).  
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The disconnect experienced by Nigel in this circumstance echoes a similar, well 

publicised, occurrence in March 2021 when a secondary school Religious Education 

teacher at Batley Grammar School in West Yorkshire displayed a cartoon image, that 

is said to portray the Prophet Mohammed, to a class of pupils, resulting in the teacher’s 

suspension from his teaching position, and demonstrations outside of the school 

(Adams, 2021).  

Equally, echoing, although with far less significant repercussions, the murder of a 

teacher in France in October 2020 under similar circumstances (France24, 2021). 

The clash of social identities, both self-identified and prescribed, coupled with 

divergent receptions of the resources, aids in explaining these events. 

 

Curriculum structure and usefulness in academy setting  

There was a consistent problem raised by the participants that the national curriculum 

is too prescriptive and overly separated by subject. At the core of this was a desire 

from all the practitioners to make their teaching functional. This is particularly true in 

terms of Mathematics. As Michael Gove set out the Conservative national curriculum 

for England Mathematics programmes of study to compete against East Asia, he 

pushed for maths teaching to be brought forward by two years, as he believed that 

British pupils lagged behind those of East Asia by two years (Gove, 2011, p. 1).  

The issue raised by the participants is that, while the new curriculum focusses on logic 

and reasoning, there is no direction towards the practical application of the 

mathematics being taught. Therefore, there is a feeling that the curriculum has been 

augmented solely for the purpose of competing against East Asia for international 

rankings, rather than for the practical needs of the pupils of the country.  
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This raised the further question of curriculum reform in general. With both the Primary 

teacher and Secondary teacher participants believing that curriculum change has 

taken place from a Governmental perspective that, “other countries do it better”. 

Additionally, a number of the participants who have worked and taught abroad 

believed that other nations have “more successful” education systems, and that the 

reasoning for this, they maintained, is that those systems have not been changed for 

extended periods and have had time to embed. 

I think, on one side, you’ve got what the parents want you to teach.  

And on the other side, you've got what the government want you to teach. And 

you're sort of caught between the devil and the deep blue sea a bit, you know. 

We're teaching a curriculum that is ever changing. 

 And if you look at some of the more successful curriculums around, education 

systems, they're the ones that don't change or change very little. 

For example, just off the top of my head, I'm thinking of the Russian and the 

Japanese systems, which haven't changed hardly at all but in the UK, because we 

put so much sort of emphasis on parental views and parental point. You know, 

parents say, well, teachers should be doing this, and the government says, well, 

they should be doing this, but we'll add that in as well. (2nd final group interview, 

Zac, 19:22) 

These views, while held by several of the participants, are in fact founded upon a lack 

of knowledge of the cultures which they are referencing. The Russian education 

system, particularly the “Elementary” phase has passed through substantial changes 

since the collapse of the USSR in the 1990s. With much focus on use of new 

technology, adapting to foreign competition and reduction of “old thinking” (Bolotov, 

2019).  
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While the Japanese education system has gone through significant curriculum 

changes, with equally significant backlash to those changes, over the last three 

decades. With reduction to time spent on their “core” subjects of Japanese, 

Mathematics, and Skills, and an increase in pupil focussed learning (Yamanaka & 

Suzuki, 2020).  

The concept of teaching what has always been taught, because it has always been 

taught, and cultural capital was raised in conversation about the curriculum and what 

is placed as topic in the curriculum. Quentin stated, 

It's like that Henry the VIII thing I was talking to you about, like the six wives of 

Henry the VIII, it's not that important, historically, definitely not relevant to the kids 

I teach, but I bet if you tried to take it off the curriculum, there'd be some sort of 

Daily Mail uproar about (it), and it is partly cultural capital as well isn't it? It is 

something that's culturally there. (2nd final group interview, Quentin, 26:04) 

 

The idea that a long standing, entrenched education system with a “tried and tested” 

curriculum is intrinsically more fruitful than an ever changing and augmented 

curriculum that suits political needs is common among all of the participants. Ironically, 

there is a consistent mood among all the participants that culturally entrenched topics 

such as Henry the VIII, Alexander the Great, and Shakespeare hold less and less 

relevance in the modern day.  

There is a clash between the need for educational stability, requiring a fairly 

unchanging curriculum, and a desire to maintain progress and move away from the 

topics that are viewed as “cultural capital” since the formation of the standard 

education system. 
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The concept of cultural capital, described by Ofsted as providing learners with “the 

knowledge and cultural capital they need to succeed in life” (Ofsted 2019), is an 

augmented version of the concept created by Pierre Bourdieu in his 1973 paper, 

“Cultural Reproduction and Social Reproduction”. Bourdieu describes cultural capital 

as the specific aspects of a society’s culture that are passed throughout the 

generations via education, cultural establishments, such as theatres and museums, 

and through societal structure, that essentially scaffolds the foundations of social class 

structure (Bourdieu in Brown, 1973, pp. 72 - 74). 

This concept has been utilised, while augmented, by the government, within the 

current 2019 Ofsted framework, to push the idea that all pupils should be taught the 

necessarily relevant “cultural capital” required to “succeed in life”. While Ofsted has 

stated that they would not specifically inspect for cultural capital, they would look for 

the use of cultural capital being taught in schools through the curriculum (Partnerships, 

2019). This could be achieved via the teaching of “British Values” and/or in citizenship 

and history lessons. While this has been lorded by Government representatives as, 

“education being made available ‘for the many, not the few’” (Mansell, 2019) there has 

been significant backlash against the concept’s use within education as there is no 

clear description of what British “cultural capital” consists of. It is viewed by many within 

the education sector as veiled elitism that ignores the cultures of the working classes 

of Britain, which includes many from immigrant populations (Mansell, 2019).  

In essence, the aspects of British or English culture that is viewed as cultural capital 

by the government may not necessarily tie with those viewed as relevant or having 

worth by those people in society being tasked to teach and learn it. Hence, a number 

of the participants’ antagonism towards the concept.  
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From a social identity theory perspective, the participants’ views towards what should 

or should not be taught, in terms of cultural capital, are very much tied to their social 

identities as well as those they have placed upon their pupils. Zac, Quentin, and Olivia 

have all stated that they socially identify as working class, or aspects of working-class 

identity (single parents, coming from a single parent background, raised in a rural 

environment). 

They have equally spoken very openly about their antipathy towards curriculum 

aspects that they view as somewhat elitist, “My knee-jerk reaction is irritation at the 

upper-class male privilege permeating the two pages” (Olivia resource feedback page 

1, section 2). While the social identities they have placed upon their cohorts affects 

their, the participants’, reception of topics and resources that they view are aspects of 

“cultural capital”, viewing them as irrelevant, inappropriate, and/or non-representative.  

Equally, their antipathy towards those aspects of the curriculum that they consider 

irrelevant can be linked to activist professional identities as teacher (Sachs, 2010). 

 

Creation, or augmentation of resources 

There is a consistent need among the participants to structure their resources and 

lessons to suit the abilities and interest of the pupils. They, the teachers, will regularly 

seek pre-created resources, but will amend, add to, or completely rework the 

resources to suit their needs and those perceived needs of the pupils. This blurs the 

lines between teachers as media receivers, and media constructors and adds greater 

nuance to their roles as message vehicles, by way of not only dialogue generation 

during teaching, but more specifically in terms of pre-emptive tools to generate 

dialogue between pupils.  
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The teachers understand that their pupils’ reception of the media and the message 

creates dialogue and actively work towards this purpose. Additionally, they consider 

the possible reception of the media and message when augmenting resources, 

although they often use their own social identities and how they identify their pupils’ 

socially as anchors for their considered receptions. Meaning that the teachers do not 

necessarily pre-empt oppositional reception of a media or message if that oppositional 

aspect conflicts with their own social identity needs. For example, Nigel was confused 

and conflicted when he attempted to use a textbook resource to teach the history of 

Islam as a topic to a majority Muslim class.  

The confusion and confliction arose with the pupils’ negative reception of the resource 

based on how they identified and required/desired no debate about the topic. This 

indicates a levelled order of social identity importance among the pupils, and the 

teacher. Equally, conflict arose between the two groups when the social identity orders 

did not mesh. The teacher’s need for dialogue, as an aspect of their activist 

professional identity, and the pupils’ need for conformity to their higher-level social 

identity (their group/cultural identity). 
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When questioned on the efficacy of placing more personal interest into the creation of 

resources or the planning of topics the participants felt that, on the whole, 

personalising the curriculum for the pupils and teachers aided in developing more 

attractive and engaging lessons than pre-written or curriculum derived lessons. 

However, they pointed out that there is an inherent danger in making lessons or topics 

too personal.  

 

So yeah, I would tinker with it. I would alter, if it struck me as blindingly one-sided, 

which some of them do. But yeah, you should also not kind of force your 

personality and your particular beliefs on a class. Cause you've signed the 

teacher's standards for a reason, and if you don't think you can uphold that, then 

you know, why teach? (Olivia 3rd Interview 33:01).  

 

This illustrates the hierarchy of social identities for this particular participant, who 

places the standards of being a teacher, and therefore their entrepreneurial 

professional identity, as wielding greater importance than their activist professional 

identity (Sachs, 2010) as well as their other social identities when in a professional 

situation, or planning for a professional situation.  

Conversely, the same participant’s visceral reaction to a particular resource 

demonstrates how their social identity clashes with the professional in terms of current 

identity politics and a politically developed curriculum. 
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Culturally appropriate topics  

There is argument put forth by some participants that the more general historic based 

topics for history be taught earlier, in years four and five, so that “more relevant” topics 

can be taught in year 6 in preparation for the pupils progressing to Key Stage 3.  

Ancient Greece is a year five topic isn't it? But you could use it for year six if you 

adapted it. It's not a problem, but you usually use it in year five, sometimes year 

four. So yeah, you could use it for year six, as long as you adapt to maybe make it 

more creative, like for key stage three. So, they're kind of accessing it like that. 

(Willow, 2nd interview, 00:04:34) 

 

This further reveals the discrepancy in expectations between Primary and Secondary 

teachers, in that year six pupils (aged 10 – 11) are expected to be learning about more 

culturally or societally relevant topics, with more “adult” themes, while the year seven 

and year eight pupils in Secondary are expected to continue with general History 

themes, with cultural/societal topics being taught in Citizenship and environmental 

themes taught later in Geography. 

Other participants have mentioned the idea of taking their cohorts’ personal lives and 

experiences into account when considering certain topics. Olivia raised the issue of 

topics based on war or conflict possibly affecting pupils that have direct experience of 

war and conflict. This is an example of pupil identity and teacher consideration of class 

context in terms of use of resources and curriculum themes. 
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Research question 1 conclusion 

The evidence presented in this thesis shows that the participants not only receive 

teaching resources through the lens of their social identities and interpret their 

receptions through specific normative stances which tie directly to their social 

identities, their receptions equally affect how they act as message vehicle in the 

process of teaching the specific learning to their pupils. 

 

Where the participants positively received a resource was generally in the act of self-

selection or creation/augmentation of that resource. Willow, Patricia, Grace, and Olivia 

all chose resources that either directly connected to their own social identities, or 

directly created or made use of personal items that could be utilised as resources for 

differing subjects. 

Those participants who felt compelled to use resources that were provided to them, 

Zac, Quentin, and Nigel, were either surprised by their pupils’ reception of those 

resources, or actively augmented the resources to suit their teaching needs. Quentin’s 

choice of a story planner resource was founded upon his initial reception of it, which 

was leaning closely towards a negative normative response based on his knowledge 

of his cohort, but his reception of it changed after his pupils’ reception of the resource 

was counter to his expectations, in that they achieved good results using it. Nigel felt 

compelled to use prescribed resources for his pupils, and though he was able to 

choose a resource that he thought best fit them based on his social identity 

construction of them, he was dismayed to find that he and they did not positively 

receive the resource.  
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Zac made use of several resources, some pre-prepared or prescribed, others obtained 

through resource banks, but crucially he adapted all his resources to suit his pupils’ 

needs and made use of technological resources alongside the generic paper 

resources. 

The social identities that had the most profound effect upon the participants in their 

choice and use of resources was parental and activist professional social identities, 

with cultural/national and political social identities following. Often the professional and 

parental social identities arose in the act of choosing or creating resources, while 

cultural/national and political social identities arose in the participants’ reception of 

resources provided to them. 

While the majority of the participants fell into these categories in terms of their choice, 

use and reception of resources, Patricia is the only exception, as the majority of her 

choices were based on how she expected her pupils would receive the resources, and 

her reception of provided resources was most often stemming from a professional 

normative receptive stance, through her positive professional social identity, and with 

a constant understanding of how her pupils might receive the resources. 

Additionally, Patricia’s acceptance of her own lack of cultural knowledge enabled her 

to make use of “more knowledgeable others” (Vygotsky, 1986) or experts as 

resources. 

K: [00:26:27] There are resources out there, and of course your EAL parents are a 

fantastic resource.  

Again, it is down to either you as a class teacher yourself or within a team to make 

sure that you extrapolate as many different sources of information as you can, to 

give your children the best experience, be it historical, geographical, go out and 

see places, talk to people who've been or have them in to talk to the children. 

(Patricia, third interview, 00:26:27) 
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It is in the utilisation of the community, the parents of the pupils, and the 

communication with the community, that Patricia differs in practice to Quentin and 

Nigel in as much as Quentin and Nigel desired dialogue creation based on resource 

use or topic discussion around subjects which they are not specialist and lack 

appropriate knowledge, resulting in oppositional normative reception from their pupils. 

Patricia, on the other hand, turned directly to the community for support in 

implementing her desired social identity messaging. By making use of the parents of 

the pupils as well as other local community individuals Patricia created dialogue, but 

from a perspective that is socially acceptable to both the parents and pupils.  

She placed herself as learner, driving the questions towards the guests as resource, 

and enabling their messaging to be re-focussed and re-directed as she required 

towards her pupils as the primary audience. In this way, she shielded herself from 

negative repercussions but enabled herself to continue to direct the learning. 
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Discussion 2 

Research question 2: In what ways do teachers’ social identity constructions of 

their pupils affect their expected outcomes of their teaching? 

 

The previous discussion chapter focussed on the concept of social identity and 

audience reception. This second discussion chapter builds off of the aspects 

discussed, that the participants received the resources as media through social 

identity positional lenses. It further discusses how the participants created social 

identity constructions of their pupils, which were based on their own personal social 

identities and experiences, and in doing so developed expectations of how their pupils 

would themselves receive teaching resources. 

 

Social identity construction 

When we started the topic about empire and things like that. One of the things I 

did with them (his pupils), was to get them to think about what is their identity? 

Can they put in a rank order list of what were the main influences on their identity? 

I thought they’d come up with things like Northern and Yorkshire or something like 

that. But Muslim came out as the big thing. And less about British identity, which I 

always found very interesting (Nigel first interview part 15:44).   

Nigel explained how he would question his cohorts on their identities and how they 

ranked their identities. He revealed that he was surprised to learn that their identities 

were focussed more generally on their faith and the local culture of their faith than any 

national or regional identity. Equally he explains that he was shocked to learn that his 

cohorts did not identify themselves as immigrant or of immigrant background.  



259 
 

His social identity construction of them included the ideas of immigrant, and 

British/Northern, while their own social identities negated these concepts. It can be 

argued that this is an example of Hogg’s prototyping (in Burke, 2006a), in which an 

individual’s constructs of others’ social identities are placed upon those others, 

resulting in stereotyping.  It is interesting then that Nigel continued to attempt to appeal 

to those negated social identity aspects through his choice of teaching resource, 

Migrants to Britain c1250 to present (Spafford & Lyndon, 2016). However, given that 

his previous attempts to engage his pupils with their preferred social identities resulted 

in failure, it can be seen that his fall-back position, given his desires to engage and 

create dialogue, was to engage through his social identity construction of them. 

 

The textbook we used had what I assumed were facts about Mohammed in it, 

which the pupils disagreed with and disputed to the point that even nice kids were 

scribbling out the information in the textbooks that they disagreed with. (Nigel 

second interview part 17:01). 

Nigel’s reliance on textbooks both for the History of Islam and the history of 

immigration in the UK was his attempt to connect with his pupils from a social identity 

perspective. This connectivity remains based upon his social identity construction of 

them as opposed to Patricia’s method of engaging more knowledgeable members of 

the community, or using resources created by the community. Conversely, Nigel relied 

on resources created by non-members of either the Muslim or the immigrant 

community. His statement, that his pupils crossed out what he had assumed were 

facts written within the textbook, is indicative of their disconnect with the resource, the 

writer of the resource, and the presenter of the resource rather than the topic of the 

resource.  
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It was his role as message vehicle, and in his use of media created by what the pupils 

may have perceived as an ‘other’ that resulted in their oppositional normative stance 

to the topic, despite their own self-described social identity towards that topic. 

Speaking on the use of cartoon imagery in one of the provided teaching resources 

Olivia stated: 

It was just out of nowhere… it's good to have a knowledge of what your students 

enjoy and what are the trends and interests of the class. But you've got to relate 

that as well to what you're teaching and don't just put it in because you want to 

seem relatable to them because kids, kids can spot that a mile off. (Olivia, second 

interview, (00:02:06) 

 

The major form of creativity within the Middle Ages resource is its use of imagery. 

However, the appropriateness of that imagery, whether intended for dialogue creation 

or to “connect” with the pupils, is questioned by all the participants. Olivia made the 

observation that an inappropriate attempt to relate to the cohort, by using cartoon 

imagery for example, may actually lead to the pupils disengaging. This is an example 

of a teacher recognising and understanding that an audience may not receive a media 

article the way the creator of that article intended, and equally shows that social identity 

construction of an audience can actively aid or hinder a media creator dependent on 

the salience (Oaks in Turner, 1987) of their construction. In this case, the creator of 

the Middle Ages resource made use of a cartoon image, SpongeBob, in a resource 

intended for teenagers, at the same time they added imagery of hell and other more 

adult themed scenarios (see below), revealing a cognitive dissonance in the teachers’ 

social identity construction of their pupils as an audience.  
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Figure 28. Screenshots of the middle ages resource used for audience reception analysis. (Christian, 2012) 

 

It should equally be understood that this resource would not have been used for just 

one class, as a KS1 or KS2 resource would, but for multiple classes on that subject, 

and would therefore be received by a far wider audience than the Primary aged 

resources. 

 

Dated language – ‘conquering’ rather than ‘invading and colonising.’  Some of the 

EAL students may very well have come from countries that were similarly invaded 

by neighbouring countries. They may have witnessed war crimes and be hugely 

traumatised. My Yemeni student struggled with loud noises as he and his family 

had been subject to the Saudi bombing campaign. (Olivia feedback on provided 

resources, see appendix 3) 

Olivia’s reception to the second resource was very much from an oppositional 

normative stance. She was excited to elicit dialogue and augment the resource so that 

she could reframe the messaging to suit her feminist social identity perspective and 

desired the inclusion of the girls in the class to have something to connect to.  
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She social identity constructed a viewpoint of potential negative reception from pupils 

that may have traumatic backgrounds and stated that she would augment the 

vocabulary within the resource to reframe the narrative context with the intention of 

addressing the pupils’ potential trauma. 

Similarly, Willow made use of her chosen resource based upon her personal social 

identity and a social identity she had constructed around her pupils.  

 

It was mixed because I wanted something that was accessible. That it's in Arabic. 

So, it wasn't necessarily because it was Australian it just so happened that this 

woman was from Australia, from a Western culture. (Willow, first interview, 

00:02:06) 

Willow’s social identity construct of her pupils affected her expectations of her pupils’ 

reception of the resource. The fact that the resource is dual culture/language is, from 

the participant’s perspective and expectation, more accessible in terms of social 

identifiers and connectivity. This ties with Olivia’s expectations of pupil reception of 

language such as ‘conquer’ and ‘invade’ and how that language may affect pupils from 

conflict backgrounds.  

Their social identity labels imply expected reception to media, but as Nigel found, that 

expectation may not correspond to outcome. 

 

I was attracted to it because literally it shows two cultures and how they're different 

and the same. And because I felt like that's like me, different the same and a lot of, 

and it reflects a lot of pupils in my class (Willow, second interview, 00:23:55) 

Willow deliberately resourced from a vantage of social identity construction through 

the reflection of her own social identity upon her pupils.  
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While the lesson learning objective may have been to use inference and write 

description, the choice of resource contained underlying messaging from the teacher’s 

desire and perspective, that is specifically intended to reflect social identity and create 

dialogue from an identity perspective. 

In terms of audience reception, this shows that a teacher’s choice of resourcing can 

contain the primary message of learning objective, and equally contain secondary and 

possibly multiple messaging specific to the teacher’s agenda based upon their own 

social identities. This is further exemplified by Olivia’s desire to make use of Carol Ann 

Duffy’s poetry as a resource to teach a more feminist stance on history. 

 

I remember saying something about Saudi Arabia, I said, oh, you know, women 

can’t even drive in Saudi Arabia, and they were up in arms and like, yeah they can. 

It’s been like two years now. (Quentin, first interview, 00:12:53) 

Quentin’s anecdote ties closely with Nigel’s in that the lack of subject knowledge, and 

the participant’s social identity categorisation of their pupils, coupled with expected 

reception of the message, did not correspond to the actual reception from the pupils 

and their own subject knowledge.  

This reveals that the teachers, as a societal audience, received and interpreted media 

messages about “the other” that they then reported back to their pupils, acting as the 

message vehicle, while viewing their pupils as a secondary audience, resulting in a 

form of cognitive dissonance due to their pupils’ actual reception and perception of the 

message. It is a further example of the participants prototyping and depersonalising 

the social identities of ‘the other’ (Hogg in Burke, 2006a). The teachers’ desires to 

create debate and discussion resulted in both individuals choosing not to speak on 

such topics afterwards. 
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Social identity construction not only applies to the expected reception of ideas within 

resources, or the reception of the embedded message (Hall et al., 1980), it equally 

affects the teacher’s expectations of pupil performance. The concept of pupil ability is 

one of the driving aspects of differentiation within teaching, as it is expected that 

teachers cater and differentiate their teaching to suit the educational abilities of their 

pupils (Education, 2013b) especially accounting for special educational needs (D. f. 

Education, 2015). How teachers differentiate their teaching is often evidenced through 

their choice and use of teaching resources, and this requires a degree of expectation 

built upon knowledge of the pupils as individuals (NASBTT, 2022). One of the many 

methods of differentiation within schools is to split the cohort into ability groups based 

either on current knowledge or on pre-existing groups from previous years, meaning 

that pupils may remain in ability settings throughout different year groups due to 

teacher expectations based on other teacher’s experiences. This is an act of social 

identity construction through situational salience (Turner, 1987) and convergent 

categorisation (Capozza & Brown, 2000) as the teachers are acting upon expectations 

derived from others and could result in those expectations of pupils being subverted. 

Quentin revealed how his expectations of his pupils, based on his social identity 

construction of them, caused him to underestimate their abilities when making use of 

his chosen teaching resource. 

 

I thought they're either not going to be able to create a coherent story or they're 

going to get all the logical steps in but not be able to write it up as a story. So, it’d 

just be a list of things. “I saw Bob, I told Mary she had blood on her shoes.” But 

actually they did really well with it, I think because it was broken down into such 

small steps they were able to just plan it out really logically. (Quentin, first interview, 

00:16:32). 
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In this circumstance Quentin’s expected outcome from his pupils did not match the 

actual outcome. His social identity construction of his pupils as being immature or 

unready to achieve the learning outcomes of the planned lesson, based upon his prior 

knowledge of them, was in conflict with the actual reception, perception, dialogue 

creation and reciprocation of the learning objective and outcomes. 

The participants’ understanding of their pupils’ perspectives and abilities are based on 

their experiences with their pupils over time. Patricia explained how her expectations 

of her pupils were based on conversations she had between them and herself that 

would enable her to pitch and tailor her teaching to avoid conflict. 

 

As I know you are aware, some families can be really, really racist. But the children 

didn't carry their parents' hang-ups with them. They were much more open and 

certainly, years five and six will tell you quite happy to talk about this here with my 

friends, but not talking about it at home.  (Patricia, first interview, 00:34:42) 

People develop differing social identities based upon the environments in which they 

are inhabiting which become situationally saliant over time (Tajfel, 1982; Turner, 

1987). Patricia described how her pupils would differ from their parents’ attitudes while 

they were in the school setting but would acknowledge that they could not discuss 

specific subjects, such as race, with their parents.  

In terms of audience reception, this means that the pupils receive the messaging from 

their teachers, perceive that messaging as differing from the messaging they receive 

from their parents, create an internal dialogue that acknowledges these differences, 

and then verbally create dialogue with their teachers to explain their predicament.  

 

 



266 
 

They are receiving the teachers’ messaging, via resourcing, through two normative 

stances, oppositional and active, based upon duel social identities as children of 

parents who do not accept the messaging, and as pupils of teachers who relay the 

messaging as positive. This results in, and explains the development of, multiple social 

identities in young people as they age (Kiang et al., 2008; Knifsend & Juvonen, 2013; 

Younis & Hassan, 2019), based upon social factors that may conflict, such as school 

learning, parental bias, social friendship groups, social/cultural attraction, and 

development of sexuality. All of which affects their own reception of media and 

messaging. Additionally, it reveals the active receptive nature of pupils in their learning 

as opposed to the passive ‘blank slate’ reception that was popularised by Locke’s 

concepts of education (Locke, 1690). 

Equally, the experiences of the participants affected how they perceived the needs of 

their pupils and how they treated them. As was seen with Olivia’s use of feminist poetry 

and her statements on her pupils’ possible experiences with war, she created social 

identity constructions of them based on her own experiences and on possible 

experiences that they may have had. Willow showed a similar path of thinking when 

speaking on her teaching about racism in school. 

 

I have taught about that (racism) and I think that's important because I've suffered 

from that. So, I think it's really important, and especially because we have so many 

in the school who are from everywhere. We’ve got some people who are from 

Ghana, someone's who's from Zimbabwe, Dominican Republic, Germany, you 

know, France, everywhere. (Willow, first interview, 00:16:18) 

Willow’s reciprocation of possible effects of racism upon her international pupils is an 

aspect of social identity construction, reflecting her own social identity and experiences 

upon her pupils.  
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The reality of the pupils’ lived experience is not a factor in terms of how the participants 

social identity construct, rather it is the participants’ experiences and expectations that 

direct their construction. 

This can have negative consequences as well as positive. Nigel exemplifies this with 

his choices of teaching resources based entirely on what he perceived as the social 

identities of his pupils. One, which the pupils did identify as, but which he was not a 

representative of, which resulted in general negative reception from his pupils, and 

another based on social identities he had constructed of his pupils, which they had 

negated when answering his questions on social identity.  

 

Figure 29. Front cover of the specific book used by Nigel. (Spafford & Lyndon, 2016) 

Nigel described how his choice of resource was predicated upon a “new GCSE 

course” which had been stipulated by the government.  

 

 



268 
 

The History curriculum was overhauled in 2016 by the DFE, in conjunction with 

Pearson UK Educators, and was re-structured to allow for a far wider scope of GCSE 

History topics. 40% of the curriculum had to be focussed on British history, with the 

entirety of the programme consisting of long term thematic studies, medium term 

period studies, and short term depth studies (McFahn, 2015). 

Nigel chose his resource based on a thematic study, migration to Britain, based upon 

its 40% focus on British history as well as its connectivity to his cohort. He described 

how it appealed to him as a topic and resource due to his social identity constructed 

perception of his cohorts and how he expected it to resonate with them, this is despite 

his discovery that his pupils do not socially identify as immigrants after questioning 

them about how they identified. 

 

I always found very interesting their perception of them being of migrant heritage 

wasn't talked about in the families as far as I could tell. And it was something that 

always really interested me, so, although they would have relatives in Pakistan. It 

was seen very much as kind of something other to their own experience. (Nigel, 

first interview, 00:15:44) 

Equally he explained that the timing was prescient as it coincided with “the Brexit 

debate and UKIP, with its undertones of ant-immigration.” This appealed to his self-

described idealistic left wing social identity as well as his activist professional identity 

(Sachs, 2010), in terms of its prospects for creating debate, as much as his social 

identity construct of his cohort. 

Additionally, Nigel states that he chose the resource based on its deviation from the 

norms of “the political history of successful white European men”.  
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This is interesting given that the resource was created by white European men, to suit 

changes made by white European men, to a curriculum developed by white European 

men. Which still focusses much of its themes upon the West and conflicts that affected 

the West (Educators, 2016). 

Nigel described how the book, as a resource, was not necessarily appropriate in its 

structure, layout, and wording, for the age groups which it was intended. He explained 

that it needed to be augmented by teachers to suit their cohorts and re-focussed to 

grab the attention of the pupils. This indicates that the resource was not actually 

created with a secondary GCSE audience in mind and that the authors’ desired, target 

audience, were adults working within or around the education system.  

This then begs the question of reliability and appropriateness of such resources if the 

desire is to create debate and link to the social identities of the pupils. However, the 

prescriptive nature of the curriculum, particularly in terms of what is considered a 

standard resource (Gove, 2014b) could be said to directly hamper teachers in their 

choice and use of resources, particularly if, as Nigel has, the teacher follows a greater 

entrepreneurial professional identity than an activist professional identity (Sachs, 

2010) when resourcing. 

It can be argued that Nigel evidenced his entrepreneurial professional identity when 

resourcing to teach the history of Islam, with the consequence that his cohort did not 

receive his teaching, and that resource, as he expected. 

The contrast between Nigel and Patricia is highlighted in her reaction to teaching 

religion to a Chinese pupil in her class. The situation was hampered by their locality in 

Egypt and the cultural clash that was generated by the pupil being different to the 

majority of the other pupils. Additionally, the outbreak of COVID-19 caused further 

alienation of the Chinese pupil when in school. 
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A child who was in that class, he was Chinese and a Buddhist, I found that difficult, 

not for me teaching Buddhism, but to what extent was difficult. And also the limited 

language. I certainly can't speak Chinese. And certainly, especially with religion, 

you have to tread quite lightly. It's (Buddhism) not even acknowledged in Egypt as 

a religion, there are no resources.  

There are no temples. Nothing that you can hook into or onto to support you in the 

classroom, when the other children go off for their Christian religion lessons or 

Islamic lessons, you are left with a child who you really don't know what to do, 

where to go, who to approach or what to use, and I found that very tough. (Patricia, 

first interview pt2, 00:10:43) 

The participant’s desire to fully interact with the pupil and effect meaningful education 

was hampered by the social constructed environment in which she operated. The 

social identity constructions of that environment and the other, more socially powerful, 

actors of the environment directly affected the effectiveness of her teaching towards 

that pupil. Equally, the occurrence of the COVID-19 pandemic resulted in the pupil 

being socially identified by their cohorts, via their society and families, as a feature of 

the cause of the pandemic. This not only affected the child specifically, but equally 

affected Patricia’s desire to maintain equanimity and equality among her cohorts.  

This is an example of how public reception and perception of media can directly impact 

and influence the dialogue and messaging utilised by teachers and cause them to re-

evaluate the social identity constructions of their cohorts as well as their own social 

identity normative stances. 
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I did (Chinese) new year, obviously their celebration. 

So, I got the child to try to tell me, I used a tape recorder, to tell me what Chinese 

New Year was all about. And then I got him to make a new year card, which he 

made for his family, and he made one for me.  

He was quite pleased with that because obviously it was something we both knew 

about. 

But if it was Christianity, I know I could go and read the Bible and I'd make some 

connection there, but not knowing the intricacies of Buddhism, I just tried to stick 

to the religious celebrations with his mum helping me… about what I should teach. 

And in fact, I made her say it in English. And then secondly in Chinese when he 

didn't understand the English. (Patricia, first interview pt2, 00:13:15) 

 

Lack of subject knowledge and resources hampered Patricia’s teaching of the pupil. 

In her attempt to continue education, despite these obstacles, she utilised other 

sources of educational messaging, the parents and the child themselves. This method 

lies in opposition to those attempted by Quentin and Nigel who relied upon resourcing 

and their own intuitiveness, which, despite their intentions, resulted in negative 

receptions.  

In terms of audience reception and social identity, Patricia’s method and 

understanding of her own limitations resulted in more positive teaching experiences 

despite her views of failure. Equally, her understanding of her own lack of knowledge 

didn’t result in her using resources based on a social identity construction of the child, 

rather she turned to points of reference that understood the true social identity of the 

child, namely the child themselves and their parent. 
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Patricia spoke on the availability of resources from national curriculum resource banks 

and explained how these did not suit her pupils’ needs due to the pitch of the 

resources. 

 

If the curriculum says, for example, Buddhism is taught in year 6, those resources 

are way over that child's head and trying to adapt it is difficult when you're not fully 

au fait with the religion yourself. (Patricia, first interview pt2, 00:15:19) 

The lack of subject specific resources available to the participant was due mainly to 

the structure of the curriculum being focussed on subjects being taught by age, rather 

than all subjects available to all ages with varying resources tailored to suit the age 

groups. The curriculum’s structured nature, based on perceived appropriateness, 

does not aid teachers when faced with pupils or cohorts that do not fit neatly into the 

curriculum’s definitions. This is an aspect of governmental cultural social identity 

construction that directly effects curriculum structure, and thusly, resources as media. 

 

Research question 2 conclusion 

That the participants develop social identity constructions of their pupils can be seen 

from the evidence. These social identity constructions are based upon the teachers’ 

own life experiences, their own social identities, and their positional perspectives in 

terms of social placement and location. As with Nigel, who constructed a social identity 

for his pupils based on his knowledge of them, their cultural/social backgrounds, his 

own cultural social background, his own social identity, and his geographic locality. 

His social identity construction of them was that they were primarily pupils of immigrant 

heritage, who happened to be Muslim, and that they were culturally connected to the 

local community in the same way that he was.  



273 
 

He found, after attempting to appeal to these social identities, that his constructions 

were either incorrect or misfocussed. Where the pupils did socially identify as Muslim, 

they negatively received Nigel’s attempts at teaching them aspects of their own 

culture. The pupils did not socially identify as immigrants and so did not connect with 

Nigel’s chosen resource on that subject. He found their disengagement with the 

themes of Northerness and British values perplexing but did not account for their 

positional perspective being different to his by virtue of their age, their religion, and 

their cultural norms.  

Willow, Olivia, and Grace developed social identity constructions of some of their 

pupils based on preconceived perceptions and their own social identities. Whilst 

Quentin and Zac developed social identity constructions of their pupils based upon 

their knowledge of their pupils’ learning abilities, however, Zac differed from Quentin 

in that his resulted in the use of resources to help augment and include SEND and 

SEMH learners while Quentin underestimated his pupils and found that they exceeded 

his expectations. 

Conversely Patricia recognised her inexperience with the social/cultural background 

of her pupils and found that her method of approaching the pupils and their families 

for support as resources themselves, aided in developing worthwhile educational 

experiences. It should be recognised that Patricia’s techniques are born of a great deal 

of experience, and that it is possible that she herself fell victim to negative social 

identity construction in the past, which caused her to utilise other types of resources 

in other ways. She displayed this awareness in her statements on disguising 

differentiation of resources to avoid pupils feeling labelled. 
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For the children who are your middle and top range. I would have put extra 

questions there for them so that when they look, when all the children are looking 

around, as far as they know they've got exactly the same task to do, there's no, in 

their eyes, there's no different differentiation between the groups. (Patricia, 2nd 

interview, (00:04:28) 

 

This is an understanding of her pupils’ reception that is not based on pre-conceived 

expectation, such as that displayed by Olivia, but rather on prior experience of 

negative reception from previous pupils. 

Teachers have expected outcomes of their teaching, this is evidenced in their use of 

lesson plans and learning objectives. These expectations can be subverted due to 

multiple factors, some that are beyond the teacher’s control such as fire drills or other 

random events, but others may be of their own making. Social identity construction is 

not an inherently bad thing, it is an act that we as humans all undertake as it is an 

aspect of empathic relationship.  

We do not know how someone else truly feels, without asking them, and so we 

invariably must turn to our own experiences to give weight to our expectations. In terms 

of media creation, this lies in our expectations of how others will actively receive the 

embedded messaging, and for education, the media exists as the teaching resources, 

and the embedded messaging is the learning objective, built upon a topic or theme. 

Teachers develop expectations of how these resources will be received by their pupils 

based on prior knowledge of their pupils, but also, as has been seen, through the 

construction of social identities based upon the teachers’ own experiences. It is in this 

circumstance that expected outcomes can be subverted and result in either negative 

or positive teaching experiences. 
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Discussion 3 

Research question 3: In what ways can an understanding of one’s social 

identities, and one’s social identity constructions of others, help to develop 

communication strategies that can avoid receptive conflict? 

 

The previous discussion chapters focussed on the topics of social identity theory in 

connection with audience reception, and on the impact of social identity construction 

on teachers’ expectations of their pupils’ reception of teaching. This chapter’s focus 

lies on how an understanding of one’s social identities and one’s social identity 

constructions of others can aid in the development of strategies that will enable social 

communicators the knowledge to avoid receptive conflict.  

It is my assertion that an understanding of social identity construction, in conjunction 

with an understanding of audience reception, can be applicable to any form of social 

communication that requires the use of messaging carried through message vehicles 

to an actively receptive audience. 

In this circumstance, the social communicators are teachers, their methods of 

communication vary through their use of teaching resources which act as the message 

vehicles, and the act of reception lies with the communicator’s audience, the pupils. 

Of course, as has been evidenced previously, teachers themselves act as message 

vehicles, carrying the educational messaging of the national curriculum through their 

teaching. Additionally, they act as primary audience to the initial messaging, and then 

transform into social communicators in the act of carrying that messaging to their 

pupils. 
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How teachers receive the initial messaging is dependent on their own social identities 

as well as their social identity constructions of their pupils. How their pupils receive the 

messaging is equally dependent on their own social identities, and on their perceptions 

of their teacher, acting as message vehicle and social communicator.  

Figure 30, below, depicts the flow and directionality of media messaging and audience 

reception in relation to teaching. The first arrow shows the messaging directed, 

through the national curriculum, towards the teachers. From there the teachers receive 

the message, and then act as message vehicle, however, they equally present the 

messaging in a manner (the bottom curved arrow) that they believe would be best 

received by their pupils as the audience, this creates expectations of reception. 

Equally, the pupils, as the audience, wield their own social identities (depicted by the 

right-hand arrows) which directly affects their reception of the media and messaging. 

Additionally, they have themselves constructed a perception of their teacher. All of 

these facets interact and directly affect their reception of the media and the messaging. 

 

Figure 30. Social identity construction in terms of pupil constructed perception. 
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Communication strategies within teaching 

How a teacher’s social identity positioning affects their reception of standard curricula 

messaging, and equally affects their perception of their pupils can be seen below. 

It's like that Henry the VIII thing I was talking to you about, like the six wives of 

Henry the eighth, it's not that important, historically, definitely not relevant to the 

kids I teach, but I bet if you tried to take it off the curriculum,  there'd be some sort 

of, you know, Daily Mail uproar about, and it is party cultural capital as well isn't it? 

It is something that's culturally there. (Quentin, focus group transcript, 00:26:04)  

 

Quentin is dismissive of aspects of British history that he feels are not relevant to his 

pupils and therefore should not be taught. This is an aspect of social identity 

construction in that he is ascribing his own views of the subject matter onto his pupils 

through an expected lens of identity that he has created of them. Additionally, it can 

be argued that Quentin's assertions that the topic is not relevant historically reveals a 

lack of depth of knowledge being taught on the specific subject both from teachers 

themselves and from the teaching of that subject historically. 

When teachers are asked by their pupils, "why are we learning this?" or "why does 

this matter?" if the teacher does not have an adequate justification for the pupils, they 

equally have no justification for teaching it themselves, other than simply because they 

have to. This creates a lack of trust in education itself both from the teachers and the 

pupils (Albrecht & Karabenick, 2017; Kember et al., 2008). Relevance to culture and 

to pupils should be made clear beyond simple continuation of cultural norms(Schmidt 

et al., 2019). 
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Where a teacher recognises their lack of knowledge on a subject, then it is up to that 

teacher to either resource materials that bridge that knowledge gap, such as Nigel’s 

use of text book resources, or they could turn to “more knowledgeable others”  

(Vygotsky, 1986). 

If it was about another child's culture, I'd tell them to correct me if anything's wrong. 

I'd probably get the family involved as well to be honest and say, look, you know, 

it's all new to us. This is what I want to do. If there's anything you can give me that’s 

kind of the right way of going about it, let me know. (Grace, focus group transcript, 

00:12:55) 

 

Grace echoed Patricia on the idea of making use of family as "more knowledgeable 

others" resources when teaching about cultural or religious practices.  

Additionally, both Grace and Willow, being primarily Primary teachers, have expressed 

their appreciation for using multiple resource types and approaching others for support, 

while Nigel, a secondary teacher, has shown a reliance on pre-published resource 

materials and experienced resistant reception from his pupils towards those resources. 

This points to a difference in pedagogical approach between the primary and 

secondary teachers in this study in terms of resource choice and use. 

The approach to, and difference between Primary and Secondary teaching methods 

appears to be entrenched in the use of and general reliance upon printed resources in 

secondary education. With that having been said, it is clear from the evidence in this 

thesis that both primary and secondary teachers desire dialogue creation and make 

use of resources that connect to their constructions of their pupil’s social identities.  

The results of such dialogue creation can have positive and negative results as both 

Nigel and Quentin discovered. Quentin experienced a different form of negative 

response to his teaching after delivering a lesson based on government policy.  
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But then you have to be quite careful… because then you're also getting into 

politics, aren't you? I remember a few years ago I did a lesson. There was an 

election going on and I gave the kids a policy from one party, and they’re real 

policies, like Labour policy and a Conservative policy, and the Labour one was like, 

something very woke and the conservative one was to re-introduce fox hunting, 

which they were planning to do. So, I put that forward and said, oh which one would 

you vote for? And of course, they all voted Labour. Then a dad was ringing me up 

really angry going well, that's not a fair representation of what the Tories stand for, 

and what if they change that policy? Are you going to come back to my kid in 10 

years? And I was like, oh that’s a pretty fair point actually, I should probably stay 

out of politics. (Quentin, first interview, 00:19:43) 

 

Quentin did not anticipate his pupils’ reception and perception of the media and 

message to be carried through, via dialogue, at home (Hall et al., 1980). Resulting in 

a conflicting normative reception position from a parent (Livingstone, 2007). This again 

resulted in a participant choosing to curtail their actions as message vehicle in these 

topics. 

Two questions arise from the examples of both Nigel and Quentin:  

• Should teachers abstain from raising political or social topics with their pupils in 

order to avoid conflict? 

• If the learning objective and the teacher’s desire is to initiate dialogue on these 

topics, then what approach or strategy can they take in order to do so while 

avoiding possible conflict? 
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Kitson and McCully’s study on teaching controversial subjects on secondary schools 

(2005) agreed that teachers should account for the social background, pre-existing 

knowledge, and cultural loyalty of their pupils when approaching controversial or 

difficult subject matter. They conducted their research in Northern Irish schools on the 

subject of history teachers teaching about Northern Ireland’s recent past, and the 

difficulties that may rise from pupils who come from conflicting social/cultural 

backgrounds. They found that teachers could be split into three camps, avoiders, 

containers, and risk takers (Kitson & McCully, 2005). Avoiders, as the name suggests, 

would avoid teaching Irish history beyond 1922 in an effort to circumvent any possible 

conflict that could arise within the classroom.  

The containers would stick strictly to prescribed resources, remain dispassionate about 

the topic, and have their pupils approach the topic from a purely historical perspective. 

The risk takers would make use of multiple resource types, have their pupils act out 

scenarios through roleplay and actively seek out dialogue (Kitson & McCully, 2005).  

They found that the most risk averse teachers worked in areas that had direct 

connection to Northern Ireland’s previous troubles, or from non-mixed schools in which 

the intake were majority one religion, such as Catholic schools. Teachers from mixed 

schools, or who taught in more rural environments were more likely to take the risk of 

varying teaching approaches (2005). 

Kitson and McCully concluded their argument by inviting their reader to consider how 

teachers in England may approach such a “risky” topic as race. They gave the example 

of Enoch Powell's Rivers of Blood speech made in Birmingham in 1968 and stated that 

avoidance teachers would see the speech as too inflammatory and seek to avoid any 

negative outcome by not using it in teaching.  
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The containers would make use of it as an example of rhetoric from the past and 

attempt to ensure that it is seen as archival evidence. While the risk takers would use 

it to compare and contrast against current political statements and seek to generate 

debate among their cohort (Kitson & McCully, 2005). 

While the three types of teacher may well exist within England as they do in Northern 

Ireland, the comparative examples are not as easily relatable as they may appear given 

the context of the cultures in which the teaching is taking place. Kitson and McCully’s 

research participants were all Northern Irish, both the pupils and the teachers. They all 

had their own personal connections, experiences, and social identities founded upon 

their being Northern Irish.  

The teachers themselves had historical connection to the past of that country, and so 

any conflict that may have arisen would not be from the pupils’ perspective that their 

teachers are outsiders. Additionally, any resources used, as stated in the article, were 

created by Northern Irish for use in Northern Ireland, and so the resources themselves 

had social/cultural connectivity with the pupils and the teachers. 

That is not to say that any resources created from outside of Northern Ireland would 

have been less relevant, but more generally that how the teachers and pupils receive 

the resources might not have been as negative as they may have been had the 

resources been obviously constructed by outsiders. 

If we take Nigel’s experience as an example of how Kitson and McCully’s research 

may fit into England, it could be argued that Nigel can be placed within either the 

containment or risk-taking categories in terms of teaching style. I argue that he is more 

closely aligned to containment as he made use of specifically created resources for 

the subjects he chose, linking to Sachs’ entrepreneurial professional identity (Sachs, 

2010).  
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However his willingness to address the topics and desire to generate debate is 

evidence of his activist professional identity (Sachs, 2010) and links with Kitson and 

McCully’s risk-taking categorisation. 

The difference between Nigel and the participants of Kitson and McCully’s research is 

that Nigel is not a member of the same community with whom he was trying to connect. 

He did not share the same cultural or historical knowledge and understanding as the 

Northern Irish teachers did with their pupils, additionally neither of his choices of 

resourcing were generated by members of the community with whom he was trying to 

connect. The result was either disengagement from his pupils in relation to his use of 

the migration resource, or conflict with his use of the History of Islam resource. 

With these issues in mind, how then could he have approached both topics whilst 

engaging his pupils and avoiding conflict?  

 

Strategy 1. Use of “the more knowledgeable other” as resource 

I did (Chinese) new year, obviously their celebration. 

So, I got the child to try to tell me, I used a tape recorder, to tell me what Chinese 

New Year was all about. And then I got him to make a new year card, which he 

made for his family, and he made one for me.  

He was quite pleased with that because obviously it was something we both knew 

about. 

But if it was Christianity, I know I could go and read the Bible and I'd make some 

connection there, but not knowing the intricacies of Buddhism, I just tried to stick 

to the religious celebrations with his mum helping me… about what I should teach. 

And in fact, I made her say it in English. And then secondly in Chinese when he 

didn't understand the English. (Patricia, first interview pt2, 00:13:15) 

 



283 
 

Patricia and Grace approached the issues of teaching culture and/or history from the 

perspective of not having the answers. They recognised that they are not experts in 

that field and were willing to accept if they were wrong and needed correction.  

Their method of circumventing these difficulties lies in their utilisation of “the more 

knowledgeable other” (Vygotsky, 1986), an individual who does have connection to 

the subject and who can be viewed by the pupils as trustworthy in their knowledge. 

Grace stated that she would involve the family of the pupils in order to gain the 

relevant knowledge and drive the learning. Equally, Patricia stated that she made use 

of a parent and the child themselves to drive the learning. She also stated that in 

other circumstances, were she in the UK for example, that she would reach out to the 

local community and arrange visits to culturally relevant sites. 

These are examples of how environment/encounter resource types can be utilised to 

affect greater connectivity to the learning topic. In Nigel’s situation, he perhaps could 

have asked his pupils to relate their knowledge of the history of Islam to him as an 

opening lesson. Following Patricia’s example, he could have recorded the discussion, 

and asked questions to drive the learning, so that it could be referred to later. 

From there he could have enquired about including a second teacher who had 

connection to his pupils’ community, if one were available, and/or invited a member 

of the local community to come into the classroom to answer any questions that he 

might have had, as well as those of his pupils, and to address any misconceptions. 

Finally, to develop the pupils’ ability to critically analyse materials, he could then have 

introduced the textbook, but rather than approaching it at face value, he could have 

had the pupils critically evaluate the information and write their findings, thereby 

allowing them to receive the media from a negative normative position (Livingstone, 

2007), but focussing their reception towards a constructive direction.  
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He could have concluded with a class discussion on why the textbook and their 

knowledge differ so much, and have them reason out the differences, thereby 

addressing the cultural positionality of the authors and the pupils themselves.   

Of course, this is easy to say with the benefit of retrospect and outside positionality, 

however, making use of the experiences of the participants in this research, their 

strategies and methods, can help other social communicators, such as teachers, 

tailor their acts of communication to avoid conflict. 

But what of Quentin’s experience of teaching politics and the negative reception of 

his pupil’s parent? In this circumstance a more culturally appropriate knowledgeable 

other does not necessarily exist in the way that it would for Nigel’s experience. 

 

Myers (2009) conducted a study around Brazilian teachers of citizenship and politics 

who had real life experience within the Brazilian political landscape. Some were ex-

political actors who had transitioned into teaching, while others were members of 

political parties or movements even while they were teaching. Myers sought to 

ascertain the strategies that these teachers used to avoid accusations of 

indoctrination and equally to avoid conflict with their pupils. He found that there were 

two types of pedagogical approach that he termed, “an enlightenment approach” and 

“ an inclusivity approach” (Myers, 2009, p. 36). 

The enlightenment approach entailed informed critical discussions around political 

issues without focussing on any one specific opinion. They approached the subjects 

with a relativistic attitude, actively engaging the controversial politics and recognising 

the multi-positional factors (Myers, 2009).  
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The teachers that undertook this approach were most often ex-political actors who 

made use of their experience of critical analysis and debate to teach their pupils to 

develop informed opinions through analysis of historical evidence (Myers, 2009). 

The inclusivity approach was more generally used by those teachers who were still 

active within political movements. These were often younger teachers who were 

members of political groups such as unions or the worker’s party. The approach 

entailed the inclusion of social political activists and marginalised groups into the 

curriculum to enable the students to experience differing concepts that were absent 

from their books, additionally the idea of social action was added as a learning 

objective alongside the understanding of the issues themselves (Myers, 2009).   

Myers found that the politically active teachers had to negotiate their stances to avoid 

accusations of indoctrination and augmented their pedagogical approaches to 

maintain certain degrees of bipartisan understanding (Myers, 2009). 

We can compare Quentin’s experience with those of Myers’ participants, and include 

the desires of Olivia and Nigel, who both spoke on desires to either speak on political 

issues within class or to augment their curriculum to include their own socio-political 

beliefs. 

Quentin introduced the concept of political differences and policies to his pupils by 

comparing the policies of both the Labour Party and the Conservative party. While he 

did not disclose whether he is an active member of either party to the pupils, his 

decision to teach the lesson was clearly due to his active political awareness. His 

problem was that he was tacitly accused by one of his pupils’ parents of 

indoctrination, which led him to forgo teaching about politics thereafter.  
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Nigel spoke of his regret at not having taught his political perspective: 

As a history teacher… you've got to make sure you’re objective in terms of the way 

that you present things. 

But it's always interesting in terms of how you perceive what's important in history. 

There’s no doubt that having left wing views will have influenced the kind of history 

that I'm interested in and the topics I'll have taught, although I try to teach those 

topics in an objective way. 

I've always felt that I've kept obvious political comment out of a lot of my lessons. 

I look back at it and think, I wonder maybe I'd have been better to present those 

comments.  (Nigel, first interview, 00:11:16) 

His experiences of teaching politically sensitive topics such as the history of migration 

reflects his desire to teach to that left wing view, however, the fallback from his 

approach has equally led him to stop teaching the topics. 

Olivia stated that she would have liked to include books based on her feminist 

ideology into the history of Alexander the Great lesson in order to counterpoint what  

she perceived as a particularly one-sided resource. 

I've been to my bookshelf (and chose a book) which I would use as a counterpoint.   

It's Carol Ann Duffy and it's The World's Wife and it's a collection of different figures 

in history, but say from a female perspective, right. So, there's Quasimodo and 

there's Medusa, and there's all kinds of things. It kind of goes some way towards 

balancing a lot of the literary cannon of the West. (Olivia, second interview, 

00:05:32) 

Olivia’s approach broadly aligns with Myers’ inclusivity approach in that she would 

introduce the concept of marginalisation to her pupils alongside the standard 

curriculum subject matter with the goal of social action, described in her own words 

as “balancing the literary cannon”.  
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How her attempts would have been received by her pupils or their parents cannot be 

known as she was referring to the fictional cohort provided for the second interview 

stage, however, her later statements that teachers should strive for impartiality and 

that they need to remain balanced further reveals her alignment to Myers’ inclusivity 

approach. 

How then could Quentin and Nigel have approached their teaching? If we take into 

account their use of standardised resources, as well as Quentin’s techniques and 

choices of resourcing for such subjects we can place them both as practitioners of 

the enlightenment approach. 

The one we've done at the moment was a history of policing... So, one of them was 

to compare sources. So, I went and found just a load of old resources about 1829 

and introduction of the Peelers and found loads of newspaper comic strips and bits 

of legislation and things like that and gave that to the kids and got them to discuss 

it. (Quentin, first interview, 00:17:54) 

With that being the case, it is not their approach that caused the conflict from their 

teaching, but rather their strategies in applying the approach. 
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Strategy 2. Account for social identity and social identity 

construction when planning 

All of Myers’ participants had to account for their own political backgrounds and 

identities when planning and undertaking their teaching (Myers, 2009). They had to 

ensure that they did not speak on their affiliations or, if they did, to remain neutral in 

their teaching of politics in order to avoid accusations of indoctrination (Myers, 2009). 

They recognised that their social identities were aspects that could negatively affect 

their teaching if they did not account for it before hand, by remaining neutral when 

teaching. Additionally, they also recognised that their pupils’ social identities may not 

match with their own, or that their pupils’ parents’ social identities might cause 

conflicting reception to their teaching, and so they were forced to take a pragmatic 

and relativistic approach to their teaching. 

Where Quentin experienced difficulties was in not accounting for his messaging to be 

carried, by his pupils, back to their parents, who might have conflicting opinions. 

Indeed, this was the case. He could have chosen more directly comparable policies 

to show the relative dichotomies between the two parties. 

As he displayed with his approach to resourcing for the history of policing, he could 

have sourced a greater amount of evidence for both parties and then had the pupils 

debate the issues. Additionally, he could have addressed his own biases and stances 

when resourcing in order to avoid a partisan approach, which then may have 

garnered a measured response from the parents.  

Once again, these are statements with the benefit of hindsight. It could be argued 

that Quentin overreached in his attempts to teach the issues as his pupils were Year 

6 and only eleven years old at that point. However, Nigel’s experiences were with 

older pupils, Year 10 (aged 15), and equally resulted on negative experiences. 
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Equally, the argument could be made that Olivia may have experienced negative 

reception had she been able to put her approach into practice, however, we can look 

at Patricia’s experience of ensuring that her pupils understand that all opinions were 

valid during her lessons to see that an inclusivity approach works in practice. 

I don't dictate how they're grouped. I get the children to do that...  

When the children have grouped the postcards, then I get them to discuss why 

they chose those groups. Was there anybody who disagreed and why? There's no 

right or wrong, it's just about the discussion.  

I try to keep it as free as possible… and also getting them to tell myself and the 

rest of the class why those groups were chosen. 

And if somebody didn't agree, why didn't they agree? And it's usually because they 

see it in another group. But then they've gone with the majority and I've said to 

those particular children, well, you're not wrong. You're quite right. You've chosen 

to go with the group. Okay. That is still your choice, but your original grouping was 

correct. 

Because it's important that they know that they've looked at these cards closely 

and they've picked out something that might not agree with the rest of the group, 

but they are still looking, and they are still thinking. (Patricia, first interview pt2, 

00:27:11). 

While Patricia’s lesson in this scenario was not politically focussed, her approach was 

inclusive with the intention of generating dialogue, recognising differences, and 

coming to understandings. She removed her own social identities from her chosen 

resources, and focussed them towards her pupils’ active reception, accounting for 

their perspective normative positioning afterwards in conversation. 
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Research question 3 conclusion 

The strategies delivered here are based upon the evidence presented in this thesis. 

Use of environment/encounter resources and a “more knowledgeable other” 

accounts for the aspects of audience reception that are embedded into education 

through the use of teaching resources and in the act of delivering a form of social 

communication, specifically teaching.  

The examples of Myers’ research as well as Patricia reveal the necessity for teachers 

to recognise and address their social identities as well as their constructed social 

identities of their pupils when undertaking teaching on topics that could be considered 

divisive. In using Myers’ enlightened or inclusive approaches teachers must ensure 

that their biases are addressed and that they maintain neutrality, this is only possible 

if the teacher first recognises their own self-categorised social identities (Turner, 

1987), understands how their social identities impact their choices of communication 

in terms of situational salience (Turner, 1987), and equally if they understand how 

they construct social identities for others, in this case their pupils, not only through 

prototyping (Hogg in Burke, 2006a) but equally through their perceptions of their 

pupils’ habitus (Bourdieu, 1996a) and the effect of their own life experiences. This 

understanding will aid them in maintaining a nuanced, relativistic approach to their 

teaching. 

The following concluding chapter will show how the aspects of social identity theory 

and audience reception analysis converge into a theory of social identity construction, 

and equally show how a knowledge of social identity construction and audience 

reception analysis can grant social communicators a greater understanding of how to 

approach social communication while avoiding negative reception. 
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Conclusion 

An investigation into relationships between English School teachers’ self-

identified social identities, their social identity constructions of others, and their 

impact on teaching. 

The concluding chapter of this thesis focuses on the relationship between social 

identity construction theory and teachers’ use of teaching resources. It examines and 

compares the merits of social identity construction alongside social identity theory’s 

role-based identity and Bourdieu’s habitus and reveals the interlinked nature of social 

identity construction and teaching as a form of social communication. The chapter 

concludes by examining the applicability of social identity construction theory to 

education as an original contribution to knowledge and gives recommendations for 

future research. 

Research aims: 

- To discover if teachers’ social identities affect their reception, choice and use 

of resourcing as media. 

- To discern whether teachers’ social identities cause them to construct social 

identities of their pupils, and if so, do their constructions affects their 

expectations of how their pupils will receive their teaching and the teaching 

resources they use? 

- To show that an understanding of one’s social identities, and one’s social 

identity constructions of others, will help to develop communicative strategies 

that can avoid receptive conflict. 
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Social Identity Construction 

Social identity is the act of categorisation of the self and others based on group 

descriptors (common behaviours, beliefs, attitudes, fashions, cultures) (Tajfel, 1982; 

Turner, 1987). The act of categorising individuals into groups is called prototyping 

(Hogg in Burke, 2006a) and involves the placement of a group’s norms or 

characteristics, as descriptors, onto another individual. These norms and 

characteristics may have been developed by the group over time or have been super-

imposed onto the group by outside actors. The categoriser may be a member of the 

group, or an outside actor. Additionally, the group may be an “in group”, which may 

wield more social relevance, power or prestige, or an “out group”, perceived by the in 

group as “other” to themselves.  

The act of social categorisation depersonalises the individual from the perspective of 

the categoriser (Hogg in Burke, 2006a) in that it places a set of group descriptors upon 

that individual, if those descriptors are viewed by the categoriser as positive then this 

leads to “favourable perception” (Burke, 2006a), however, if they are viewed as 

negative, then this can lead to what Zimbardo describes as de-humanisation. This is 

not the same as de-individualisation which is the act of losing one’s self-identity and 

can cause anti-social actions (Zimbardo 1970 in Burke, 2006a). From the vantage of 

audience reception analysis, I argue that there is an aspect of social categorisation 

that revolves around an individual imbuing expected behaviours or receptions upon a 

group from a constructed mental image of how that individual perceives that group.  
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This is equally linked to how they categorise themselves and their normative 

positionalities (Hall, 1973; Livingstone, 2007). The facets of social categorisation, 

which is an act imparted upon another, can in turn become facets of social identity, an 

act imparted upon oneself. How an individual is described by others, positively or 

negatively, may become how they choose to describe themselves in the act of social 

identification.  

For example, the participants in this study explained how they viewed themselves as 

members of the social group “teachers”, and how they identify themselves with the 

categorisations placed upon teachers. Equally they contain within themselves social 

identifiers for other social identities (gender, race, politics etc.) Additionally, they show 

throughout the interviews that they construct several descriptors for their pupils, based 

on their social categorisation of them and their knowledge of their social backgrounds 

(religion, culture), as well as their understanding of their learning abilities or subject 

knowledge.  

There were differences between the participants in how they reflected their social 

identity constructions upon their pupils when teaching and resourcing. For example, 

Willow focussed upon her expectation that her pupils would positively receive her 

choice of resourcing based upon her social identity construction of them being 

connected to her through a shared heritage. While Quentin’s social identity 

construction of his pupils led him to the expectation that they would not positively 

receive history resources as they had less connection to his pupils’ social/cultural 

background. These were social identity constructions as they focussed on the pre-

conceived expectations of how their pupils would receive the media based upon their 

own identity constructions of their pupils. 
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As another example from the data, Nigel socially identified himself as liberal and 

progressive, additionally he had a paternalistic social identity towards his pupils. He 

wished to engage his pupils in discourse and debate, an aspect of his activist 

professional social identity as a teacher (Sachs, 2010) in common with the other 

participants, and decided to focus the discussion upon his own social identity 

categorisation of his pupils as primarily Asian Muslim. This led to him planning in 

engaging his pupils, through the use of a descriptor specific focussed resource, the 

history of Islam, with the expectation that he could fully engage his pupils in dialogue 

and discussion as he pre-conceived their reception to the resource based on his social 

identity construction of them. The outcome however did not reflect his expectations, 

as his social identity construction of them did not match their own personal social 

identity categorisations. Their receptions to the resource were oppositional and their 

receptiveness to discourse was defensive.  

It could be that their social identity categorisation of their teacher, and their social 

identity construction of him, from their descriptors of him, did not reflect his own social 

categorisation of himself, by which I mean, his pupils may have viewed Nigel as not 

being a member of their own social categorisation, not having their social identities, 

and not reflecting their social grouping values, and therefore had created a social 

identity construct of him as not being one of them when speaking about them, 

rendering his choice of resource being opposed. Olivia described how “society” places 

social identity labels upon individuals who have no control over their circumstances. 

That this forces those individuals to socially identify themselves as something that can 

be viewed as negative societally, in this case coming from a single parent family.  
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While describing oneself as a child of a “broken” family can be viewed as a personal 

identifier, one which cannot necessarily be changed, is specific to the individual, and 

therefore reductionist, it can equally be placed as a social identifier due to the societal 

implications of that label and the wider societal reaction to it. We could then create a 

third identity categorisation model, the first being the reductionist personal identity 

structure of individual fact statements, such as name, age etc (Oaks  in Turner, 1987). 

The second being the expansionist social identity structure of social categorisation 

such as group involvement and political/religious views (Oaks in Turner, 1987). The 

third being a blended personal social identity structure, incorporating labels that can 

be viewed as both individually specific and societally judged, such as gender, familial 

dynamics, sexuality etc.  

Hogg (in Burke, 2006a) asserts that negative social identity labels can be saliently 

applied by individuals to their own social identities. An example of this can be seen in 

Olivia’s recollections of her interactions with particular men throughout her life. Her 

perception as being negatively labelled as Northern, and as a child of a single parent, 

has caused her to receive statements and messaging from men, such as a teacher 

who commented on another teacher being a single parent, equally negatively and to 

place upon those men her own social identity labels as misogynist and classist. 

Applying social identity descriptors to these labels in the process,  

this man who had come over, he was a teacher and he'd come over with his wife 

and his kids had noticed this, and me and my friend and, this guy, this awful guy, 

we were all sat around a table, getting to know each other. Um, and he, he came 

up with, Oh, that woman's got, she's a single parent. How can she cope, why is 

she here? (Olivia, first interview, 00:26:19) 
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Olivia constructed a social identity expectation of how she perceived this man’s 

thought process to be, and how their attitudes may connect to the negative labelling 

and categorisation she had experienced throughout her life. 

Social identity construction can certainly be linked with uncertainty reduction (Hogg in 

Burke, 2006a) in that social identity construction is an attempt by an individual to create 

greater certainty of expected reaction from a group through social identity 

categorisation, as occurred with Nigel. However, contrary to uncertainty reduction, 

which generally relies upon mutual agreement, social identity construction is based 

upon pre-conceived expectations of group or individual reception or behaviour and is 

founded upon the desired outcomes of the individual who is social identity 

constructing, exemplified by Nigel’s negative experience.  

As an example, a teacher knows their cohort well, they understand the individual and 

group needs of their cohort and have developed uncertainty reduction in their expected 

behaviours of their cohort as a group through behaviour management and general 

teaching strategies. This uncertainty reduction is generally agreed upon by both the 

teacher and the cohort, as the pupils themselves have developed uncertainty 

reduction through the inverse experience and have created social identity labels for 

their teacher.  

However, in Nigel’s circumstance he decided to teach a subject that is more 

specifically related to his pupils’ other, outside of school, social identity. The subject in 

this case is religion, as his pupils were majority Muslim. While he had carried out 

uncertainty reduction with his cohort and had developed mutual expected behaviours, 

he had equally assigned those expected behaviours to his pupils in all circumstances 

and had tied these expectations to his own desire for learning outcome.  
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Nigel desired dialogue creation based on the chosen subject, his social identity 

construction was that his cohort would react positively and in an expected way based 

on his previous interactions and uncertainty reduction. However, the outcome of the 

lesson did not match the expectation. The pupils received the lesson and resources 

from an oppositional normative position (Livingstone, 2007), contrary to Nigel’s 

expectation. His social identity construction, based on his own desires, expectations 

and experiences, was flawed.  

In her reception to the Alexander the Great resource, Olivia described how she had 

expected questioning to arise from the pupils based on her more nuanced reading of 

the resource. She stated that she would not want her female pupils to become 

disengaged based on her own reception of it and how she viewed it as under-

representing women. These are aspects of social identity construction, reflecting one’s 

own reception of a media, one’s desired reception of others on that media, and one’s 

(possibly unrealistic) expectation of the reactions of those others, as audience, to that 

media. However, Nigel and Quentin found that their social identity constructions of 

their pupils did not reflect the outcomes. 
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Social identity construction and its effect on resource creation 

When teachers become the resource creator, or are sourcing a resource, they are 

most often working from learning objectives that are given to them through the national 

curriculum for England or another curriculum. They may not be expert in the topic 

being taught and are responsible for the creation or the acquisition of a resource that 

best fits the learning objectives and the topic from their own estimation. Additionally, 

as they either create or choose a resource, they must be cognisant of how their pupils 

may receive the media. This is evidenced through their differentiation of resources and 

the myriad choices of resources available in resource banks such as Twinkl and 

primaryresources.co.uk. As the participants stated, they choose their resources based 

upon how much they personally like them, and how they thought their pupils would 

receive them. Alongside this is a degree of social identity construction. The teachers 

keep their constructed identities of their pupils in mind when they select resource for 

their classes, this identity construction is a major foundation of how they expect their 

pupils to receive the resource. It may be based upon previous experience with their 

pupils, or similar pupils in previous years, or upon how they view their pupils as a group 

or individually. Patricia explained this process when she discussed her post card 

resources in her first interview. She stated that she chose to continue to use the cards 

as resources as she had had good experiences with previous cohorts of pupils and 

had found that they worked well in generating conversation. 
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Even if the teacher, as message creator, is expert in a subject, they must also consider 

their pupils’ possible social identity categorisation and construction of them as 

message creator. By which I mean, an individual may consider themselves to be 

expert in a field of knowledge that generally involves others not from that individual’s 

social identity categories. i.e., a white male being expert on the subject of Islam, while 

not socially identifying as Muslim. They may address an audience that does socially 

identify as Muslim, and who socially categorises the non-Muslim white male as not 

having relevant knowledge. In this circumstance it is important for the message creator 

to know their audience, expect a possibly divergent or oppositional reception to their 

messaging, and address that beforehand.  

Patricia described how, while working at an international British school, her pupils 

would be placed in specialist teaching groups to learn about Islam or Christianity. She 

continued to explain that one pupil, a Chinese boy, was left behind with her as he was 

neither Christian or Muslim, and that she felt obliged to teach him about his own culture 

and religion. She stated that, rather than taking an authoritative position, she chose to 

involve the pupil’s parents and have them teach the child, while she positioned herself 

as a learner and directed the questioning. Thereby removing herself from the position 

of messenger, taking a similar position as her pupils as audience, but able to control 

the messaging through direct and pointed questioning. It is in this action that Patricia 

addressed her social identity construction of her audience by removing herself directly 

as messenger. She perceived that her expectations of her pupil may or may not have 

been realistic and therefore chose to redirect her messaging by constructing and 

delivering her message through the directed questioning of the child’s parent.  
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Social identity construction and its differentiation from identity 

theory’s concept of “role-based identity”  

Role-based identity is an aspect of identity theory that describes how individuals act 

and react towards each other based upon expected behaviour from the position of 

their actions within assigned or self-ascribed placements or roles (Stets in Burke, 

2006a). A role may be an individual’s career, such as police officer or teacher, or could 

be a more generalised positionality within a group, such as leader. In the situation of 

education within a school setting an adult may take the role of teacher, while an 

individual child would take the opposite position of student or pupil. Their interactions 

are defined by their self-perceptions and their perceived expectations of how each 

other will or should behave. Additionally, “role-based identity” describes how an 

individual defines themselves through their actions within their role (their efficacy), the 

teacher teaches and the pupil learns. While the concept of who one is within a position 

is described as their self-worth, which is their social identity position. For example a 

teacher equally has other identity facets and acts on the task of teaching, while the 

pupils themselves have additional identity facets and acts on the task of learning (Stets 

& Burke, 2000).  

In relation to social identity construction, it could be argued that there are aspects of 

role-based identity within the described processes, however, I argue that the situation 

remains a facet of social identity in that the participants, as teachers, are developing 

expected receptions of their pupils as a cohort and are developing desired perceptions 

and dialogue creation. These developments are based in their own social identities as 

well as their knowledge of, and constructed social identities of, their pupils.  
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Olivia’s social identity as a female, coupled with all of her experiences and perceptions 

scaffolding that social identity, are utilised to construct an expected reception of her 

cohorts. She reflected her own experience and social identity upon her female pupils 

with the expectation that they would become disengaged from a topic due to lack of 

representation.  

The reality of the outcome may differ completely from what she expects as her pupils 

themselves will have social identities that effect their reception of the resource and will 

have social identity constructed perceptions of her as their teacher, effecting their 

expectations of her. The outcomes of the lessons may be positive or negative, 

depending on the outlook and disposition of the teacher. Nigel described how he had 

social identity constructed perceptions of his pupils which lead him to the use of 

resources that he considered to be relevant and appropriate to them. The result 

however was that their reception of the resources was negative likely due to their own 

social identities as well as their social identity constructed perceptions of him as their 

teacher. While his response could be considered negative, in that he chose not to 

continue teaching that topic, he did gain experience that later led to his use of a second 

resource which he chose based upon his social identity construction of his pupils being 

of immigrant heritage. 
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The act of social identity construction requires the individual constructor to take a 

prototype categorisation, a category of traits generally shared by a social group  (Hogg 

in Burke, 2006a), of an expected audience, assigned with the categorisation 

descriptors that define the prototype, and then assigned with a salience, how a 

categorisation is expected to behave given characteristics prescribed to them (Oakes, 

1991), as perceived by the constructor. When Nigel social identity constructed his 

cohort, in the process of resourcing for his intended lesson on the history of Islam, he 

first questioned them on how they socially identified themselves, finding that they 

socially identified as Muslim first. He then categorised them as pupils who happen to 

identify as Muslim, but equally would fit into the prototype of pupils, complete with the 

social identity salience he had attributed to that category. He then resourced from his 

social identity construction of them, how he expected them to receive and behave 

towards the resource and his teaching it, with the mental projection of an expected 

outcome.  

The diagram below is a re-imagining of a previously described diagram which 

focussed on audience reception. Below we can see how a teacher’s social identities, 

based on their life experiences, feed into their expectations of their pupils’ reception 

to media, these expectations are informed by their knowledge of their pupils’ habitus, 

their general previous actions and behaviour (Bourdieu, 1996a), and develops into a 

social identity construction of them. The pupils’ expectations of the teacher are 

informed by their own social identities and their knowledge of their teacher’s habitus.  
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Figure 31. Social identity construction incorporating pupils’ habitus. 

I argue that social identity construction acts as a system (above), one which involves 

individuals constructing social identities of ‘the other’ as well as of groups for which 

they would like to place themselves. As opposed to personal identity, which requires 

labels and characteristics specific to the individual and generally self-ascribed (Stets 

& Serpe, 2013), or social identity self-placement, which involves actively placing 

oneself within a social grouping based upon self-ascribed social characteristics, joining 

a club or political party for example (Turner, 1987), social identity construction involves 

the creation of social identity labels, norms, characteristics and, crucially, expected 

behaviours, and then placing that construction upon groups or individuals, and is 

reflective of one’s own social identity descriptors, though not necessarily duplicative.  
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Social Identity Construction and Habitus 

It is worth exploring potential links between social identity construction and Bourdieu’s 

theory of Habitus, in which an individual behaves and reacts to stimuli or social cues 

based upon their habituated responses throughout their lives and normalised or 

expected behavioural patterns based upon social cues and expected actions and 

reactions of others (Bourdieu in Spiegel, 2005). 

Where Bourdieu’s Habitus can be used to explain the actions of individuals within their 

social surroundings and conditioning, social identity construction shows that 

individuals develop expected behaviours and reactions of others based upon their own 

social identities and social identity labels which they place upon others. 

To characterise and exemplify; in terms of Habitus, an individual who knows that they 

are not particularly skilled at art may not seek to have a drawing of theirs critiqued by 

others as they have the expectation that they will have a negative reception based 

upon their previous experiences.  

Equally, an individual who is skilled at art but resides in a rural, impoverished 

environment may not seek to make further progress with their skill based upon the 

opportunities, or lack thereof, which may be afforded them within their society. 

Bourdieu’s habitus explains individual and group behaviours based upon previous 

experiences (Bourdieu, 1996b). 

Social identity construction differs in that its focus does not lie on the individual’s 

behaviour but in how they expect others to behave. An art teacher may develop 

habitus based upon their previous experiences with other classes, and so use certain 

types of resources in certain ways, as these methods have worked before with 

previous cohorts, especially if they have worked with previous classes who come from 

the same, or similar, cultural/social/economic backgrounds.  
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However, social identity construction explains why that art teacher may choose a 

specific resource, or type of resource, for their class. Not because it has previously 

worked on other classes, but because the teacher feels that this resource will work 

particularly better, or suit the cohort better based upon social identity labels that they 

have placed upon them. 

Two real world examples that exemplify both habitus and social identity construction 

can be seen with participants Patricia and Nigel. Patricia maintains a stock of 

resources that she has used for multiple cohorts, over long periods, in different 

settings. She makes use of these resources because she has developed behavioural 

expectations of pupils based upon her previous experiences with other pupils. She 

hasn’t chosen specific resources to suit her cohort specifically and therefore has not 

used social identity construction to resource in that scenario, but she has revealed her 

habitus based upon her previous experiences.  

This changed when she experienced difficulty in teaching a child that did not fit her 

expectations. She was forced to re-work her methods and reconsider her use of 

resources based upon that child’s specific needs. She began to construct a social 

identity of that child based upon mental labels she had created to suit her perception 

of him.  

Nigel revealed his habitus and social identity construction when he initially attempted 

to teach the history of Islam to his pupils. He had the expectation, based upon his 

previous experience with that class, and other classes, that his cohort would behave 

in certain ways and receive the media positively. He found that they did not respond 

well to the resource and defied his expectations.  
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From Bourdieu’s perspective he might argue that Nigel himself defied the pupils’ 

habitus expectations of him, however, I argue that the habitus expectations stand, as 

they inhabited the same social placements as all previous experiences, but that the 

social identity construction Nigel had created around his cohort was the driver of the 

outcome. 

He had expected them to receive the material positively based upon his constructed 

labels he had placed upon them. They were a majority Asian, Muslim cohort and so 

his expectation was that they would receive a resource based upon their culture well. 

He had attempted to use an un-orthodox media and had therefore broken both his 

own habitus and his cohorts’ habitus.  

Nigel equally explained that he had questioned his class about their own social 

identities and was surprised to find that they did not consider themselves as 

immigrants. Despite this he chose to use a resource based on migration to Britain 

throughout the last 1500 years to teach that same class and spoke about how it did 

not work quite as well as he’d hoped. He had developed social identity constructions 

of his class and found that they did not match the practical reality of the class. 

This does not mean that social identity construction or habitus are necessarily 

negative, as both are based upon expectations, and habitus is based upon previous 

experience and expectation, they are natural facets of behaviour. Social identity 

construction is obviously a useful tool for teachers when dealing with cohorts. They 

develop an understanding of the needs of individuals, their likes and dislikes, and 

behavioural patterns through labelling and identity construction. 

Where social identity construction can prove to be a negative is in the reflection of 

ones’ own beliefs and/or identities upon others. Olivia revealed this in her reception of 

the teaching resources and her distaste for the Alexander the Great resource.  
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She received it from her own social identity perspective as a feminist with previous 

negative life experiences which she could tie to the topic of the resource. She 

explained how she would utilise other resources to address her distaste for the topic 

and that she would do so with the expectation that the female pupils of her cohort 

would equally negatively receive the resource. This is clear social identity construction. 

She did not have a real cohort upon which to found experience, equally she used her 

own social identities to label the imaginary female cohort members. Finally, she 

understood and addressed the fact that in doing this she was showing bias and 

conceded that this could be a negative action. 

 

Social identity construction and social communication 

The convergence of social identity construction and social communication lies in the 

amalgamation of social identity with audience reception analysis.  

If we recall that teaching, as a constructionist action (Bruner, 1983; Piaget, 2000; 

Vygotsky, 1986), is equally an act of social communication, in that the teacher 

positions themselves as the communicator of a message which is carried to their 

pupils via teaching resources. The teaching resources act as message vehicles and 

the pupils act as active receptive audiences who receive the teaching message from 

normative positioning (Hall, 1980; Livingstone, 2007) (see figure 30 page 275). 

Social identity construction hinges on the constructor’s expectation of how their 

audience will receive the media/message that is being directed towards them. The 

expectations are based upon the teacher’s and the pupils’ role-identities, their habitus, 

and the teacher’s own social identities which have been developed over time and 

based on personal life experiences (see figure 31 page 302). 
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Below we can see the synthesis of audience reception analysis with social identity and 

habitus creating social identity construction. Revealing its impact on teaching as an 

act of social communication, and equally applicable to other forms of social 

communication. The interactive nature of social identity construction is a direct 

reflection of the interactive nature of audience reception analysis and is equally 

affected by audience receptions’ normative positioning stances, as these are the areas 

within which the pupils’ own social identities, their habits, their role identities, and their 

own social identity constructions of others present their receptions. 

The first diagram represents the act of audience reception of a teaching resource as 

a media article. The second is the synthesis of social identity construction that follows 

the same directional route as previously described on pages 81, 275 and 302. 
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Figure 32. The synthesised nature of audience reception and social identity construction 
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Original contribution to knowledge 

This research has highlighted an aspect of social communication and interaction that 

is directly linked to social identity and audience reception. This aspect is the act of 

social identity construction in which the social communicator develops social identity 

constructions of their audience based upon their own social identities, life experiences, 

and habitus. This affects the communicator’s expectations of how their audience will 

receive their communication as they have constructed a mental persona that 

represents their audience and have imbued that persona with expected normative 

positioning. The issue is that the true audience may not match that constructed social 

identity and may receive the communication contrary to expectations, positively, 

negatively, or neutrally. 

Having an understanding of one’s social identity constructions of an audience can aid 

the communicator to directly address their method/approach of communication and 

help them to enable their audience to address their own social identities through their 

reception of the communication. By refocussing the presentation of the 

communication, they could enable their audience to reflect their own social identities 

upon the media and receive it from a constructivist position. If we take Patricia’s 

interaction with her pupil as an example, she recognised that her social identity 

construction of her pupil might not match or aid them in their education, so rather than 

developing or using resources that matched her social identity construction she 

instead utilised other forms of resources, the child and their parent, in order to refocus 

the reception of the messaging. 

Conversely, Nigel made use of two resources that matched his social identity 

construction of his pupils, resulting in negative normative reception from them. 
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A communicator’s choice and use of resources is a reflection of their social identity 

construction of their intended audience. Having this knowledge in place will help social 

communicators mediate their choices/creation towards their audience’s normative 

reception positioning (Hall, 1973; Livingstone, 2007). In terms of education and 

teaching, teachers act as social communicators. Their choice and use of resources 

exists as their reflection of their social identity construction of their pupils. Even in 

terms of pre-created resources, how the teachers deliver the teaching as message 

carriers is impacted by their social identities and their social identity constructions of 

their pupils. An awareness of this can help to mitigate negative reception of resources 

and consequently improve teaching and learning. 

 

The application of audience reception analysis to the analytic study of teachers’ 

practice is a novel methodological approach for education theory and works when 

considering teaching as a form of social communication that utilises media. While 

audience reception analysis originated with media studies, this thesis has shown its 

application to education studies, and therefore, by extension, its application to other 

academic or professional fields that involve social communication. 
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Recommendations for future research 

Two further lines of enquiry emerging from my research are:  

• How social identity construction may present or develop within pupils and at 

what age it begins to present.  

• The effect of social identity construction on intergroup relations, and more 

specifically, how does it affect social communication between groups focussed 

on contentious issues? 

 

While this research has focused on the impact of social identity construction on 

teachers, a further line of enquiry can be followed around the development of social 

identities in general within children, and when social identity construction begins to 

emerger within children. A research question could be: 

At what age range within pupils’ educational development does social 

identity construction begin to impact engagement with learning? 

 

Beyond the realms of education, I also recommend further research into aspects of 

social identity communication and identity theory on identity politics. Having observed 

online interactions between seemingly disparate groups on contentious topics, it is in 

my opinion likely that the members of those groups have developed social identity 

constructions of their counterparts, and that this likely impacts their reception of 

differing opinions on contentious issues. A research question could be: 

 How do groups construct social identities of themselves and others and 

how this affects dialogues about contentious issues? 
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Appendix 1 

1: Initial reach out message via social media. 

 

 

2: PhD research e-mail sent to prospective participants. 

Hi, 

 

Thanks for your interest in taking part in my PhD research. I'll be e-mailing you soon 

with a participant information sheet and agreement form.  

These materials will give you more information about the research and what you can 

expect to happen throughout the research. 

If you have any questions, please feel free to contact me at any time. 

 

Thanks so much. 

 

Kind regards 

 

Sean Edge 
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3: Participant information sheet and consent form. 

University of Huddersfield.  School of Education and Professional Development 

Name & contact details of the researcher: 

Sean Edge, School of Education and Professional Development, University of 

Huddersfield, Queens Gate, Huddersfield, HD1 3DH. 

Email: sean.edge@hud.ac.uk  

 

Participant Information Sheet and Consent Form  

I am inviting you to participate in my PhD in Education. My PhD is an investigation into 

the relationships between teachers’ social identities and their selection of teaching 

resources. Before agreeing to participate in the research it’s important that you 

understand what’s involved, so that your consent is fully informed. Please read the 

following information carefully. If you have any questions or need further clarification 

don’t hesitate to contact me. Thank you for taking the time to read this information and 

for showing an interest in my research. 

You have been chosen to participate in this research because as a teacher / trainee 

teacher you have experience of selecting and preparing teaching resources for your 

classes. Your experience will provide valuable insight into the reasons for the choices 

teachers make in their selection of teaching resources. 

You are under no obligation to participate in this research. You can refuse to 

participate. You do not need to provide a reason for refusing. If you agree to participate 

in the research you can withdraw at any time if you decide you no longer want to 

participate. You do not need to give a reason for wanting to withdraw. 

 

What’s involved? 

1. I will conduct an interview with you when I will ask you to discuss a teaching 

resource that you like to use in your classes and explain why you like it.  

2. I will ask you to write a short breakdown about your identity. This will take you 

approximately 20 minutes. 

3. I will give you another resource for you to examine, we will then discuss your 

thoughts on the resource in a second interview. 

mailto:sean.edge@hud.ac.uk
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4.  I will ask you to work with a number of other teachers in an online discussion 

about your social identities. This final interview will be set up by me and will take 

place at the best time to suit you. 

I expect to conclude steps 1 - 4 by the end of March. Each step will take place online 

to comply with social distancing.  One to one and group discussions will be recorded, 

transcribed and used as information for my PhD.   

 

I will conduct my research in accordance with the British Educational Research 

Association guidelines (BERA, 2018) and the Data Protection Act 2018 chapters 1:2 

protection of personal data, 3:45-45 rights to access and rectify (Government, 2018).  

This means I will make sure that your personal identity will be kept anonymous in my 

PhD thesis. I will not inform anyone of your participation in my research, unless 

Safeguarding concerns occur. I will begin the group activity by discussing 

confidentiality and ask participants in the group to respect the anonymity of other 

group members. Raw data from the questionnaire, interviews and group discussion 

will be kept securely by me and shared anonymously with no one other than my PhD 

supervisors.  

 

I will analyse the raw data and write it up as part of my PhD thesis. My research 

findings will contribute to understanding teachers’ preferences in teaching and 

learning resources, and to what extent, if any, these preferences are influenced by 

teachers’ identities. You can request a summary report of my findings after my thesis 

is completed, if you want to. 

 

Participating in the research should not create any disadvantages for you, and you 

may enjoy the opportunity to discuss teaching resources with me and other teachers. 

If, at any stage during the research, you feel unhappy about continuing to participate 

or have any further questions please initially address your concerns to me, if this is 

appropriate.  

 

You can also contact my research supervisor, Dr. Emma Salter, at the School of 

Education and Professional Development, University of Huddersfield, Queens Gate, 

Huddersfield, HD1 3DH. Email: e.salter@hud.ac.uk  

 

mailto:e.salter@hud.ac.uk
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Thank you for considering to participate in my research. 

 

Sean Edge 

I confirm that I understand the details of the research from the information 

provided, and choose voluntarily to participate in this research. 

 

Name:…………………………………………………………………………………………………………………………………… 

 

Signature:…………………………………………………………………………….......................  

 

Date:………………………………… 

 

Sean Edge, Researcher. Signature: ………………………………………………………………………...... 

 

Date:………………………………… 
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4: Interview timetable 

Participants  E-mails Consent form sent and given video call 1 date video call 2 date   video call 3 date video call 4 date 

Grace  12/01/2021 14/01/2021 22/01/2021 
(20:30) 

01/02/2021 
(20:00) 

12/02/2021 26/03/2021 
(18:00) 

Nigel  
 

12/03/2021 15/03/2021 17/03/2021 
(10:00) 

24/03/2021 
(09:00) 

n/a  

Willow  12/01/2021 13/01/2021 18/01/2021 
(13:00) 

31/01/2021 
(14:00) 

13/03/2021 
(14:00) 

26/03/2021 
(18:00) 

Olivia  20/01/2021 20/01/2021 27/01/2021 
(15:00) 

10/02/2021 03/03/2021 26/03/2021 
(18:00) 

Zac  12/01/2021 12/01/2021 17/01/2021 
(15:00)  

16/02/2021 n/a  

Quentin  12/01/2021 14/01/2021 19/01/2021 
(15:00) 

28/01/2021 
(14:00) 

02/02/2021 
(14:00) 

 

Mara  12/01/2021 15/01/2021 20/01/2021 
(11:00) 

   

Patricia  12/01/2021 12/01/2021 14/01/2021 
(15:00 GMT+2) 

26/01/2021 
(15:00 GMT+2) 

04/02/2021 
(13:00) 
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5: Transcriptions of introductory meetings 

Zac 

Introductory meeting, Zac. 17th January 2021. 16:33. Duration of interview: 10 mins, 35 secs. 

R = Researcher, and Zac. 

 

0:00:19.5 - R - Right, just to make sure, quickly first, could you please tell me your name? 

 

0:00:22.7 - Zac - Eh, (Gives name).  

 

0:00:24.1 - R - Excellent, and you signed and agreed to the participant form? 

 

0:00:29.6 - Zac - I did, yes. 

 

0:00:30.0 - R - Fabulous. That's it really. Ok, so. Um, to begin with, did you have any questions about 

what you read on the participation form? 

 

0:00:39.2 - Zac - No 

 

0:00:40.0 - R - No, OK. So what I'm basically, the basic gist of what I'm researching is, um, social 

identities, to begin with. So, what I mean by social identities is the theory that everyone has more 

than one necessary identity for their lives and how they work, and how they live. So how you, 

(stuttering), the identity that you have for your working life might not be the same as the one you 

have at home, which might not be the same as the one you have with your friends. Again, which 

might not necessarily be the same as different identities that you've had with different jobs. Um, you 

might also identify in different ways dependent on contexts, so you might identify as, Cypriot, or as 

Greek, or as British, or as, um, white male, or as European, or multiple different things dependent on 

the context of who you're talking to, or what you're in. So what this, what I'm researching is the 

effects those social identities have, on the choices you make in resourcing, for your classing (sic) and 

teaching. Also taking into account the, your, you perception of the identities of your children, or of 

the students that you teach. So, for example, if you've got a mixed class of mixed ethnicity, or mixed 

class grouping, you might have one idea of their identity in your head, of each group, or each person 

in that group. So then you might resource according to what you have in identity. Does that make 

sense? 

 

0:02:14.9 - Zac - Right, yeah, yeah. Yeah, yeah OK. 
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0:02:18.0 - R - Yep, em, the way I'm doing this, is, initially I'm going to ask you to do a little bit of 

writing, now it's not a lot of writing, and I'm gonna give you, I'm gonna show you the example and I 

will e-mail you the example afterwards so you can kinda use it as a proforma if you want. 

 

0:02:33.9 - Zac - Yeah. 

 

0:02:33.9 - R - I'm just gonna share my screen so you can see it. Can you see my screen at the 

moment? 

 

0:02:41.3 - Zac - Yeah. 

 

0:02:41.3 – R - OK, so. This is the piece of data I'm gonna share with you, it's got example data at the 

top. Start off with individual breakdown. Now this is a breakdown of my own personal 

identifications. How I socially identify. So, I've said I am a teacher first, this is my daily job, and the 

thing that I think about the most often. I'm a second language speaker, I use my skills and experience 

often in teaching English. Being working class is an aspect of myself that is evident in my accent and 

impacts my professional life, more so than being white or male. Um, that doesn't necessarily have to 

be how you need to structure your writing, um, it doesn't need to be that long, it could be longer, it 

could be as long as you need it to be. It can just be a breakdown of how you kind of identify yourself 

in circumstances and how did you (break?) this is different ways. If you break yourself down in 

different ways at all. You might feel like you've only got one identity so it's entirely up to you in how 

you want to break that down. 

 

0:03:39.9 - R - The second piece is on the cohort breakdown, so I just want you to think of one class, 

whether it's the class or a class that you teach now, em, just break that class down to what year 

group they are, the ages they are, how many, split them to boys, girls, em, mixed age. For example, 

for this one I said, they're mixed ages, multi-ethnic, multi-religious, all English as a second language, 

one with special educational needs, based in Cairo. So yours would be whatever it is that you feel 

like using for your particular, for this particular aspect of it. 

 

0:04:09.9 - R - And then, chosen resource, what I've done, is I've taken a resource I created ages ago, 

for the year 2 class in Cairo, in uh, in Sharm. So I've written down that my chosen resource is a post 

card writing resource for English letter writing. I've chosen this resource as it contains a lot of images 

which the children can relate to, being in Egypt, and can compare those images to others from 

another background.  

 

0:04:36.6 - R - What I've done then is I've taken snapshots, of three of the images from that resource 

and then I've just written a description of those images, but the description isn't necessarily about 

the actual thing, it's about how I think it effects the class. So I’ve said this picture depicts an Egyptian 

man dressed in traditional clothing, as the class live in Egypt I wanted them to have a familiar picture 
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to compare to other international images, though they have never visited the pyramids. So it's kind 

of focussing it back on the classroom. That doesn't mean that that's what you've, that the point of 

the resource that you might have chosen. For example you might have chosen a resource that is 

personal to you. That you thought was good when you were a kid or that you created that you 

would've liked when you were the age of the students that you teach. Or it might be another reason 

why you've chosen your resource. And it doesn't have to be images either, it could be writing, it 

could be, if it's, it has to be visual, to an extent, so it can't really be a sound clip. 

 

0:05:36.7 - Zac - The resource, I've just literally, all the resources that, because I teach secondary, 

um, I teach exclusively to year 10 and year, well, year 9, 10 and 11. And all my kids have learning 

difficulties, significant learning difficulties, things like that, so what I do is I, when I create resources, 

em, I, I create them with the learning objective in mind, so that the resource meets the learning 

objective. But it's also more to do with, erm, it meets, probably, an assessment criteria on, for 

accreditation. That's what it, so that's what, so I don't, cos I only teach examination subjects, so 

obviously maths and IT, all the resources that I use, erm, um, I only use resources that I'm getting 

assessment criteria, I can meet assessment criteria with.  

 

0:06:48.3 - R - OK. 

 

0:06:48.3 - Zac - So, so what I've done is, I've actually created, er, cos we use an examination body 

called NCFE, erm, and we do, the NCFE maths, programme, so, I actually created booklets, to 

complete, and when they've completed the booklets, there's kind of assessment criteria and 

learning objectives throughout the booklet, and that's what all the work in the booklet's aimed 

towards, that. You know, I don't, I kinda, Maths isn't really a, I suppose I do for things like counting 

and stuff like that, but I try and just, I just try and keep it simple. You know? 

 

0:07:45.8 - R - Yeah. 

 

0:07:48.2 - R - It doesn't necessarily have to be a resource that you've used in this current school. It 

can be a resource that you might have saved from any period as well. But equally, even if it is a 

resource that is specific to the subject you're teaching that's specific for the accreditation, it's more 

to do with which, what you've chosen to put into it and how you've chosen to create it yourself, 

that, in comparison to just using one that's been premade for you, and your reasoning behind it. Cos 

that basically gives me, how you've received the original resourcing, or received the idea of what you 

need to write, and then kind of, erm, kind of create a dialogue in your mind of how you think it 

should be working for that class that you've got.  

 

0:08:26.4 - Zac - Yeah, OK. 

 

0:08:26.4 - R - Does that make sense? 
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0:08:28.2 - Zac - Yeah, yeah. 

 

0:08:28.2 - R - So, I get your worry, in that it's not the same as a primary where it's particularly like, 

based on imagery, but it's not s much to do with the actual resource itself, it's more to do with how 

you, how you created it, or why you've chosen it, and what the reasoning for it, behind you, more 

than the actual resource itself, does that make sense?  

 

0:08:51.4 - Zac - Yeah, yeah. Yeah. But I can take, I mean I can take screen shots of it and post, you 

know? 

 

0:08:54.9 - R - Yeah, that's absolutely fine. That's what I mean by, I don't need a description of the 

actual resource itself, it's more of a description of why you chose it. And, in conjunction with the 

cohort you've got, why you think it works well for them.  

 

0:09:09.1 - Zac - Yeah, OK. 

 

0:09:09.1 - R - Does that make sense? 

 

0:09:09.1 - Zac - Yeah, yeah, no problem. 

 

0:09:10.3 - R - Fabulous. You haven't got any particular time frame to do this, but obviously I'd rather 

it not be over the next three months, so. 

 

0:09:23.9 - Zac - I'll try and get it, I've got half term coming up, in four weeks, but I can can, I'll try 

and, I'll try and do bits and pieces before that. 

 

0:09:30.4 - R - Yeah, at any point when you wanna e-mail me things, and then what I'll do is even if 

you've e-mailed me bits, I'll send this proforma over to you so you can kind of use it as a backup if 

you want to. Erm, but anything that you want to e-mail me through, even with snippets or thoughts, 

or anything like that, that's absolutely fine as well. And then we can set up another, a second 

conversation, at some point for a couple of weeks’ time or so.  

 

0:09:53.7 - Zac - Yeah, OK. 
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0:09:53.7 - R - Is that ok? 

 

0:09:55.2 - Zac - That's fine, yeah.  

 

0:09:55.9 - R - Do you have any questions or anything? 

 

0:09:57.8 - Zac - No, not at all. 

 

0:09:59.0 - R - Fabulous, if at any point you have any questions obviously just give me a shout. 

 

0:10:05.7 - Zac - Ah sure, happy to be involved. 

 

0:10:07.5 - R - And we'll figure it out. And of course, I mean, once I've gotten all the data sorted, and 

I've started doing my write-ups of it and things like that, I'm happy to give you, kind of a breakdown 

of things that I've found, and if you want a copy of the thesis after it's been, after it's gone through 

its stuff, then I'll release that to you at a time once it's gone through. 

 

0:10:31.0 -  Zac - Ah, sounds good. 

 

0:10:35.7 - R - Cool. OK, Well I'm gonna stop recording. 
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Willow 

Introductory meeting, Willow. 18th January 2021. 13:00. Duration of interview: 9 mins, 40 secs. 

R = Researcher, and Willow. 

 

0:00:14.3 - R - Right, so. Before we begin could you please tell me your name? 

 

0:00:15.7 - Willow - (Participant states name) 

 

0:00:17.0 - R - OK. And have you signed and agreed to the participation form? 

 

0:00:20.6 - Willow - I have signed and agreed to the participation form. 

 

0:00:23.4 - R - Thank you very much. Right so, first of all do you have any questions about the form 

itself? 

 

0:00:32.6 - Willow - No, it was very clear 

 

0:00:36.8 - R - Any of the information? OK? 

 

0:00:36.8 - Willow - No, it was very clear, told me what I needed to do and how long I spend on each 

time so that was good. 

 

0:00:40.1 - R - Fabulous, OK. So basically what this research is about, is, it's two things, one more one 

sided than the other. So it's mainly looking at social identities and the idea of social identities which 

is a theory, so it's not necessarily set in stone that everyone has multiple social identities, but it's 

running on the idea that you as an individual have multiple kind of, multiple social identities 

dependent on the circumstances that you're in. So you may have a teacher identity, you may have 

an identity as a woman, you may have identity as a European woman, or as a part Arab woman, or 

as whatever parts of your social identities you have, and those come into play dependent on aspects 

of your life that you're in.  

 

0:01:20.9 - Willow - OK. 
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0:01:20.9 - R - So, erm the, or there may not. You may have, you might feel that you have one 

identity and that is the identity that you live through. So that's kind of what I'm looking at, and I'm 

looking at how those possible social identities, or lack of, affect your choices when you're teaching 

and resourcing. Particularly when looking at your kids and your idea of what their social identities 

might mean to you. 

 

0:01:46.9 - Willow - Yeah. 

 

0:01:46.9 - R - So, if you've got a class of, a mixed class of mixed heritage and mixed ability children 

you might have a particular social identity of what they're like and what they need. So this is going to 

be looking at the types of resources you choose and, erm, why you choose them for your own 

personal reasons, or for the reasons of the class, and kind of break down what ideas you have, does 

that make sense?  

 

0:02:12.8 - Willow - It makes sense, yeah. 

 

0:02:14.8 - R - OK, so the first thing I'm going to do is give you an example of what I'd like you to do 

to begin with, so I'm going to share my screen. 

 

(sharing screen procedure) 

 

0:02:49.6 - R - Right, so this first data set. I'm gonna e-mail this to you so you don't have to worry 

about reading it now. What I started with was an individual breakdown, so I've written, I am a 

teacher first, as it's my daily job, and the thing that I think about the most often. I'm a second 

language speaker, I use my skills and experience often in teaching English. Being working class is an 

aspect of myself that is evident in my accent and impacts my professional life, more so than being 

male or white.  

 

0:03:18.2 - Willow - Interesting, ok. 

 

0:03:19.7 - R - That's how I've broken down my personal identity, that doesn’t necessarily mean 

that's how you ned to break it down, in that same way. You could number it if you wanted 

preference, or you can have a think about what sorts of social identities you think you have. 

 

0:03:34.1 - Willow - OK 
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0:03:34.1 - R - Um, and in order of importance to you. You might not think there are any orders of 

importance. So it just entirely depends on how you need to do it. And it could be a paragraph, it 

could be as long or as short a piece of writing as you want it to be. Because we'll have a conversation 

more about it when you've done it. Rather than having to explain it in the piece. 

 

0:03:55.1 - R - Underneath that, can you see I've got the cohort breakdown?  

 

0:03:59.8 - Willow - Cohort breakdown, yes, so you want a, my cohort breakdown. Yeah. 

 

0:03:59.8 - R - Yeah, so again, it doesn't have to necessarily be the class you're currently teaching. It 

could be a class you've taught before. This class is a year 2 class from Egypt, 10 boys, 10 girls, mixed 

age. We have multi ethnic, multi religious, all second language, with one special educational needs, 

and based in Egypt. 

 

0:04:21.8 - Willow -  OK. 

 

0:04:21.8 - R -  So that circumstance. I don't need anything specifically about the children. I don't 

need names, I don't need anything individual about them. I just need a breakdown of the basic 

aspects of your class. 

How you break them down, again, is up to you. So you could choose to say that they're multi-

language, you could say, you could try and break down what kinds of countries or backgrounds 

they're from if you wanted to, what religions they are if you wanted to you. It depends on what you 

think is important and to know about your class. 

 

0:04:49.1 - Willow - OK. What information do you want about the class, specifically, that would help 

you? 

 

0:04:57.3 - R - It's not really about the class. It's about what you think of the class. So that's why it's 

up to you about how you want to break them down. Do you see what I mean? Because I'm looking 

at how they are viewed as an identity to you, as a group and individuals. So it's a good question, but 

it's not really to do with the actuality of the class. It's to do with how you view them. 

 

0:05:19.8 - Willow - OK. 

 

0:05:19.8 - R - Yeah? 
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0:05:22.4 - Willow - I got that. OK. 

 

0:05:25.4 - R - OK, erm and then the chosen resource. My chosen resource is a post card writing 

resource for English letter writing. I've chosen this resource as it contains a lot of images which the 

children can relate to, being in Egypt, and can compare these images to others from the background.  

So what I've done, is I've taken, I've cropped three images from the postcard resource they used. 

And then on the right hand side I kind of wrote a description, not just of the resource, but of why I 

chose to use the resource. So for this one for example I wrote, as the class live in Egypt I wanted 

them to have a familiar picture to compare to other international images, though they have never 

visited the pyramids. Also traditional dress is rarely worn, and camels are only in tourist areas. So 

I've kind of, I've broken that down personally how I thought it related to the kids and in my own 

choice of what it was. You don't have to use an image resource. You could use a piece of writing, a 

piece of poetry if you wanted to, it could be anything that you think, that you've used as a resource 

before for your cohort. It could be a personal thing that you chose because you liked it as a child. It 

could be something that you thought was more relevant to the topic. It could be something that you 

think is relevant to some, or most or just individuals in the class, so you can kind of break it down 

that way. And it doesn't have to necessarily be described in the way I’ve described mine, cos it's not 

really the resource I'm looking at either, it's your reception of it, it's why you chose it, why you're 

using the concept. 

 

0:06:58.8 - Willow - OK. I think I understand. Like, I have an idea, um, of what to put and how I could 

say, and why I wanted to use it. So that's ok.  

 

0:07:11.1 - R - Yeah, so I mean, as for an example, you the World War 2 resource I sent to you? 

 

0:07:15.7 - Willow - Yeah. 

 

0:07:15.7 - R - The letter? The reason I kept it and have always used it is not just because it's a good 

world war 2 resource. But because it came from a person that I knew, so it actually is a personal 

thing, so it makes it that much more resonant to me, because of background of it. So that gives me a 

reason to want to keep in using that resource, that's kind of the thing that I'm wondering about, is 

what resources do you use? Why do you use them? What's the aspect of that resource that part of, 

that's connected to either you, or the classroom? Why is it connected? 

 

0:07:45.0 - Willow - OK. Hmmm, I think I understand. Makes me reflect that actually there are only a 

few things that are really personal. 

 

0:07:56.8 - R - But again it doesn't have to necessarily really personal to you, if it's not really personal 

to you, that says a lot to me, because it means that one of your identities, as a teacher, is at the for-
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front of that scenario, perhaps. So therefor you're choosing something that's not necessarily 

personal but it's more aimed at the learning objective. So that, so it just gives me a breakdown of, of 

why you're using what you're using, and where you're getting it from, that sort of thing. 

 

0:08:18.6 - Willow - OK.  

 

0:08:23.3 - R - And it can even be, if you make resources yourself, it could be a resource you've made 

yourself. it's up to you. It's entirely up to you. Does that make sense? 

 

0:08:27.8 - Willow - It makes sense, yeah. I can do that. 

 

0:08:37.8 - R - At the bottom I've written, I would place these images in a folder labelled traditional 

depictions of people. As these do not show modern life, necessarily, in all three countries but rather 

tourist, although these post cards are meant for tourists to send. That's not necessarily what you 

have to do either, it's if you imagine that you were going to place your resource into a folder to save 

it, like on a memory drive or something that you have, what would you label it? What would you 

label the file, or what would you label the resource? Would you label it, just resources, would you 

label it teaching English resources, or that particular file itself, would you name that file, letter 

writing, or would you label it something specific that's to do with the resource you're using? 

 

0:09:19.8 - Willow - Ah, that's interesting. No, I'd just say, lesson 1 resources (Laughs) 

 

0:09:23.8 - R - Yeah, but not just the folder itself, but the actual file itself?  

 

0:09:30.8 - Willow -  Oh the actual file itself! I see what you mean, OK then. 

 

0:09:32.7 - R - Yeah, is it mainly descriptive? Or is there a reason behind why you've described, why 

you've put it in that file and that sort of thing.  

 

0:09:40.4 - Willow - OK OK. 

  

0:09:40.4 - R - So, you don't have to do all of these at once, erm, you could do these piece meal if 

you want. 
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Quentin 

Introductory meeting, Quentin. 19th January 2021. 15:00. Duration of interview: 10 mins, 46 secs. 

R = Researcher, and participant = Quentin. 

R: [00:00:00] I'm just starting the recording now.  

Oh, okay. Could you just please tell me your name? 

QUENTIN:[00:00:11] - States name - 

R: [00:00:12] Excellent. And you have signed the participation form? Yes.  

QUENTIN:[00:00:16] I have.  

R: [00:00:17] Fabulous. Do you have, do you have any questions about it before we start?  

QUENTIN:[00:00:22] No  

R: [00:00:23] Right. Okay. What, I'm going to do is I'll just talk to you a little bit about what it is we're 

doing. 

And then I'll share my screen with you. So you can have a look at an example of the data collection 

sheet. Um, and then I will, when were finished, I will send you that example. So you can use it as a 

kind of proforma if you want to.  

QUENTIN:[00:00:44] Okay. 

R: [00:00:45] So what I’m researching in is social identities, in teachers, the idea of whether they 

have more than one social identity, and if they do how that affects their choices of resourcing for 

their classrooms, for their, for their kids, and also their idea of, um, what social identity they have of 

their children as well. 

So if you have a large class of mixed children, do you have an identity in your head about what that 

class is like and what they, what they would be amenable to when it comes to resourcing? Or do you 

make your choices defined on their identities or your identities or a mixture of both and that sort of 

thing. 

QUENTIN:[00:01:27] Okay.  

R: [00:01:28] Does that make sense?  

QUENTIN:[00:01:29] Yeah.  

R: [00:01:31] Cool. So what I'm going to do is I'll just share my screen. 

You. Should, can you see my calendar?  

QUENTIN:[00:01:43] Yep.  

R: [00:01:44] Okay. So what I’ve got here, uh, this is the example dataset. So the first thing I will 

probably ask you to do, and you don't have to do all this at once. Um, and you can do it in different 

ways, but is to write an individual breakdown. So what I mean by that is I've broken down how I view 

myself and my social identities. 
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So I've written, I'm a teacher first as it's my daily job. And the thing I think about most often, I'm a 

second language speaker. I use my skills and experience often in teaching English, being, working 

class as an aspect of myself that is evident in my accent and impacts my professional life more so 

than being white or male. 

That’s personally, what, what I've written down about myself, how you choose to express your own 

personal identity or identities, doesn't have to be this long. It could be as long as you want, it could 

be a whole page if you want it to, um, you can write about whatever aspects of yourself that you 

think are important in your life, whether it's to do with your career or not. 

Um, and how you think it affects or reflect on your life. Does that make sense?  

QUENTIN:[00:02:52] Yeah.  

R: [00:02:53] Yeah, Um, you don't have to talk about being anything specific. It doesn't even have to, 

you don't talk about being a man or being a teacher or anything. It's just, it's dependent on whatever 

aspects of your own personal identities that you think are the most important aspects of yourself. 

QUENTIN:[00:03:10] Okay.  

R: [00:03:11] Okay. And as I say, it could be a paragraph. It could be a page. It could be however long 

you want it to be. The next bit is the cohort breakdown. So what I've done is I've broken down a 

class that I taught back when I was in Egypt. So I've written, year one, two class, aged five to seven 

years, uh, 20 people, 10 boys, 10 girls mixed ages. 

Multi-ethnic multi-religious all second English as a second language, one special educational needs 

based in Egypt. Now this could be the current cohort that you're teaching. This could be a previous 

cohort that you've taught. It's up to you. All, I don't need names of pupils. I don't need anything 

specific, just a breakdown of the, kind of the general workings of what that class is.  

Does that make? Is that okay?  

QUENTIN:[00:03:49] Okay. Yeah. That’s fine. 

R: [00:03:52] The kind of the longer one, well, the top one, the individual breakdown, and this one 

could be longer ones, I suppose. It's chosen resource. So what I've, I took a resource for English 

letter writing that had postcards and I cut and pasted three of the images from the postcards. 

And then I wrote a description next to them. Not necessarily description of what the point of the 

postcard is, but more a description of why I chose that postcard. Specifically. So in this one, I wrote 

the picture depicts an Egyptian man dressed in traditional clothing, riding a camel, beside the great 

pyramids. As the class live in Egypt I wanted them to have a familiar picture to compare to other 

international images, though they have never visited the pyramids. Also traditional dress is, rarely 

worn and camels are only... um, even though I’ve broken down the image itself. You don't have to 

necessarily do that either, because if you choose a resource that's, for example, writing, if it's a 

poem or a story that you'd like to use in one of your lessons, um, you could just take a snap of, a 

snippet of a piece of that writing and explain why you like it. 

It could be, um, something that's personal to you or something that you think fits with the group of 

kids that you teach. Um, it could be any reason why you like the resource you use, it doesn't have to 

be specifically to do with the look of the resource or where you got the resource from. It's the most 

important thing is to, is to do with why you like it or why you want to use it, not necessarily what the 

resource is, does that make sense? 
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QUENTIN:[00:05:25] Yeah. You want me to give you a resource that I've used and that I like?  

R: [00:05:30] Yeah. And just, you don't have to give me the entire resource, but even if you give me a 

bits of the resource and just kind of do a write down breakdown of why you liked those bits.  

QUENTIN:[00:05:40] Okay.  

R: [00:05:41] Yep. Um, and down the bottom here I wrote, I would place these images in a folder 

labelled traditional depictions of people as, uh, these are not showing - modern life - necessarily. 

What I mean by this is, is if you imagine that you're saving your resources in a file, what would you 

name the file? What would you name the folder? Would you name it? Just teaching for the name of 

the lesson that you're teaching and put it in resources? Or would you name it something specific 

that's to do with the resource itself? 

Or would you name it something to do with the topic you're teaching? Um, again, the resource you 

choose could be a resource for an entire topic, and you're just choosing bits of that resource. It 

doesn't have to be, it'd be a biggest thing. 

Does that make sense? 

QUENTIN:[00:06:31] Yes it does. 

R: [00:06:35] Right. I'll stop sharing my screen for the moment. Now, as I say this, I don't want this to 

be too much work for you guys. Cause I think some, some people have been kind of, too worried 

that they're, the amount of work that they've got going on at the moment. They don't want to have 

to take the time to do so much work on this. 

QUENTIN:[00:06:54] Not doing anything else, - name - 

R: [00:06:56] yeah. Um, so really, I mean, take your time to write these bits down throughout the 

week. Next two weeks, if you want to, email them, as you email them to me as you've got them, and 

then we'll set up another meeting just to have a chat.  

QUENTIN:[00:07:10] OK 

R: [00:07:11] And then at the second meeting will be more to do with the actual research itself in the 

social identities and your, and your, um, your reception of the media itself as well. 

QUENTIN:[00:07:22] Okay.  

R: [00:07:22] Um, the third meeting we have. Will be me giving you another resource and just 

wanting to get your feedback on it, to see what you think of it, how you like it, whether you would 

use it, what you would use it for that sort of thing.  

QUENTIN:[00:07:37] Okay.  

R: [00:07:38] Okay. And the fourth meeting, hopefully, which will hopefully be, um, March-ish will be 

you and a group of maybe another three or four people, um, on, um, on teams, just having a chat 

about how you would create a resource for a fake class. 

QUENTIN:[00:07:55] Oh, okay. 

R: [00:07:56] A resource you create for that specific class, but that won't come until, like I say, 

March-ish.  None of this should take more than a half an hour to an hour each time.  
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QUENTIN:[00:08:06] All right. No worries.  

R: [00:08:07] That sound okay?  

QUENTIN:[00:08:08] Yeah, that's fine.  

R: [00:08:12] You have any questions about it?  

QUENTIN:[00:08:13] No. Well, well, you know what you just showed me?  

R: [00:08:17] Yeah.  

QUENTIN:[00:08:17] What you'd written.  

R: [00:08:18] Yeah. 

QUENTIN:[00:08:18] Can you send that to me? So I can just...delete 

R: [00:08:20] Yes. I'm sending that to everyone anyway, so I'll send it to, you can use it as a proforma 

if you want. So you can kind of delete what I've written and write your own bits as well. Or if you 

think there's not enough or it's too much or whatever, you can just write your own bit as well, if you 

want to. 

QUENTIN:[00:08:34] Okay. And is it... 

R: [00:08:39] sorry, you've broken up there a little bit. 

Say this again?  

QUENTIN:[00:08:48] Sorry. I was saying, is it for a specific subject or just any, any?  

R: [00:08:53] Being a primary teacher could be for any subject? Really? Um, though I think it'd 

probably be harder for maths because it would be more based towards the topic being taught in 

maths. Science. So likely anything like an English or a humanities resource that you've used, or a 

topic based resource that you've used. 

Um, you could use a resource first, something that was like world book day or, um, black history 

month or anything that you found that you thought was interesting for those particular periods that 

you wanted to teach that you thought was worthwhile using. Yeah. So it's the things, the thing I 

want you really to spend the most, the most time thinking about is the social identity thing and the 

reasoning behind your choices of the resource. 

QUENTIN:[00:09:42] Did you put that in yours? The reason you pick the resource. Oh, you did you 

put it next to the picture didn’t you?  

R: [00:09:47] Yeah, yeah,  

QUENTIN:[00:09:48] yeah. Right, yep, can do.  

R: [00:09:51] So, um, once, once I've got the data through from everyone, by the end of February, 

March-ish, then I start doing the breakdown of the analysis of the data and things like that. Once I've 

gotten what I think I need and I’ve started writing things up, I'm happy to send you kind of a 

breakdown of what I found out if you want? 

QUENTIN:[00:10:11] Yeah  
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R: [00:10:12] Just for, that would be interesting for you. And also once the, um, the, the thesis has 

been written up and has passed through its viva, which means. Um, it's actually been passed 

through, then I'm happy to give you a copy of the thesis at the end of it.  

QUENTIN:[00:10:25] Yeah, right? Yeah. That's good. So you’ll be Dr - name -?  

R: [00:10:30] Yes. Eventually we'll wait and see. Hopefully, hopefully following. Right. I'm going to 

stop sharing this. I'm going to stop recording unless you've got any other questions.  

QUENTIN:[00:10:40] No, that's a good man.  

R: [00:10:42] All right. So let me stop recording. 
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Patricia 

Introductory meeting, Patricia. 1th January 2021. 13:10. Duration of interview: 14 mins, 55 secs. 

R: [00:00:00] Okay.  

I believe were now recording. 

Yes. Okay, good. Right. So first thing we needed to do is confirm that you are who you are and that 

you give permission. So could you please tell me your name?  

PATRICIA [00:00:27] - states name -. Yes. I give permission for myself to be recorded and used in 

your PhD research.  

R: [00:00:34] Fabulous. Thank you very much.  

PATRICIA [00:00:35] You're welcome.  

R: [00:00:37] Okay. And that bit done. 

And, uh, you have signed the permission consent form, haven't you?  

PATRICIA [00:00:44] Yes.  

R: [00:00:45] Fabulous. Thank you. Okay. Right. A bit of Explanation on what it is I'm doing, just to 

kind of give you an idea is, we're looking at, um, it's called social identity theory. So it's the idea that 

everyone has different forms of identity, depending on the scenario that they're in. 

So you have your own personal, how you see yourself possibly? You also have. How you act in a job, 

how you act in different jobs, how you act towards friends, those sorts of things, and even, um, 

cultural identities or your identity as a woman, your identity as a teacher, your identity as a white 

person, your identity as Westerner, that sort of thing. 

So it's, it's, it's the concept that you don't just have one personality type necessarily, and that your 

identities actually affect your choices.  

PATRICIA [00:01:40] Okay.  

R: [00:01:40] Does that makes sense?  

PATRICIA [00:01:42] Okay.  

R: [00:01:43] Yeah. Um, the other thing I'm looking at is called audience reception theory. So that's 

about, when you receive a piece of media, let's say a piece of, um, teaching resourcing for a, um, uh, 

for any form of syllabus that you didn't make. 

You see it, and then you kind of, you. Pass it through how you would think that you perceive it or 

how you think your kids might perceive it and that sort of thing. And whether it works well, whether 

it's going to do the job you want it to do, but also what kind of messaging it has in it. And do you 

think it's the right way? Is it suitable for them, for yourself and that sort of thing? So that's in how 

you receive the media and it's not necessarily to do with, um, the person who made it. They have 

their own choice and their own idea of how they expected a message in the media to be, it’s to do 

with whether you got the same message, and whether you think that it was, that the message is the 

same as what they thought to begin with. Does that make sense?  

PATRICIA [00:02:50] Yeah.  
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R: [00:02:51] Okay. So, um, what I'm trying to do is get a number of participants who are teachers to, 

A: break down their social identities, and I'll go through how I mean for you in a minute, um, and 

then to get a piece of resourcing and then break that piece of resourcing down. That shouldn't take 

you a huge amount of time. 

It's just for me to A: get to grips with aspects of your social identities and how that might affect your 

audience reception. And to look at the types of resourcing you're using. So that's basically what 

we're going to be doing in the first two. And then going into the third conversation we have.  

PATRICIA [00:03:37] Okay. 

R: [00:03:38] Okay. So I what I’m going to do now, is I'm gonna share my screen with you. 

Screen one. Right. Can you see my screen?  

PATRICIA [00:03:50] Yeah. You got a calendar on there?  

R: [00:03:52] Yeah. Good. Okay. So I'm going to bring up here. It’s called my example, data sets. So, 

um, as I’ve written here, provided here as an example data set carried out by the researcher. It 

comes with an individual breakdown. So my individual break down, I've written. I am a teacher first. 

As it's my daily job and the thing I think about most often. I am a second language speaker. I use my 

skills and experience often in teaching English. Being, working class is an aspect of myself that is 

evident in my accent and impacts my professional life more so than being male or white, in my 

opinion. That's kind of what I mean about my individual breakdown. Does that make sense?  

PATRICIA [00:04:34] Yep.  

R: [00:04:35] Yeah. So when you break yourself down to how you, how you view yourself or how you 

identify yourself, you don't have to in any way, consider yourself to be anything specific. It's just got 

to be, it's got to be particular to you. 

So, um, this is just how I've broken myself down in this, in this scenario. So all I'd ask from you is to, 

um, take a bit of time to have a think about, and then write down maybe a paragraph. Or as much as 

you like really on how you see yourself in your social identities, if you think that you have more than 

one social identity, um, the next thing I'd ask you to do, and clearly if you're not working at the 

moment, you've done it to think about current cohort, but you kind of think about a previous class 

that you've had. 

Um, the class I wrote about was a year, one or two class age, five to seven, um, 20 pupils, 10 boys, 

10 girls mixed age. Multi-ethnic, multi-religious all English as a second language. One with special 

educational needs based in Egypt. So that's just a breakdown of the cohort. You don't need to give 

names. 

You don't need to give, um, any specific details about any of the kids, because it's not really to do 

with the individuals it's just to do with the cohort class.  

PATRICIA [00:05:47] Okay. So you want me to write those down?  

R: [00:05:49] If you can do, if that makes sense.  

PATRICIA [00:05:52] Okay.  

R: [00:05:53] Okay. Um, I can send you a copy of this. So you can see what I mean? 

PATRICIA [00:05:57] Yeah, that'd be good. Yeah, that'd be very helpful.  
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R: [00:06:00] Okay. I’ll send that over then, to you.  And then chosen resource. I've written my 

chosen resource is, a postcard writing resource for English letter writing. And what I've done is I've 

included. Three images from the resource. So these three images came from the resource itself and 

I've then written inside these boxes, a breakdown of why I chose these resource images. 

So for example, this top image, I wrote this picture depicts an Egyptian man dressed in traditional 

clothing, riding a camel, besides one of the great pyramids of Giza, and as a class lives in Egypt I 

wanted them to have a familiar picture to compare to other international images. Though they have 

never visited the pyramids, also traditional dress is rarely worn and camels are only ever, ever in 

tourist regions.  

PATRICIA [00:06:44] Okay. I have, can't see the pictures. I can only see up to chosen resource.  

R: [00:06:49] Oh can’t you? 

That's very strange. Wait a second.  

I'm trying to see, can you see yourself now? 

PATRICIA [00:07:08] Yep. That's it.  

R: [00:07:10] You can see it. Yeah,  

PATRICIA [00:07:11] yeah. Go back. Yep. I can see them now.  

R: [00:07:16] Okay. So even though I've spoken more to do with the actual layout of the resources 

and things, and then how it, how it affects my cohort and why I chose it and to do with my cohorts, 

that doesn't necessarily have to be, what you write about, your chosen resource, and your chosen 

resource doesn't have to be pictures either your chosen resource could be, um, a poem or a story or 

something that you think was particularly relevant to something that you did as a class at some 

point, um, as long as you can identify why it is that you chose it, um, and then tie it into the purpose 

for why you were using it. 

So w if, if it was. Specifically towards the kids in the class you were teaching, then that's one thing. 

But if it was to do with something personal to you that you wanted to relate to the class, that's  

perfectly fine as well. You can relate that to, so it just, it just depends on whichever type of 

resources that you want to choose. 

You don't have to write a huge amount, I’ve only, if you can see here, written this one page worth 

again, I'll send you the copy and you can change it as you need to, and then underneath, I've just 

written down what type of folder that I would place it in. Now you don't need to worry about a 

folder. All I need you to do is just do the page worth of work. 

And then I'll put that into a folder myself onto a hard drive in the university.  

PATRICIA [00:08:46] Okay.  

R: [00:08:47] But if you want to, if you want to tell me how you would label it, as in traditional 

depictions of people or, um, specific things that how you would label in your own savings or in your 

own hard drives and other, that would be interesting as well. 

Cause it's in how you identify that, that piece of resource. 

Does that make sense?  
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PATRICIA [00:09:10] Yeah, it does now. Um, but if I, uh, I'll contact you if, while I'm doing it, I have 

any, um, questions for you.  

R: [00:09:20] Yeah. That's absolutely fine. You don't need to spend huge amounts of time doing it. 

You don't have to write, you can write as little or as much as you want. Um, That's absolutely fine. 

And then what I, what we can do once, once you've feel like you've finished it and you've emailed it 

to me is we can set up another meeting. We'll have a chat about it.  

PATRICIA [00:09:36] Okay.  

R: [00:09:37] Okay. The third process out of the four steps, which I will bring up gain... um, is I will 

give to you a different piece of resourcing either from one of the other teachers. 

Or one that I found myself and I'll just get you to kind of break down who you'd use it for or what 

you think about that resource. So it's kind of like the page we've just seen, but more to do with what 

you think of the resource. Okay. And then the fourth stage, which will be once everyone's finished, 

the sections they need to do, is you and three other people will meet online like this. 

Um, and then we'll just have a discussion about a type of resource that you would create for a 

fictional cohort. And then you'll have a discussion about that amongst each other.  

PATRICIA [00:10:28] Okay.  

R: [00:10:29] Yep. Um, do you have any questions?  

PATRICIA [00:10:33] No, not at the moment.  

R: [00:10:35] No. Okay. So that's fundamentally what it is and what it's about. 

PATRICIA [00:10:46] So I can't see you. I've just got this elephant.  

R: [00:10:50] Okay. I'll stop sharing, there you go, done. Right. Can you see me again now?  

PATRICIA [00:10:56] Yep. Got you back.  

R: [00:10:58] That's good. So really the main things you need to know is that any information given 

to, given about you, like at the beginning where you said your name is only going to stay on the 

recording for myself. 

That's not going to be mentioned in the, in the dissertation, you'll be anonymous throughout. And 

the only time you won't necessarily be anonymous is in the group meetings, but then when it's all 

written up at the end again in the dissertation, no one's names will be mentioned. There’ll be not 

mentioned of anything specifics about individuals or classes. 

Okay. Okay. Um, and if you want a copy of the dissertation at the end, you're more than welcome to 

have on once it's been, once it's been passed through its review, um, And equally I could either that, 

or I can break down, I could do a breakdown for you kind of results if that'd be helpful for you as 

well. 

PATRICIA [00:11:49] All right. Sounds all right. To me.  

R: [00:11:52] Yeah?  

PATRICIA [00:11:53] Yup.  

R: [00:11:54] Fabulous. So that's, it really.  
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PATRICIA [00:11:57] That's all there was to it!  

R: [00:12:00] For the first meeting. So what I'll do next is I will, I will email you that same page. And 

you can use it as a format if you want, if you don't want to use it as the form of pro-forma, then you 

don't have to, um, just do it. 

However you feel that you think suits you best. Um, and what's, what's the most important thing 

more than the writing up of things, even though obviously the writing's helpful, is that you, you 

really have a think about the, the ideas behind it. And then even if you just want to chat about those 

and we can record those chats, that's just as useful. 

PATRICIA [00:12:35] Okay. So I'll pick, um, resources that I've used with with my class.  

R: [00:12:41] Yep. Okay. Yep. Um, as I say, there can be resources of any, any subject. Um, any 

particular thing, clearly, if it's to do with maths, and it’s a maths resource, then it'd be a little bit 

more difficult to say it's personalized towards certain groups, but that might not necessarily be the 

case. 

You might have something that you think would be more interesting that you can talk about in that, 

but it's not, it's not specific to just pictures. It's not specific to artwork. It's not specific to English. For 

example, it can be any subject as well.  

PATRICIA [00:13:10] Okay.  

R: [00:13:11] Yeah.  

PATRICIA [00:13:12] Cool.  

R: [00:13:13] Fabulous. All right. I will stop recording. 

PATRICIA [00:13:19] Do you want me to add, to take photos of what I've used?  

R: [00:13:24] Um, yeah. Well, w what I want you to do, I've not stopped recording just yet. Um, is if 

you can get the resource, then either do it in the same way that I've shown you, or send me that 

resource as well. Because then you can just kind of break down. 

Your break down will be specific to how you've chosen to break it down. Then I'll have the original 

resource that I can then say this, I can compare your breakdown to. So does that make sense?  

PATRICIA [00:13:50] Right? Because I've got some that I've got one set of resources I use, which 

covers a lot of different areas and that's why I like them. 

R: [00:14:02] Right.  

PATRICIA [00:14:05] That's one resource. And then other resources are, if you like my favourites, 

because I think I can connect with the children easier through those.  

R: [00:14:15] Okay. Yeah. That's absolutely fine.  

PATRICIA [00:14:17] If those are okay? 

R: [00:14:17] Yep that’s absolutely fine. 

If you think they're too big to send, then you can maybe crop a page or do a screen grab of specific 

sections if you wanted to. 
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Um, and then send that to me as well as, but the main thing would be kind of just like a bit like the 

cut and pasting. I've just shown you now in my, my, well on my screen, if you can do something like 

that, that would be easier for you as well.  

PATRICIA [00:14:38] Okay.  

R: [00:14:39] Yeah. And as I say, it can be writing as well if he wants it to be.  

PATRICIA [00:14:42] Okay. 

Okay. Yeah, that's fine. Sure.  

R: [00:14:49] Excellent. Thank you very much. 
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Olivia 

Introductory meeting, Olivia. 27/01/2021. 14:56. Duration of interview: 08 mins, 27 secs. 

R: [00:00:00] See a little pop up in a second saying, uh, meetings recorded. There you go. If you want 

to see the meeting at any point, it's in the chat history, so you can log into teams and then log into 

the chat history and you can download the meeting if you want to. It's available for like 20 days. Um, 

I'll have a copy of it on my memory stick, which is password protected. 

So no one's going to be getting on that. Right. Um, could you please tell me your name?  (Participant 

states name)  

Thank you. And you have, um, read and signed and agreed to the participant consent form.  

OLIVIA [00:00:44] Yes, I have.  

R: [00:00:45] Fabulous. Thank you very much. Right. Do you have any questions about it before we 

begin?  

OLIVIA [00:00:53] Um, do you need any particular evidence of me being who I say I am, and me 

being a teacher?  

R: [00:01:02] No.  

OLIVIA [00:01:02] Cool.  

R: [00:01:03] So it should be fairly evident, um, on, uh, on everything that comes next afterwards. So 

it should be fine. Um, what I'm going to do is share my screen with you so you can see what sort of 

notes. Right. So you should be able to see, um, my calendar at the moment.  

OLIVIA [00:01:25] Yes.  

R: [00:01:26] Yeah. Okay. 

Um, what I'm going to do to begin with is I'm going to show you the example data set that I've got 

and then talk you through it. Um, and then just talk through quite briefly about what it is that I'd like 

you to do before we have our second meeting, um, If you have any questions, just, just shout out 

and ask me, um, about, you could ask me any questions at the end as well. 

It's up to you. Um, I'll be sending you a copy of this example, data set as well. So you can use it as a 

pro-forma.  

OLIVIA [00:01:54] Oh, great. Thank you.  

R: [00:01:55] Okay. Um, you don't have to copy it if you don't want to, you can write as much or as 

little as you want to. Some pick. Some of my other participants have written a whole page worth of 

certain things, others have written a little bit less. 

So it's entirely up to you. How you want to do it. The first thing I've done is I've written, what's called 

an individual breakdown. Um, this is specifically to do with your social identity concepts. Um, are 

you okay with the idea of what social identity means?  

OLIVIA [00:02:25] Yes.  

R: [00:02:26] Okay. So I've written here. I'm first, the teacher as it's my daily job and the thing I think 

about most often, I'm a second language speaker. 
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I use my skills and experience often in teaching English, being, working class is an aspect of myself 

that has evident in my accent and impacts my professional life more so than being male or white. 

Now. How you choose to break yourself down and your individual breakdown could be much, much 

longer than that. 

It could be order of relevance or it could be order of importance for you. Um, it doesn't have to be 

necessarily focused on you as a teacher. It could be focused on what you find as the most important 

aspect of yourself. Um, take some time to think about it and then just write as much or as little as 

you feel like you need to for that. 

OLIVIA [00:03:09] Okay.  

R: [00:03:10] Is that okay?  

OLIVIA [00:03:14] Uh, do you need a particular like a location? So when I taught in Egypt, that was, 

that would be slightly different to how I'm perceived in the UK. Right.  

R: [00:03:28] You can mix up, it could be any of those circumstances. So you can give me examples 

as much as you want to as well. If you've been in different circumstances and you feel that you've 

been a different individual there than you were here, break it down for me. 

OLIVIA [00:03:40] Okay.  

R: [00:03:41] Yep. Okay. Uh, next bit I've chosen a class that I taught at one point. So the cohort 

breakdown is a year one, two class, aged five to seven, 20 pupils, 10 boys, 10 girls, mixed ages, multi-

ethnic, multi-religious English as a second language, one with the special educational needs. So it 

doesn't have to be a class that you've teaching currently, or that you've taught most recently. 

It could be any class that you want. Um, just to have a breakdown of, of a cohort, of a cohort that 

you've taught your chosen resource for, and then the chosen resource I've written a short blurb of 

what it is that I chose and why I chose it. So my chosen resource is as a postcard writing resource for 

English. 

I've chosen this resource because it contains a lot of images, that the children could relate to being 

an Egypt and can compare those images to others from another background. What I then did was I 

took a screenshots of three parts of that resource. And then I wrote in these boxes, a little 

breakdown of why I chose these screenshots. 

So For this one, I wrote this picture, depicts an Egyptian man dressed in traditional clothing riding a 

camel beside one of the great pyramids in Egypt, as the class live in Egypt. So I wanted them to have 

something familiar in the picture to compare to other international images. Though they have never 

visited the pyramids. 

Also traditional dress is, rarely wore and camels are only in tourist regions. So I kind of related it 

more to how the children might receive it than about the actual resource itself. Cause I'm not hugely 

interested in the, in per se about the actual resource, but in how the children might receive the 

resource or the messaging you have, or the reasoning you have for using that resource. 

Does that make sense?  

OLIVIA [00:05:20] Yes. Yeah.  

R: [00:05:21] Okay. Now you don't have to use images. You can use, um, any resource that you like 

to use for the class that you've, you've chosen, it could be writing, it could be a poem. It could be 
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anything that you find, if it was a personal thing that you chose, because you enjoyed using it or 

enjoyed reading it when you were a kid or it could be something that you've chosen before or 

something you've found from a website that you like, whatever resource that you feel like it can be 

two, three, however many resources. 

Well, it's up to you. How many you want to do if you want to do one or two.  

OLIVIA [00:05:50] Okay.  

R: [00:05:50] Okay. Um, you haven't got any particular timeframe to get this done, so take your time 

with it. Um, I don't want, you don't need to rush with it or anything like that. Um, the one thing that 

I would just say is just please pay more attention to the, kind of the social identity side of the 

questionnaire, and also with the resource, your reasoning for using it with that class. 

Or how you expected that class to receive it more so than what the topic of the lesson was. And you 

wanted it to reach the learning objective, because it's not so much to do with the actual lesson itself. 

As I say, it's more to do with the pupils and yourself and the interaction of the two.  

OLIVIA [00:06:30] Okay. 

R: [00:06:31] Okay. Um, don't worry about on there, isn't there anymore? So I've gotten rid of that, 

that's good. There was a bit at the bottom that I'm not using anymore. Um, as I say, I'll send this to 

you. In an email so that you can use it when you need to. Um, if you don't want to use it, as long as 

you don't have to, and you can just kind of write your own thing if you want to. 

OLIVIA [00:06:53] No. Um, I'll follow what you've said. 

R: [00:06:57] Okay. I'm just going to stop sharing the screen so you don't stare at yourself. Okay. 

You don't have to worry about. Um, necessarily how much writing you do? Um, cause a lot of it 

we're going to go, w we'll break down in the conversation we have in our second meeting anyway. 

So, um, if you feel like you haven't gotten quite what you think that I might want, or you feel like you 

haven't written enough, anything, not, not, don't worry at all. Cause we'll, we'll go into it verbally 

anyway. And I'll ask you a lot of questions about things that you've said or bits you might not realize 

you thought about, it all come out when we have the conversation. 

Is that okay?  

OLIVIA [00:07:40] Yeah. That's okay. 

R: [00:07:42] Brilliant. Um, I know that you're early years, you don't have to worry about the age 

group of the kids, either it's, um, I've got, got varied from early years, all the way up to secondary at 

the moment. So really makes no difference in the age group of the kids. It's more to do with kind of 

the perceptions of yourself and the perception of the pupils you have. 

That sort of thing.  

OLIVIA [00:08:01] That's good. Yeah. Cause my, I was a bit concerned. I would skew anything. But it 

works out.  

R: [00:08:10] No, it's absolutely fine. Do you have any other questions?  

OLIVIA [00:08:15] No, that's pretty clear.  

R: [00:08:16] Okay. That's great then that's pretty much it.  
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Nigel 

Introductory meeting, Nigel. 17th Feb 2021. 10:08. Duration of interview: 12 mins, 03 sec. 

R: [00:00:00] Up in a minute saying that the meeting's being recorded. There you go.  

NIGEL: [00:00:08] Yeah. Yeah.  

R: [00:00:10] Okay. If at the end of the meeting or at the end of any of our meetings, if you want to 

be able to see the recordings just need to go to the meeting history, to chat, and then you can 

follow, you can click on the link to find the recording. 

NIGEL: [00:00:26] Okay. Okay.  

R: [00:00:28] Right. First thing I need you to do, if you don't mind is confirm your name and that 

you've signed the, um, the participant information consent form.  

NIGEL: [00:00:38] Yep. My name is (states name) and I've signed the form.  

R: [00:00:41] Fabulous. Thank you very much. Okay. What I'm going to do is share my screen. So You 

can see what I'm looking at, it'd be a bit weird for you to begin with cause you'll see yourself. 

NIGEL: [00:00:53] Right. Okay.  

R: [00:00:54] Yep.  

Can you see? You should see my diary open at the moment in front of you. 

NIGEL: [00:00:58] I can yep, that's right yeah.  

R: [00:00:59] Yup. Yep. Okay. So what I've got here is called the example data sets. I'm going to send 

this to you as a kind of a proforma that you can use to copy. If you want to, you don't have to copy it. 

What I've done is I've written down. The first thing I've done is I've written down an individual 

breakdown of myself.  

Um, basically as, um, for my social identities, how I identify myself socially. So I've written, I am a 

teacher first as it's my daily job. And the thing I think about most often, I'm a second language 

speaker. I use my skills and experience of them and teaching English, being, working class is an 

aspects of myself that is evident in my accent and impacts my professional life more so than being 

male or white. 

Now, when that comes to you doing your own one, you don't have to write it in that way at all. Um, 

some people have written about how they, they considered themselves to be parents first, 

obviously. And then how that impacts their teaching, if they think it impacts their teaching. Um.  

NIGEL: [00:01:59] Yeah.  

R: [00:01:59] They talk about how they view themselves socially, whether it's to do with their race, 

they class, their, their, um, the, the region in which they've grown up or which they will, which they 

come from. 

Um, you know, anything about yourself that you think that that's, um, creates aspects of your 

individual social identities. Does that make sense?  

NIGEL: [00:02:20] Yeah. Yeah.  
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R: [00:02:22] Okay. And it could be as long as you'd need it to be or a short as you needed to be. 

Mine's only a paragraph. Yours can be a whole page long if you wanted it to be, um, we'll be talking 

about it anyway, so you don't need to write too much. Cause generally I'll be highlighting the things 

that I think are worth having the conversation about afterwards in our second conversation. Does 

that make sense?  

NIGEL: [00:02:43] Yeah.  

R: [00:02:44] Okay. Um, the next thing I've written down here is a breakdown of a class cohort that 

I've taught. So this class cohort I taught, I wrote a year, one and two class aged, five to seven, 20 

pupils, 10 boys, and 10 girls that were mixed ages. Multi-ethnic. Multi-religious, all English as a 

second language. And one with special educational needs. Now, obviously. Being a secondary 

teacher, generally, you're going to have used, um, you're probably going to use one of your 

secondary classes, but at the same time, if you've got a primary class, it's up to you, whichever one 

you want to use, if it is a secondary class, just all you need to do is break down the makeup of that 

class. I don't need specifics about individuals.  

NIGEL: [00:03:29] Yeah.  

R: [00:03:30] Okay. And the reason I need you to break that down is because. I've chosen a resource 

that I used for that class. So my chosen resource is are postcard writing resource for English letter 

writing. And I've chosen this resource as it contains a lot of images, which the children can relate to, 

being an Egypt, and the can compare them, those images to others from another background. 

Um, so it's, this is just a quick write-up of why I chose the initial resource itself for the, uh, for the 

lesson, more so than, um, breaking down how good or how bad the resource is. It's cause what I'm 

interested here is not really the resource itself, but your reasons for choosing. Yeah. If that makes 

sense. 

NIGEL: [00:04:10] Yeah.  

R: [00:04:11] Yeah. Again, you'll have this email list to you after we've had a conversation. We can, 

you can use this over the weekend or whenever you do this as, as your proforma. So what I've got 

here is images that I've cut from the resource itself, and then I've stuck into the proforma, and then 

on the right here, is I've written a description of not just of the image, but, of why I used the image. 

So this one depicts an Egyptian man dressed in traditional clothing, riding a camel, besides one of 

the great pyramids of Giza, as the class live in Egypt I wanted them to have a familiar picture to 

compare to other international images, though they have never visited the pyramids. Also traditional 

dress is, rarely worn and camels are only in tourist regions. So it's more of a breakdown of why I 

chose it for the class. Then it's usefulness for the subject. Yeah? 

NIGEL: [00:04:57] Yeah. Yeah.  

R: [00:04:58] It's not really, what I'm looking at, isn't to do with how good the, the, the, um, the 

resource is at teaching the lesson that you're teaching. It's more to do with why you chose it 

specifically. Does that make sense?  

NIGEL: [00:05:14] Yeah, yeah.  

R: [00:05:15] Now it doesn't have to be images. Um, it could be a piece of writing. It could be, um, 

scenes from a film that you'd like to show sometimes or a video from YouTube or something. As long 

as you give me the link for it, if it is a YouTube video and to take screenshots, then you could just talk 

about why it is you like it. Some, some of my other participants have chosen a game, for example. So 
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they've taken photos of the game that they've used and explained why they chose it. So any, any 

type of resource. It could be a personal one that you've chosen because you've always used it. And 

you had to, as a kid, or it could be something that was passed down to you from another teacher or 

that you've had that you just thought was really good, just as long as I kind of get an understanding 

of where it came from, why you use it and what its usefulness is to you. 

So the reasoning why you used it, does that make sense?  

NIGEL: [00:06:08] Yeah, fine. Yeah. Yeah. Is it just for one, for one lesson?  

R: [00:06:13] Just for one resource. If you've got more than one resource, that's, that's absolutely 

fine as well. If you've got multiple resources, you can use those. Um, so again, this can be as long as 

you want, if you think it's a resource that you've chosen for a topic or for, um, a half term's sort of 

period, then that's absolutely fine as well. 

As long as you kind of give me a breakdown of why you've chosen it. Not so much, but how good it is 

at the lesson itself. Yeah. Okay. Makes sense? 

NIGEL: [00:06:42] Yeah. Fine. Yeah. Yeah.  

R: [00:06:43] Now this doesn't have to be that long. Sorry.  

NIGEL: [00:06:47] Sean, could, could I choose a textbook then?  

R: [00:06:50] Yes. 

NIGEL: [00:06:53] Right. Okay. Tah.  

R: [00:06:55] Yep. So if you like a textbook, you can take photos of the text itself, and then all you 

need to do is put it onto either this form or onto another form you've created using word and just 

email it to me. Don't worry about printing it off. Because I'll save on my hard drive.  

Um, and you can just email it to me. And then when we have our second conversation, it will be to 

talk through your social identities that you wrote about and to talk about the, um, resource that you 

chose.  

NIGEL: [00:07:23] Yeah.  

R: [00:07:24] Okay. Do you have any questions about that? 

NIGEL: [00:07:27] Uh, Nope. That's fine. Thank you.  

R: [00:07:30] Fabulous. Well, like I said, I'll send this, this, uh, Um, example dataset to you in a 

minute after we finished.  

So you'll have that to look um.  

NIGEL: [00:07:39] Oh, sorry. Sorry, Sean. Just one other question then, um, with a particular class, 

uh, does it, does it, with a group that I taught, does it have to be one particular group or could it be 

for, um, I'm thinking about doing a GCC textbook. 

R: [00:07:55] Yeah.  

NIGEL: [00:07:56] Um, Well, a particular course that I chose to teach them with a particular book. 

Um, do I have to have the, could that course was taught to various schools groups.  
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R: [00:08:07] Yeah. So if it's, if it's various groups, because you're a secondary teacher, you can write 

down the cohorts were three classes of 30 pupils each class with or around 30 people in each class. 

Um, and then just give me a breakdown of the type of classes that there were. So for example, when 

I taught at the school in Bradford, which is second, which were a secondary school, I would have put 

two classes of between 30 to 32 kids, mostly Asian background, mostly Muslim. Um, all British, some 

English as a second language, just gives me a breakdown of the kind of region. 

Because if you, if you talk for example, in Cheshire, then it's going to be two to three classes of 30 

kids who are mostly, probably white. Um, yeah. Mostly native English speakers, that sort of thing. 

Mostly Christian, probably possibly. So it's just a, kind of a breakdown of the, the, the kind of, um, 

social structure of the class. 

NIGEL: [00:08:56] Yeah, fine. Yep. Yep. Yeah. Yeah. That's fine.  

R: [00:09:02] As I say, it can be as long or as short as you want it to be. What we'll do is in the second 

meeting, will probably be about an hour long. So we'll, we'll either have to do it the same time we're 

doing it now. And just, just with the idea that it's going to take about an hour long, um, and then, or 

if we think it's needed to be after school at some point, then that's absolutely fine we can do that. 

Or even over a weekend.  

The third meeting after that, what I will do is I will send you, um, some other teaching resources to 

look at.  

NIGEL: [00:09:31] Yeah.  

R: [00:09:32] With a breakdown of a fictional class cohort that you could look at. And then I just 

want your opinion on how good or bad you think those resources are and why. So that won't be until 

our third meeting. And then our fourth meeting will be yourself with two or three other teachers, 

just having a chat about things we've spoken about, to do with the social identities. Um, obviously, 

because I'm trying to get most of this finished before the end of March. I might try and rush ours 

through a little bit faster than I'd been with others, but I don't want to rush it too fast. So I don't 

wanna, I don't wanna make you feel kind of stressed about it along with all the other things that 

you're doing. Okay.  

NIGEL: [00:10:14] Right. Fine. Yeah. Thanks.  

R: [00:10:16] That's okay. So what I'll probably do is I'll book us in now for our next meeting next 

week.  

NIGEL: [00:10:23] Yeah.  

R: [00:10:24] Um, and then that way it gives you a kind of a scheduled time to, that'll help you out. 

So do you want to do about the same time on the same day? Next week?  

NIGEL: [00:10:33] Yeah. Fine. Yeah. Yeah. So next Wednesday.  

R: [00:10:36] What I will do then, is I will send you an email now in a second. So it'll be 10 o'clock in 

the morning on the 24th of March. Yeah, for an hour, if that's all right from 10 to 11, I can do from 

nine till 10. If it's easier for you? 

NIGEL: [00:10:53] Uh, yeah, could, could we make it nine till ten if that's all right. Yeah?  

R: [00:10:57] That's absolutely fine. Yeah.  
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Yeah. So what I'll do then is I will send that over to you in a moment once we finished this session. 

Yeah. And then you'll also get an email through, with the performer, so you can have a look at that. 

Okay?  

NIGEL: [00:11:14] Okay.  

R: [00:11:15] Um, what I might also do is, um, I might combine our next meeting and the third 

meeting together so that... 

NIGEL: [00:11:26] Right.  

R: [00:11:27] I will send you, along with the proforma. I'll send you the, um, the three resources to 

look at, and then that way we've got, we can kind of combine them a little bit into one meeting 

rather than having to worry about two other meetings coming along. 

NIGEL: [00:11:41] Okay. 

R: [00:11:42] Does that make sense?  

NIGEL: [00:11:43] Yeah, that's fine. Yeah, yeah, yeah, yeah, no problem. Yeah. Yeah.  

R: [00:11:47] Brilliant. Right. What I'll do then, unless you have any other questions for me?  

NIGEL: [00:11:52] No, that's fine. That's fine. I'll uh, I'll get that together for you as soon as I can. 

R: [00:11:57] Great, I'll send those over to you now, what I'll do then is I'll stop coding. 
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Grace 

Introductory meeting, Grace. 23rd Jan 2021. 20:14. Duration of interview: 10 mins, 49 secs. 

R: [00:00:00] Say you're being recorded in a minute. 

There it is. So right. Could you please tell me your name?  

GRACE: [00:00:13] Yeah. My name is  (name)  

R: [00:00:15] And you have read and signed the participant consent form.  

GRACE: [00:00:19] I have.  

R: [00:00:20] Excellent. Do you have any questions about the consent form?  

GRACE: [00:00:23] No. I'm happy with everything.  

R: [00:00:25] Fabulous. Right. So a little bit of a background onto what it is I'm looking at. 

Um, it's kind of weirdly changed over the last two weeks as well with, um, people I've spoken to and 

other participants, um, So it is still the same thing that I'm, I'm personally focusing on a little bit 

more of one side than the other. So what we're looking at is, um, first called, um, socia l identity 

theory and what social identity theory is, is the idea that people have multiple kinds of social 

personalities that they have, depending on where they go, what they do and who they're around. 

So for example, you might be a mother, a daughter, a teacher, Plus everything, all other aspects of 

yourself that you kind of pass, partician up in order to talk to, in order to be in different areas. Do 

you know what I mean? It's then seeing if that exists, if you think that that exists for yourself, how 

does it exist and how does that then affect you as a training teacher or, or a teacher in general in 

how you teach your class? 

Yeah. Yeah, that's the first part of it. And the second part of it, which is the bit I'm kind of step on, 

what's called the audience reception theory, which has to do with how you kind of, you receive 

media and you create a dialogue about that media. So when this circumstance, that media would be 

the resources you use for your teaching. 

Okay? Yep. We're still looking at resources, but the reason I'm moving away from that, I think I'm 

going to be moving away from that is because. Um, it's not really giving me the data I thought I 

would expect to get about social identity. So it's, um, something that we're still gonna talk about it, 

but I think the subsequent conversations we have, aren't going to be looking at that as much. 

GRACE: [00:02:15] Okay. 

R: [00:02:16] Okay. What I'm going to do is share my screen with you very quickly.  

GRACE: [00:02:20] All right. 

R: [00:02:24] Can you say that you should see my diary?  

GRACE: [00:02:26] I can see, it's about to come out now. There you go. Yeah. I can see a diary.  

R: [00:02:30] Okay. That's all right. This is the example data set. Um, I'm going to email this to you 

after this, so you can have it as a proforma anyway. This first part is the individual breakdown. This is 

where I, I wrote a very short paragraph about how I break myself down and social identity wise. 
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GRACE: [00:02:50] Okay.  

R: [00:02:50] So I wrote, um, I'm a teacher first as it's my daily job. And the thing I think about most 

often I am a second language speaker. I use my skills and experience often in teaching English, um, 

being work in class is an aspect of myself that is evident in my accent and, um, and impacts my 

professional life more so than being male or white. 

Um, when, what I want you to do is to have, is to write, have a think about, and then write down a 

similar thing. It can be as long or as short as you want it to be. Um, think about the parts of yourself 

that you think are kind of aspects of your personal identity, your social identities, and then just write 

down what you think in order of how you think that they are of importance. If that makes sense?  

GRACE: [00:03:29] Yeah, how they impact my life.  

R: [00:03:31] Yeah. Um, it doesn't have to be, to do with your work and it, it, it can be about any 

aspects of yourself that you want it to be. Um, and as I said, it could be as short, as long as you want. 

So, um, you'll have this as a kind of a proforma to look at and copy if you'd like to, but it's up to you 

how you want to do that yeah? 

GRACE: [00:03:47] Yeah. That's great. Thank you.  

R: [00:03:49] Okay. The next part is the cohort breakdown. What that means is the kids that are in 

your class. You don't have to say anything, individual or specific about individual children, all I've 

written here from my one was, a year one, two class ,aged five to seven, 20, 20 pupils, 10 boys, 10 

girls. Mixed ages, multi-ethnic, multi-religious, all English as a second language. One with special 

educational needs based in Egypt.  

GRACE: [00:04:14] Okay. 

R: [00:04:14] That's about as much detail as I need about your class. It doesn't need to be you, you 

don't need to go into too much detail specifically about them.  

GRACE: [00:04:22] That's fantastic.  

R: [00:04:24] And then chosen resource now this bit, I'm not really hugely worried about, I would 

like you to do it, but simply because I can then talk to you about what you've written afterwards. 

And so. What I've done is I've chosen a resource that I used for teaching letter writing to year twos. 

So, um, I cut out three of the images from the resource. And then in this box here, I wrote a 

description of why I chose to use these images, not a description of the images themselves, but a 

description of why I chose to use them. 

GRACE: [00:04:59] Is that your teddy or is that like something you got that was just in the photo 

itself?  

It's like the Paddington ones you can get isn't it, they go around the world.  

R: [00:05:08] It is, yeah. It's very similar. Um, that the person who obviously made the resource, 

which was probably on TES, clearly had the same idea and then published the resource themselves. 

So that there's quite a good idea. And again, it gives the connectivity to the kids. But, um, for this 

one, like the top one, I wrote this depicts an Egyptian man dressed in traditional clothing, riding a 

camel, um, as the class that lives in Egypt. So I wanted them to be familiar with a picture of the 

compare to other international images though. 
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They have never visited the pyramids. Also traditional dresses, rarely worn. Um, it is a description of 

it, but it's kind of more of a description of why I chose to use it. And you don't have to use images if 

you don't want, if you've got a resource that's a poem or a piece of writing that you like to use or 

something that's specific to you, that like a story, you know, as a kid that you use often, even if you 

spit, even if you say it a lot and it's actually spoken, if you can type up bits of it and then say where it 

is and why it is that you use it that's, that would be quite helpful. 

GRACE: [00:06:04] Okay.  

So it's only any resource that I use within educating in my class?  

R: [00:06:11] Yeah.  

GRACE: [00:06:12] Okay.  

R: [00:06:13] Okay. Um, don't worry about this bit. I'm going to get rid of that bit, in fact, cause that 

bit has been unhelpful with the other people, so.  

GRACE: [00:06:23] Okay. All right.  

R: [00:06:24] Yeah. So what I'm going to do is I'll email that to you and just stop sharing the screen. 

You don't have to see yourself all the time.  

GRACE: [00:06:33] No, I don't want to see myself.  

R: [00:06:35] Um, so I'll e-mail that to you so you can use it as a proforma. If you don't want to use it 

as a proforma, you don't have to. Cause it depends on...  

GRACE: [00:06:41] No, that's fine, I'll use it as a bit of a base for, um,  

R: [00:06:45] Um, and as I said, the things that I'd like you to really kind of just have a think about, 

firstly, even if you don't write so much, as we'll be talking about it more, more,  when we speak in the 

next meeting is the kind of the social identity aspect and how that affects or might affect how you 

work with your class or even how we even, how it might affect your daily life in general. 

GRACE: [00:07:07] I'm a big, uh, I definitely believe that, um, in my life that definitely, uh, is around, 

you know, I can think of so many different situations where I change how I am. Um, yeah. 

R: [00:07:20] Fabulous. No, that'll be good. Um, and, um,  

GRACE: [00:07:24] I'm quite a good person for that, to be honest.  

R: [00:07:28] Well, it's good. I need people who can actually kind of, kind of be a bit more, cerebral 

about how they are and things and talk about themselves so that's good.  

GRACE: [00:07:36] No, definitely. I've had, yeah, well I've yeah, I've got loads of, um, personal 

experience and uh, within schools and stuff, so, yeah.  

R: [00:07:43] Excellent. So like I said, as much as you want to write about him, it's all helpful for me.  

GRACE: [00:07:49] Okay, cool.  

R: [00:07:50] Yeah. 

What we'll do as well then is, is once you've emailed me what you've wanted to email me, we'll set 

up the second meeting.  
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GRACE: [00:08:00] Yep.  

R: [00:08:00] Go over everything you've said and any other ideas you've had and kind of, we can 

then verbalize things that you might not have been able to put into writing and things about. I think 

about stuff like that. 

And the third meeting is possibly going to change a little bit because initially I was going to use 

another resource and get your ideas based back on it. I still might use that, but I need to, I'm going 

to speak to some other people and have a think about that third section, and then. The fourth one, 

which will be hopefully around about March ish will be yourself and maybe three or four other 

people having a conversation online with me, talking about the types of resource or likely the kinds 

of social identity impacts that you've had as groups and see how, if there's anything kind of, that that 

matches or doesn't match or things that would be some interesting conversation pieces we'd have. 

GRACE: [00:08:50] Yeah, no, it sounds fab. Yeah.  

R: [00:08:52] Excellent. What I will do as well. And, um, this is offered to everyone too, is once I've 

collected the data and done the analysis, I'm happy to send you over like a write-up of things that 

I've found that you can kind of maybe either put into practice or just something interesting for you 

to have a read about it. 

GRACE: [00:09:09] Oh that's cool. That’ll be interesting to read. 

R: [00:09:11] Equally once the thesis has passed, it's VIVA, which is its final kind of assessment, as 

long as it passes. Um, then I'm happy to send you a copy of the thesis as well, if you want to read 

through it, but it will be like 80,000 words. So if you want to sit through and read a whole PhD 

thesis...  

GRACE: [00:09:26] Night-time reading. 

R: [00:09:27] Yeah. Yeah. That'll be, that'll be up to you. But, um, are there any questions or anything 

you want to know that  

GRACE: [00:09:33] no, I think I'm, I'm, I'm intrigued how it goes. Cause, um, yeah. You just, just, 

when you mentioned about the social identity now, there's, there's so much of it. Just even things 

like, you know, um, people have a view of our school that we've got young teachers. 

And so you feel that you've got to act a certain way when you're in the clusters and, uh, just to prove 

them wrong as well. Um, yeah, someone actually told a parent they wouldn't send the child because 

Oh, They've got young teachers, but the parents sent their child anyway.  

R: [00:10:03] Yeah. That's interesting. Yeah, it has to do with seniority and the idea of kind of, 

whether you're capable or not capable. 

GRACE: [00:10:10] It is, but it's nice that the parents made their own decision and ignored them. 

R: [00:10:14] Absolutely. Nice. Good. So now it'd be good. It be interesting to get your feedback on 

that.  

GRACE: [00:10:18] Yeah. Yeah, no, it's just, uh, it round here. It's very, um, um, there’s a certain kind 

of levels of who is who, if that makes sense.  

R: [00:10:28] Yeah.  
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GRACE: [00:10:28] Certain heads kind of think they're above other people. And so when you're 

around them, you feel like you've got to kind of act on their level a little bit. 

Yeah. But yeah. Okay. Yeah. I'm intrigued by this.  

R: [00:10:40] Oh, that's good. Excellent. Right. Um, if you've not got any other questions, I will stop 

the recording. 

 

6: Example data set. 

Provided here is an example data set carried out by the researcher which will be used 

as an exemplar for the participants. The cohort breakdown and the resources are from 

previous teaching experience prior to the research. 

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

Individual description 

I am a teacher first, as it’s my daily job and the thing I think about most often. I am a 

second language speaker, I use my skills and experience often in teaching English. 

Being working class is an aspect of myself that is evident in my accent and impacts 

my professional life more so than being male or white. 

Cohort description 

Year 1-2 class, aged 5 years – 7 years. 

20 pupils, 10 boys – 10 girls. 

Mixed ages, multi-ethnic, multi-religious. All English as a second language. 1 with 

special educational needs. 

Based in Egypt. 
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Chosen resource. 

My chosen resource is a postcard writing resource for English letter writing. I have 

chosen this resource as it contains a lot of images which the children can relate to, 

being in Egypt, and can compare those images to others from another background. 

Images and explanations 

 

 

 

 

 

 

This picture depicts an Egyptian man dressed 

in traditional clothing, riding a camel besides 

one of the Great Pyramids of Giza. As the 

class live in Egypt I wanted them to have a 

familiar picture to compare to other 

international images. Though they have never 

visited the Pyramids. Also traditional dress is 

rarely worn and camels are only in tourist 

regions. 

This picture shows an Indian man dressed in 

traditional clothing, riding an elephant. It also 

depicts tourists visiting a national monument 

(the Taj Mahal) and groups of people riding 

peddled tuk tuks with a cow in the road. It 

doesn’t show the car traffic of India or the 

modern buildings of New Delhi. The pupils 

can see and compare similarities and 

differences in culture and countries. 

This picture shows traditional fishermen and 

women on boats in Thailand. It is an image 

that is fairly alien to the children as they do not 

live near any rivers or boats for fishing. 

They can see that food is being sold on boats 

in a river market.  
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Appendix 2 

1st data set and transcriptions of 1st interviews. 

1: Zac. 

Individual description  

I am a 53-year-old, Scottish white male. I am a husband, father of five and 

grandfather of ten. I have been a teacher (though I prefer the term facilitator 

of learning) for 27 years VAW (t). I am from a middle-class family although I 

have developed a working-class outlook since I left home at 18. 

 

I have lived all over the UK and in …, …and .... Living abroad has helped me 

develop a global perspective in relation to education and social perception. 

I have lived in … since … apart from two periods of living abroad and a stint 

in the ...  

 

I was a mature(ish) student at university and completed a BA(hons) in ... I 

lectured in …at University before training as a Secondary School Teacher in 

1996. Since then, I have taught primarily in SEND Schools. Firstly, in the field of 

Behavioural Management then as teacher in an All through Special School. I 

have held several managerial posts throughout my career including two 

head teacher posts VAW (t). 

 

My life experience is the thing that has impacted on my teaching the most. I 

have developed a great ability to form positive relationships with students 

and colleagues. I also have an innate ability to make every student in my 

class feel special. 

I am about equality of opportunity and self-help wherever possible. Teachers 

should provide a framework in which learning can take place and facilitate 

learning opportunities for students. Teachers should not stifle the natural 

exuberance of students. These are the foundations of my educational 

philosophy VAW (t). 
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Cohort description (outside of current COVID19 Restrictions) 

ICT – Years 7 to Year 11  

70 students all with SEND 

22 Girls 48 Boys 

Ages 11 -16 

Maths – Y9 class and Y11 Class 

Y9 – 9 Boys all ASD 

Y11 – 3 boys and 3 girls all with SEND 

 

…………………………………………………………………………………. 

First interview, Zac. 1th Feb 2021. 16:14. Duration of interview: 1 hour, 11 mins, 38 secs. 

R = Researcher, and Zac. 

R: [00:00:00] So we're just recording. Now. You should see it. It will pop up saying we're recording.  

ZAC: [00:00:10] Yep 

R: [00:00:10] Okay. So, um, even though we haven't had a chance to have, um, you haven't had a 

chance to do the writing about your social identities.  

ZAC: [00:00:23] Yeah.  

R: [00:00:24] How do you, how do you, how would you consider your, your identities as, as an 

individual, um, you know, daily life and in teaching? W, what ways would you break that up?  

ZAC: [00:00:36] Um, in what way? 

How would you mean, do you just clarify them a bit?  

R: [00:00:40] So, for example, I'd, I'd say. Um, one of my identities is as a teacher, other identity is as 

a man, as a British man and other identity as a son. Um, those sorts of things. So there's aspects 

about myself that play a part as identities that fit into my role as a teacher, but also fit into my daily 

life. 

ZAC: [00:01:06] Yeah. I mean, for me, I mean, I think there might, um, and I, I kind of have two roles, 

three roles, maybe, really? Um, as it, one's a teacher, obviously, um, and ones, that, as well as a 

special needs teacher(sir), I don't see myself as being a kind of, very much in a mainstream teacher is 

the fact that I haven't really taught in mainstream apart from, you know, a few, you know, three and 

a half, four years in, um, w, working in the international system. Um, I see myself obviously as a 

husband and as a, um, as a sort of father and grandfather(sir),  that is the father and grandfather part 

that I can bring to that, that I bring into my teaching because I don't treat, I, and I've never have 

done. I've never treated my students really any differently. 

In terms of expectations that I would for, that I would have from my kids, my own friends, my own 

kids, my own grandchildren, you know, that, you know, I, I want what's best. I always want what's 
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best for them. So you kind of get, it kind of merges into one (sir). I think what comes from the fact 

that I had a number of years before I became a teacher where things were actually, you know, and, 

and my one experience of, of education when I was a kid. 

Cause I mean, I was at, you know, I, I went, I went through quite a, certainly in primary school, it was 

quite a brutal sort of experience. You know, I mean, you think, I mean, I, I joke with my students and 

with my kids and things like that, you know, they say, you know, how come you're so good with 

times tables and because we had it beaten into us, you know, and, but at the same time, you know, 

these things are, you know, and you try to drum in the importance of it. 

I, I give them examples and things like that. So, but I, don't sort of, this is where the line blurs to me. 

Cause, you know, as a teacher, as an educator, and there's a sort of like a parent and a grandparent, 

you know, the older you get, the more sort of paternalistic you become towards the kids that you 

work with, you know, um, And I, I quite like that, you know, I, I quite like that (sir). 

I mean, I like the fact that my, my students, if they've got any problems, they'll come to me, you 

know, and they’ll say, you know, I'm having difficulty with this, I'm having difficulty with that, or 

whatever. And I like that. And I like the fact that they can trust me. And I think that that comes more 

with, um, with age and, and things like that, you've come more sort of worldly and wise, and you 

could present yourself like that. 

Whereas when you're young and you know, you're career driven and stuff like that, I make no bones 

about it, my career is almost over, I've got nine years left and that's it. I'm done. You know? So my, 

my sort of role now is passing on to young, younger teachers and things like that. And young people, 

my life experiences really. 

But I always have this, there's this blurred thing between this sort of the, the, the, um, the father, 

grandfather, the paternalistic side of my personality and the teaching side of it kind of moulds in the 

one really. I mean, the other side of me is obviously is I'm a husband. And I keep that as a husband, 

you know, and I keep that (sir). 

I keep that separately to everything else, so I don't take work home with me, because that's my time 

to spend with my wife, you know, um, I don't do work on weekends really, if I can avoid it, because 

that's my attempt to spend time with her, and I keep the two things. I keep the two things sort of 

separate.  Other than that's, there's some things. I don't really kind of, I don't have much of a, a sort 

of a mega close relationship with my. 

My sort of parents, you know, I mean, and I haven't, I mean, I left home when I was 18 and with the 

exception of a three month period, I've never, I've never been back. Um, so I don't have really have 

that. You know, they've always lived a long way from me though, always lived, you know, 80 to a 

hundred miles away from me. 

So I've not really had that closeness with them. Um, and, and be honest. I find them quite irritating, 

to be honest as well, you know, um, you know, not so much my dad, my dad just leaves us alone, but 

me mother, um, I find her quite, uh, I find her quite irritating to be honest. That's what I try. I try to 

avoid having some contact with, but I don’t... 

None of that comes into my teaching. You know, I just keep that, you know, that's part of me. I just 

keep the one, one side you know.  
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R: [00:05:57] Do you think, do you think that maybe there's a generational aspect there that that 

kind of plays itself into how you, how you describe yourself, but also how your relationship is with 

your  

mother and your father? 

ZAC: [00:06:08] Well, I think, I think that growing up, I was probably a tremendous disappointment 

in my parents, you know? Um, that my, when, um, you know, my, I mean, I was always a very clever 

kid. But it's always on my terms, what it was I was learning about, you know, I wasn't interested in, I 

mean, I've never been, I mean, I think I would, I, I personally would have done a lot better at school, 

had I been educated in today's society, not when, not when I was, um, I mean, there were certain 

things that I was, I was very good at. I know always have been very good things like sports, sport. I 

was always very good at sport. Um, I was always very good at, sort of history, um, geography, that 

sort of stuff. I was always very, sort of good at, um, the arithmetic part of maths, you know, like 

calculations, those, very good calculating calculations and things like that. 

And I enjoy doing that, but I don't, I don't enjoy, sort of teaching when it's like, oh, it's not too much. 

I didn't enjoy being taught when it was like, ah, sort of like, uh, um, you know, open the book at 

page 23, read the, read the page and then answer the questions at the end. Cause I, I, I don't learn 

like that. 

I learned through discussion and, you know, you know, uh, a more of a practical sort of putting, 

more of a kinaesthetic learner. As I suppose, most people are really, you know it’s like with the 

computer. I mean, I can strip a computer down and put it back together. Right. I didn't learn that 

from a book I learned by doing it (sir). 

Um, and learning what part goes where, reading about that particular part, what it does and you 

know, stuff like that. And then that's, that's, that's how I, how I think, but I've also got, I've just done 

a, um, some insights training as part of my middle leader's role. Um, where you have to look at 

yourself and it was quite interesting. 

I'll send you a copy of it actually, because it was, it was probably, probably 95 to 98% accurate. Um, 

And it was things that, it addressed, things that I didn't really want to address, you know, that I 

probably pushed down inside of me and hidden away, um, things like, you know, um, one of the, 

one of the things was that, um, It was about confrontation, you know? 

And I, I don't, you know, I mean, I don't, I'm not, I don't like being confrontational. Um, I don't, I 

don't like upsetting people, things like, you know, only filter all the positive things about people, not, 

not looking at their negatives and things like that and stuff like that. It was a real eye opener for me 

when, when I did that and I was going to, I'm getting some more work, done, some more work 

around it. 

Um, I got to thinking about it. And I was thinking like, well, you know, this is, this is stuff that I know 

is true, but stuff that I've avoided dealing with, you know, so I'm at the stage now where I can deal 

with it, you know what I'm going to as well, you know, it's, um, Hmm.  

R: [00:09:22] Do you think that there's, there's an aspect of, um, or how, how strong do you think 

that the aspect of class and, um, kind of Northernness has played into, um, aspects of your social 

identities? 
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ZAC: [00:09:36] Not at all really. Cause I know I'm not Northern, you know, I mean it might, well, my 

background is I was born in … to a … father and the … mother, right? I left ... I've lived in, I live in 

Scotland. I lived in … I lived in ... I lived in ... Um, I lived in ... I lived in, uh, …(sir). 

I've lived in ... I've lived in ... I've lived in ... Um, you know, I've lived in all over the country, and I 

don't have this kind of, you know (sir), although my, my accent would be kind of Northern, it is a 

Northern accent. I don't have any sort of social identity to it. You know? I mean, I, don't sort of, I 

don't consider myself (sir). 

I mean, if anything, I had this conversation with a friend of mine the other day, you know, um, um, I 

consider myself to be Scottish more than anything else. So, I mean, I joke and I say, ah I'm … me, you 

know, especially if I want to get out of something, what's it asking me for I'm, I'm …, but I kind of 

identify more as … (sir). 

And I had this argument with a friend of mine saying that why shouldn't people like myself, who 

were, who Scottish people who born abroad? Why should we not have, uh, you know, the rights, the 

right to have a word, a vote in the referendum? Any Scottish independence, referendum, stuff like 

that. I say, I see myself. It doesn't, it doesn't interfere with my teaching you know, um, the only time 

I ever come all Northern is if I'm dealing with, uh, some sort of like Cockney, who's, you know, trying 

to be the be all and end all you know? And then I'll become Northern, you know, and I, and I do it. I 

do it on purpose to, you know, to get a rise out of them, but I don't, I never, I never really considered 

myself to be other than sort of Scottish and it doesn't have any effect on me on my sort of (sir). 

Teaching, unless I go in on a Saturday after Scotland have beaten England at the Ruby, and I'll go in 

and make a big mountain out of it, you know? Yeah. You know, play Scotland, the brave, or, you 

know, flower of Scotland at the top of the voice on the computer system. That's it.  

R: [00:11:55] And what about, what about class as, um, as a way of, uh, your approach to how you 

teach kids or how you are with them? 

ZAC: [00:12:05] I don't look at class either. I think by looking at class, you can either get quite, you 

become judgemental, I think if you look at class, you know, I've taught middle, and I've taught 

middle-class, middle-class people before and you know, you, you, I, I find it, and I've worked in, you 

know, taught working class people, I've even taught upper-class people. But I don't, um, I don't bring 

class into it, because you know, at the end of the day, these are, these are children (sir). 

They only, they don't really know what class is. I mean, they have some sort of sense of entitled. I 

mean, sometimes you know that the more upper middle class they are. Uh, actually it's more, the 

more, the middle class really have a sense of entitlement than the work, the working-class or the 

upper-class do really. But you know, you don't, you see that, you know, I'm there to do a job, I'm 

there to teach, I don't care if  you're working-class, middle-class, you know, lower-middle, you know, 

whatever, or, you know, or upper-class. I treat everyone the same, you know, I have the same 

expectations for (sir). 

Um, for someone who's comes from it from a working-class area, as I would, from someone who 

comes in, you know, in an, from an upper-class family, it's not the point. I think people use, you can 

use class as a way to, um, sort of, make excuses for people. Oh, he can't do it cause he's working 

class when that's got nothing to do with it (sir). 

Absolutely nothing whatsoever to do with it. I know hundreds and hundreds of working-class people 

who've never let their classes sort of slow them down and get on with it. You know, it's about taking 
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ownership of your own life and your own sort of, um, you know, in school's about taking ownership 

of your life and your own learnings as well. 

I mean, I'm talking here generally. Generalizations. I mean, obviously in the sort of environment that 

I work in, the students can't really do that, you know, because of their sort of various special 

education needs and disabilities and stuff like that. But class should never, never come into it. You 

know, I have seen it, you know what I mean? 

I've seen it. Oh my worst ones, Catholic schools, as a parent, I've seen it where the, the sort of the 

Catholic schools are absolutely terrible for it. You know, the ones who, the parents who go to church 

or the parents who, you know, live in a nice big houses and, you know, have the time to sort of go 

and do whatever at the school and stuff like that, are always treated with infinite more respect, by, 

by, certainly the upper management the schools, um, than, than, lower-class people, but I don't, me 

personally. I don't, I don't take any notice of it (sir).  

R: [00:14:55] No. Fair enough. Um, so you said, you said you consider yourself more of a special 

needs teacher, then, then a secondary teacher. What does that mean to you? How does, how do 

you, how do you define that?  

ZAC: [00:15:06] Yeah, well, it fits more my paternalistic, sort of, and helpful side of my nature, you 

know, because that's, that's, that's why, you know I don't, don't look at these, these students, as, as 

a sort of a charitable sort of case or anything like that (sir). Um, but these are children who, through 

no fault of their own need, a bit of extra support, a bit of extra guidance, a bit of extra structure, um, 

in helping them access the, the sort of the sort of, the opportunities that are available in society, 

and, you know, you know, I'm not one of these that says, you know, I look at the UK, and the UK has 

wonderful opportunities, you know, if you know how to access them, and I think the biggest part, 

the problem for a lot of young people today is the opportunities aren't clearly signposted (sir). 

Um, the signposting that we used to have. I mean, I'm going back 20 years ago. In the New Labour, 

when, you know, in the New Labour, sort of education, we had this sort of massive drive, I 

remember, remember watching Tony Blair and his speech there, education, education, education, 

you know, and he's right. Absolutely bang on you. 

Right. And their power piled millions of pounds into it. Billions of pounds into it. Building new 

schools, new equipment, you know, these state of the art classrooms and, you know, they, they 

have this modern, wonderful, modern apprenticeship scheme that, you know, kids would go off and 

they'd engage and they could earn a few quid. 

You know, kids were getting, you know, they, they got their educational maintenance award and. 

Um, you know, stuff like that and you know, and everything was signpost. What are you going to do 

now? I want to be a bricklayer. Right? Okay. This is what you need to do. This is the way you need to 

go. This is, you got your work experience here at school Bosch. 

They go, oh, they're fantastic. You know, um, you have kids who of like, you know, I mean, I worked 

with, at that time, I worked with a lot of children who are quite extreme, social, emotional, Uh, 

mental health issues. Um, so we had where, where I live, where I worked was part of, um, something 

called an education action zone, which was, uh, to stop young people falling out of education. 

Um, you know, and we had our school at the time, we had this real sort of, um, what we call it a 24 

hour curriculum sort of thing. It wasn't quite, I mean, we didn't have the residential aspect of it, but I 

mean, it was. You know, the parents could get in touch with us quite easily, you know, we'd sort 
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things out and all sorts of stuff for them support and the family support and that support and the 

students, um, which was fantastic. 

Our curriculum itself. Wasn't just about. You know, English, math, science, ICT, all that's, all that, that 

it was more about, it was also about the, kind of the social, emotional aspects of learning. So what 

ultimately became the seal agenda. Uh, and then we have this, um, every day, obviously we have 

the, every child matters agenda as well, kind of running alongside that. 

So, I mean, I was taking them. I got, I remember I got a grant from, uh, I got a grant of two and a half 

thousand pound from the education actions zone to setup a fishing club for the kids and I was going 

out, I was going out, I was taken out, you know, on a Wednesday, it was supposed to be for an 

afternoon, but I've got an agreement with a boss that we're going to re-jig the time and we took, we, 

me and a lad I used to work with, we've got out the mini bus, we were picking up eight kids, seven 

o'clock, eight o'clock in the morning, driving down to North Yorkshire and going fishing for the day. 

Bring them back. Six, seven o'clock at night. Yeah, absolutely fantastic time, you know, and it was, 

there were sitting there. 

These kids were supposed to be real tearaways. They were sitting there, you know, fishing, fishing 

away, you know, engaging with other people, stuff like that. And it was absolutely, absolutely 

fantastic. Um, and then after 2010, we had the austerity measures brought in a lot of that stuff was 

cut back. Um, and I think I've had a massive impact on the ability. 

A lot of these signposts, I think the opportunities are still there. They're just not as clearly 

signposted. You know what I mean? Cause they obviously, um, disbanded a lot of the connection, 

service, connection services and things like that, which, which were great for helping, helping kids. 

Um, identify roots into employment or roots to college and stuff like that. 

Um, uh, none of those things are there anymore. So, and especially for children with learning 

difficulties, they need that. They need to be pointed. They need to be shown. This is where you go. I 

mean, my current role is I'm a, uh, a tutor for, uh, uh, year 11, a year 11 class. So I do a lot of things 

with my kids that they would normally have done with sort of like, connections and things, sort of 

things,  like building CVs, how to write a CV, help write a personal statement, we've done all that. 

Right. Which college course are you going to go on? Right. What do you need to go on this course? 

What do you need to get on that course? What can you do once you've done that course? (sir) 

Where are you going to go after that? So everything's sort of S you know, stepped up or stepped for 

them. Um, But yeah, I mean, you're talking with children who who've got. I mean, I'm going to say 

special educational needs. I mean, real sort of special education, every one of my students has an 

education, health and care plan. 

I've got young people in there who suffer from global development delay. Who've got autism. Um, 

I've got children with cerebral palsy. Um, you know, um, I've even got children, couple of, couple of 

kids who have behavioural issues, attention deficit disorder, um, oppositional defiance disorder. I'm 

not sure about that last one (sir). 

You See. I'm not actually sure if that actually exists or whether it's just, it's a strange one, isn't it? I 

quite often think that that one's a label for children who just don't like to hear the word no. Um, so 

anyway, anyway, so that's, that's what I do. Um, and we, we look at the, the accreditation that we 

offer the, our, our students is, um, because a lot, most of them can't access GCSEs or, you know, 

level one, level two qualifications. Um, though I have had a lot of success in IT with level one 

qualifications, um, uh, so we follow things, so in maths we follow the, uh, NCFE maths certificate, 
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which, uh, they just have to produce evidence towards it. So it's like a course, they follow the 

coursework, um, and they can do that. 

So I, I read these booklets for them, which has all the attainment targets or the assessment criteria 

on it. So this, this, these set of questions meet this criteria, Bosch. They do that. We have a lot of 

success. We've had a lot of success with that. A lot of success with functional skills as well with them 

at any level, not so much at level one. 

Um, but a couple of kids who we've got GCSE, you've got GC they're good GCSE passes, but one has 

got a. Grade six grade seven. We got, well, that was last year. So that was all done on teacher, sort of 

teacher assessment. I mean, how accurate that is? I don't know. Cause I think there's a tendency, 

especially with special needs teachers. 

There's a tendency to overestimate. Yeah. Yeah. Well, I don't know. I don't think so. I think that's 

what they're looking at. They say, wow. Look at that. He's done this really, really well. Um, you 

know, that's a level seven question, he's working a level seven. Well, no, he's not. He's working a 

level seven on that particular question, the rest of his stuff, he's working on level two, level three. 

R: [00:23:02] Absolutely.  

ZAC: [00:23:04] So, you know, I don't know. I don't know how accurate, I don't know how accurate 

these things are, but these kids can't, they can't cope with external exams. I mean, there's certainly 

couldn't cope with spending two and a half hours in an exam hall. Um,  

R: [00:23:20] With that being the case. How, how do you go about, I mean, you, you said that you 

create a lot of work and booklets and things. 

How do you go about, um, resourcing for your students? Where do you get the resources from? 

What types of resources are you using?  

ZAC: [00:23:37] Okay, well, I can only, I can only speak about Mathletics and IT, cause they're the 

only two subjects that I teach. I don't teach any other subjects. Thank God. Right. Um, So I, I get, I, I 

generally I make my own resources, but what I, what I will do is I will look at the assessment criteria 

of the topic that I'm doing. 

Okay. So if I'm doing, um, I may be doing a unit on multiplication for example, they might say, um, be 

able to multiply, uh, a two digit number, uh, and a one digit number in two different ways. Right? 

Okay. So what we'll do is we'll do, first of all, identify the two different ways I'm going to do. So I'd 

use the column method, right, and I'm going to use partitioning, they're the two methods that I'm 

going to use, right. Because they're the easiest and the kids can get it. The kids understand that 69 is 

made up of nine units and six tens, 60.  

R: [00:24:42] Do you use, do you use tangible resources in class?  

ZAC: [00:24:45] Yes we do. Uh, well we use, um, numacon uh, we use base 10. 

We're using. Base 10 blocks and we use, uh, quizzinaire rods as well sometimes. Okay. Okay. So we, 

we use, we use them, uh, but then what I will do is I'll say, right. Okay. And I'll send you, I'll send you 

the, I'll send you the, the resources by the week next week. And I've got access to me work 

computer. 

Um, so, what I'll do is I will look at the spec, right? Now fortunately NCFE you're talking, they may, 

they may have three particular assessment criteria broken down, right. For one unit, right? Yeah. 

And what they says, they want eight pieces of evidence for that one unit for each assessment point. 
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So you're talking 24 questions and in total I tend to go a bit daft, um, so, what I do is I take my, I take 

my assessment criteria and say, right, okay (t). 

Assessment criteria, one blah, blah, blah, blah, blah. And then following that will be a list of 

question, list of questions that are, or activities that are related to that assessment criteria. Okay. 

Uh, then I'll do the next criteria and so on. So it's a linear, a liner thing, so I start at assessment 

criteria one and work me way through. So some of the criteria, I might at one, 1.1, 1.2, 1.3, 1.4, each 

of them all have their own bit of work to it. And I tend to get the work from for months. I tend to 

use. Um, online resources. So I'll use things like, um, we have Mathletics, uh, so we use Mathletics, 

Mathletics is great because it has the, um, it has the workbooks with it as well (t). 

So you can, so what I do is I, I don't often, I mean, I have done recently because of the, obviously it'd 

be the lockdown and stuff like that. I don't often print out the entire Mathletics workbook and say, 

right, crack on with that. What I do is. Um, I take sections out of it like I'll, um, uh, copy, copy, copy 

bits out and put it into my own thing (t). 

I'll go and use, you know, I'll identify bits on twinkle. I might be able to use, um, I'm not big. I'm not a 

big twinkle fan, but it does have some good resources for maths. Um, when you can find them, uh, 

on the other one is, I use something called maths frame.co.uk, which has, uh, which is more national 

curriculum sort of based stuff. So I'm going, I'm going to year one, and say right, there we go. That's 

the stuff from there. I mean, I'll use stuff from, uh, from Whiterose maths. I'll use bits of that. But 

what I do is I only take out the bits I need, and I'll cobble them. I'll cobble them together, cause I'm 

going for, I'm teaching year 11, you know, and I exclusively teach year, year nine and year sorry, year 

10 and 11 in maths. CAR (t) 

R: [00:27:58] Yeah.  

ZAC: [00:27:59] Um, Sure. So everything is geared towards the, that the outcome, the accreditation 

outcome. I'll look at what they can do. Say right. Who can I, we'll have a little diagnostic, right, who 

can add up? blah, blah, blah. Right okay, you can add up, I’m not going to bother teaching you how 

to do that, because I only fill in the gaps. I don't, you know, um, I teach them what they need in 

order to pass the exam, basically pass it or to get the, get the test or, um.  

Well, IT is slightly different. IT, cause IT is actually my subject. Well, it is now. I mean, I actually 

trained as a history teacher, but, um, I, I've never really never really taught history. So what I do is I 

tend to, um, IT, um, I tend to use practical applications of IT. So there will be things, now, we have a, 

we've just written a, uh, computing curriculum. 

Um, but it's, it's already up for it's already. We're already looking into changing it. Um, for key stage 

four, we follow something called the ICT users. BTech uh, which is all literally ICT. It's not computing. 

When I teach year seven, eight and nine it's, more computing sort of thing. So it would be 

programming and stuff (t). 

Um, and then I just used resource based stuff that I, that I developed years and years ago. Um, I 

mean, to be honest for, for some stuff, um, we follow the rising star switched on, switched on 

competing scheme, which that's quite good. Um, pick out when we switch on, I'm a big believer in 

not reinventing the wheel, if it's been done for us, you know, if it's been done for us (t). 

Great, you know, quite happy to use it. It's all about the end, it's all about the end goal for me. Yeah, 

that's that end goal's year eleven and their exams. So, from year seven in IT I'm teaching them the 

foundations of what they need to know when they go up to years, so they will, they will practise 

word processing, they will practice spreadsheets, they will practice databases. That's what they're 
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going to be examined on. Yeah. And the sooner they, the sooner they can get a grip on that and 

understand that. Yeah, but we do, do a lot of other stuff now. And I do, I do use a lot of re, I don't, I 

used to use something called, uh, uh, teach ict.com. Uh, But the last subscription is it they've got 

quite expensive, I think it was about two hundred odd pound a year (t). 

The last time I had it, I just downloaded, literally downloaded all the resources and I've got them on 

a folder on me, on my hard drive. So now, whatever I do, I just go into that. And I just, you know... 

I've given them enough money over the years so... absolutely. So we just, we just use that, uh, But I 

mean, IT, I don't really, I do use, I mean, especially when we're doing stuff on hardware and 

software, we use tangible sort of resources. So things like get them to strip a computer down and 

put it back together. 

Well, we've got, I've got computers there that they strip down and they put back together, you 

know, and we identified different parts, level parts and things like that. Um, Yeah, that's how, that's 

how I do it. I don't, I don't spend an awful lot on resources to be honest. Most of, most of the stuff I 

spend money on is just mad shit (t). 

I hold, I hold the IT budget, which is set a thousand pound, uh, and I hold the, hold, the senior, the 

second part of the maths budget, which is about another 1500. Um, and the, the ICT one month. I 

mean, I just literally buy mad stuff that I think the kids, what did I buy? I bought...  I bought a remote 

controlled helicopter, um, you know, uh, a drone, I'm looking at buying a drone (t). 

Um,  

Uh, I bought VR, VR headsets. I bought, what else was it? See I don't need much software in the way 

of software because we w, you know, the stuff that we've got most of it was, is free. So it was 

already on the computers. I think that the only things I bought and the things that I bought, I bought 

a package called flow all. Which, uh, which, which they kids can use for, um, control technology. Uh, 

I've bought, I've just ordered some, uh, LEGO Technics stuff and actually build up models and then 

program the model, the do stuff (t). 

R: [00:33:22] So how, how, um, accessible have you found the, the national curriculum when it's 

come to both ICT and maths for the year groups you're teaching?  

ZAC: [00:33:31] W, w, I work in an academy so then national curriculum's dis-applied for us, all our, 

all our students are dis-applied from the national curriculum. We designed our own curriculum and 

I'll give you, I'll give you copies of our, uh, I'll give you copies of our maths, and our maths and IT (t). 

So, so what, what it does is we put work on ladders. So start for stage A to stage F two, once that 

once you're off. Uh, and it's designed to fill in the gaps, sort of, this is for months. So. Once again, the 

kids can do all the stuff on the ladders and that means they're age appropriate stuff. 

They just carry on, do the age appropriate age, appropriate maths, and because I'm in charge of 

secondary maths, what I, what I do is... 

I've said that, right, the way that this is going to work is that once they're off the ladders, they will 

follow the Edexcel secondary scheme of work, three years, three year scheme of work. So then they 

follow the Edexcel scheme, scheme of work, because. If they're working at that level and they're age 

appropriate that they will do GCSEs (t). 

So it makes sense that they follow a scheme. That then goes, it follows in at Edexcel GCSE, because 

it's the easiest one to get. Yeah. So it's a follow Edexcel key stage 3 scheme of work and then go into 
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the Edexcel key stage 4 scheme of work, and that's how it works. Um, so we, we have ladders, we 

have stick, which with all the I can statements on it, so I can add up numbers, two, two digit 

numbers, blahdy, blahdy, blah. Uh, and then that's backed up by a medium term plan. So there's a 

medium term plan, which says, right. Okay. This is the X, this is the entry point for this level (t). 

This is the exit point for it. This is the, um, this is the key. Uh, th these are the key, key learning 

objectives, and here's a list of activities that you can do to meet that. Yeah. Um, so I'm quite happy 

to send you, send you a copy of them as well like you know, look through them. Um, I mean, that's 

how I that's, that's how it works, but we don't, we don't actually follow the national curriculum in 

that sort of respect because we don't have to. 

R: [00:36:00] Yeah.  

Okay, great. Um, what we'll do, I'll just share my screen and I'll show you these, these resources. I 

sent you, um, more on the screen one. Okay. So you should be able to see my calendar at the 

moment. Yup. Yup. Okay. So basically the three resources I've sent you are for this f ictional cohort, 

which is a year six class of 31 pupil, 17 boys and 14 girls from an inner city school in Preston. 

Um, the pupils are mixed ethnicities and cultural backgrounds with six pupils with specific EAL 

difficulties. Okay. Yep. So the first one I'm going to show you is this one.  

ZAC: [00:36:48] Yeah.  

R: [00:36:49] On crocodiles. Yeah. 

And you can see it's a comprehension resource that's been broken down. You've got these forms of 

questions. What do you think of this first resource? Just on first sight. 

ZAC: [00:37:14] Well, the first thing that springs to mind is that the bits of the texts are all, uh, mixed 

up with the questions a bit too much. Okay. I think I wouldn't do that. I wouldn't do that. Actually. I 

would have all the information on one page, um, and I would space it out a bit more and probably 

make it a bit bigger and then have a list of questions.  

I can see, yeah, I can see, I think if it, if it was spaced out a bit better, I think it would possibly, it 

would be okay. Um, I'm not, I'm not a big fan of that font either.  

R: [00:37:55] What do you think of the font? This is Comic sans, what style of font do you generally 

use? 

ZAC: [00:38:00] If you're dealing with, uh, I would use something like, um, 

I would probably just keep it simple and use, the one I use at the moment is, um, I use, um, Entry 

Gothic or something like that, it's an Ariel font. 

It's a sans-serif font. Yeah, I don't, I mean, the thing is, I think that comic sans is okay when you're 

dealing with like young children. Cause it looks a bit more fun, when with year six, they're going to 

be gone in a year seven. You've got to be treating them like young adults, really, I think a bit more 

grown up. Um, so I wouldn't, I personally wouldn't use that (sir).  

I'm not saying don't, I mean I know lots of people, lots of people who do, but see, I think it needs to 

be spaced out as well. Sorry. Can you just go down a little bit there? Stop there. Yeah. So where it 

says this, prey being seen, I would have a double, double line space. There's the space of the 

information, you've got to remember you've got 6 EAL kids in the class who are going to struggle 

(sir). 
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Um, With that. I mean, I would put for them, I would maybe look at using some kind of widget, um, 

that, uh, gives them, gives them indicators on what you're actually asking (sir). So what do crocodiles 

eat? There might be, hold on, I'll see if I can get my widget up on screen. 

R: [00:40:01] Okay. 

Not to worry if you can't find it. 

ZAC: [00:40:40] Right. So... 

R: [00:40:51] I might have to stop sharing mine. If you want to share yours.  

ZAC: [00:40:54] Yeah go on. 

R: [00:40:59] If you want to share your screen, it should be the square with the arrow next to leave. 

Yep. Yep. 

ZAC: [00:41:33] You see my screen?  

R: [00:41:35] It's just coming up now. There you go. Yep. I can see myself. 

Yeah.  

ZAC: [00:41:42] Right. So what do crocodiles eat? So then you give them some indicators of 

something they might eat, you might not use that one. You don't have to use that one. You know 

what, um, what crocodiles eat. You mean for this one here you might just use a question mark, you 

know. 

You've given them some sort of indication about what it. You're asking (T). 

R: [00:42:12] The word meanings as well as the, absolutely.  

ZAC: [00:42:14] Yes. You know, um, the other thing that you can do is see, the thing is what we do 

now. You know, we're still looking at, you know, linear resources like that, where, um, you've got 

kids who, you know, struggle, um, with that sort of stuff (sir/t). 

We live in a dynamic society now. So if I was going to do stuff like that, I would actually, I would 

maybe do it on something like Microsoft OneNote, um, where they can sort of, if I just show you up, 

show it up on here for you. Um... 

If you use immersive reader on here. Okay.  (Types hello my name is ...)  And then (pushes button), 

"hello, my name is,,,” (immersive reader voice.) (sir/t)   

R: [00:44:15] Oh that's excellent. Yeah, that's really good.  

ZAC: [00:44:17] You, you, you, you do that. You can also, if you've go to the text preferences, you 

know, for kids, you, I mean, you've got, you know, if you've got kids in the class who are, um, uh, 

have sort of dyslexia or reading issues or something like that, you've got other options there, uh, 

which, uh, things like, (changes background colour of text page to suit dyslexic issues) (sir/t)  

R: [00:44:39] Absolutely!  

ZAC: [00:44:40] Drop it in like that. It's usually comic sans there, isn't it? So, you know, um, so you 

can do that. You can help them, you know, identify, uh, nouns. Yeah, well, um, you know, verbs. 
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Yeah, all the, all these sort of things. And this is how I would, this is how I like to do my, my sort of 

stuff now, you know, I do on this sort of stuff, you know, because on here, you've also got, you've 

also got signposts to what things mean. So, um. 

Hmm, you know, you can do all, you can do all that sort of stuff on it (t).   

R: [00:45:29] That's brilliant. That's very cool.  

ZAC: [00:45:32] Um, and that's, you know, so I do, I do a lot of stuff now, a lot of my, my stuff, now I 

do on, um, Uh, on one note because I can get that. I can make it dynamic. So what you've got to 

figure out, and this is one of, one of my bug bears of bloody management in schools is they're so 

stuck in the past about how to do things. 

They want to make sure they get their pound of flesh, for every single, you know, for every single 

penny they spent, you've got, you know, this that and the other, when in fact, you know, Oh, you've 

got, you know, your resources and all the rest of it, you know, you've got to make sure that, I had a 

discussion with one of my deputy heads, probably a couple of years back, about 18 months ago. 

And he says, oh, well, um, you know, they need to be sticking that in their book. We should, what, 

what, what you mean? Well, they should be using worksheets, right. Okay. Go ahead and look at this 

person's worksheet book. There's no worksheets in it. I opened it up, and it was full of worksheets 

that had been stored in the book, but because they'd been stuck in the book, they weren't classed as 

worksheets. 

Right. Well, it was just ridiculous. You know, they're doing, you know, they're doing the ploughing 

through doing the same way, but they want that they want their pound of flesh off you, most kids 

today, and I, I have this thing about Mathletics, I mean, I love math... the two things I like, I use and I 

buy every year are Mathletics and something called Purple Mash (t). 

Purple Mash is brilliant. Right? There's so much stuff on it that you can spend, you know, months, 

going through it. There's so much stuff on it. The kids love it as well. So, so I use, so I have this, this 

discussion with this, this deputy head at my place who doesn't work there anymore, and I said, how 

do the kids work, how do the kids work today? How do they learn? (sir/t) 

"Well, what we teach them." I said, no they don't, we've got them like five hours a day. How do they 

learn, they use things like YouTube. They use the internet, they go on Google. They explore right. 

Use things like Wikipedia, which that shouldn't be there, they go onto Google images. You know, 

they watch videos. They watch, they listen to podcasts and things like that (sir/t). 

That's how they learn today. Right? It's not like we learned 30 years ago, 40 years ago, 40 years ago. 

In my case, when you give a textbook, and said right, read through that, it's soul destroying. 

Absolutely soul destroying what we did at school. Because what they were after, they weren't after 

educating you, they were after you, actually getting you to conform. 

They didn't want you to think. They just wanted you to do, right. And I'm sorry if this is, sounds like a 

political rant, which it's not, it's just sort of, the way we were taught, but the thing also that say your 

thing, it's like, you know, in them days they didn't know any better. Now you've got all this research 

that says, you know, you know, children who are, I mean, I had this teacher when I was at school, 

Mr. Penton, History teacher. He was using VAK sort of stuff. You know, years and years before it 

became vogue. I mean, he had us each we'd watch films. We'd watch documentaries, we'd watch, 

you know, um, you know, he had us going off on field trips and all, all sorts of stuff. Absolutely 

fantastic. Uh, so of course, I mean, I was at school in Cyprus, so it was the ideal sort of place to be for 
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that sort of thing, you know? And I look back now, I look at the kids, I look at them today, and I think, 

you know, I feel so sorry for, you know, you know, you've got to have a permission slip. You gotta, I 

mean, you gotta have a permission to slip fart now. It's absolutely crackers, and you can quote us on 

that one. You do it's really, they've taken all, all the, you know, although the curriculum is kind of 

more visual auditory, kinaesthetic, it's much more, it's, it's, they're kind of, their missing the point of 

what it was like 15 years ago, 15 years ago, it was much better, much, much better (t). 

Cause you could get the kids out, you can go and do stuff with them. You know? Um, when I used to 

take kids out, ah, we went, uh, I had my kids out. We we'd go, uh, what did we do? We did white 

water rafting, we did coastal orienteering, we did hill scrambling, all sorts of stuff, but went from, 

from high force, the law force of rubber tires. Right. And then off the edge of off the edge of law 

force. Brilliant, absolutely brilliant. Um, you know, but you can't do that now. They've just taken all 

the fun, taken that, you know, there's always, you know, for them. So the option there's that you're 

now kind of, coming back on yourself, because management all want their pound of flesh, you're not 

allowed to make things you, you know, it's just crackers man, honestly it really is. And I feel so sorry 

for the, sort of young colleagues who've still got, yeah, 30, 30 odd years to do probably 40. You 

know, but anyway, I digress.  

R: [00:51:20] Okay. That's okay. Right so I'm going to share again for the, so that was the first one. 

The second one is on Alexander the great.  

What's your thoughts on this? Just by view.  

ZAC: [00:51:39] Um, the problem with this is that there is loads and loads of factual information on 

there. 

But it's not presented in a particularly fun sort of way, and, um, and I think for year six, it probably 

got a bit, there's probably a bit too much information on there. Yeah. I think the other one had, it 

kind of had the right idea and sort of separated out the information. I just think that there were, the 

way that it was set out was, it was more to do with the actual aesthetics of the way that it was set 

out rather than the, so is this one here? 

Um,  

Uh,  

yeah, I think that, I think some of the information probably it looks like, um, Hmm. Um, but yeah, I 

mean, it's, I certainly wouldn't use, I wouldn't use that for a year six and I certainly wouldn't use it 

for, um, for the, uh, the EAL kids. No (sir).  

R: [00:52:50] Now if you did see this for a year group? What year group would you expect this one to 

be?  

ZAC: [00:52:54] Oh, and this probably about eight or nine, I think.  

R: [00:52:58] Okay. All right. The last one I'll show you is this one and it's from the medieval times. 

Um, again, it has the comic sans, it's got some images.  

ZAC: [00:53:14] Much better, much better. 

R: [00:53:16] Yeah.  
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ZAC: [00:53:17] Yeah. I like that. They always go well with a good vintage good image. Like especially 

the medi, some of the medieval ones are fantastic.  

R: [00:53:26] Yeah. What do you think of the use of SpongeBob? 

ZAC: [00:53:32] I think it's all right. I don't mind. I mean, I do stuff like that myself. My favourite one I 

put on is usually one of the muppets like animal or something like that.  

R: [00:53:40] Right.  

ZAC: [00:53:41] But yeah, I think that's, the one thing I wouldn't do with this. Uh, one thing I 

wouldn't do is I wouldn't give them all the pages at once. 

I would maybe just give them, uh, I'll give them bits and pieces at a time.  

R: [00:53:58] Yeah. It's a lot of information.  

ZAC: [00:54:00] It is, but it is well, it is well sort of thing, I mean, the thing is you're never gonna. 

You're never gonna, all this information on here. I mean, how many pages is it? Seven pages, so I 

mean pages on that. 

I mean you've got six to seven lessons there. Yeah. You know? Um, and I would combine that with, 

you know, things like videos and stuff like that, you know, maybe a bit of art project, you know? (t)   

R: [00:54:27] Yeah. And looking at this one. What year group do you think this one is? 

ZAC: [00:54:34] I think year a six, I think year six in a, in a mainstream, in a, in a mainstream school 

would be able to be able to follow this as long as it wasn't giving them all in one go.  

R: [00:54:43] Yeah.  

ZAC: [00:54:44] You know? Um, I think if you, you know, you get one page. Yeah. I mean, that page 

there has got enough information on there that you could, you could, you could real, you could, you 

could, you could read through it as a group. 

Um, you know, you could, you, you can, um, you can have your questions that you could ask about 

it. Um, and then you could tie it in with it. Um, you know, you could tie in the, with an appropriate 

video or something like that, and have a discussion, because at the end of the day, what we're trying 

to do is we're trying to get the kids to learn aren't we? Learn something about it (t). 

So read it, watch a video on it, have a discussion, maybe do a little bit of writing about it. Okay, then 

you could cross into something like art work, uh, you know, stuff like that, but I think one of the 

things, I mean, we also get tied up in, um, in, in having  hour long lessons, which I don't think are the 

greatest things. 

I think sometimes I think that it might be better to just have a, you know, maybe say a half hour, 40 

minutes session.  

R: [00:55:52] Yeah.  

ZAC: [00:55:52] Cause then you, you know, you, you go for an hour. About history and without the, 

with the best will in the world, it can be, well, it can be the most boring. So if you do half an hour and 

you've got the fast turnarounds of activities and things like that, then I think it's much, much better. 

R: [00:56:13] And that's, that's something I'm going to come back to in a second, if you don't mind. 

Cause it's an interesting thing that you've raised, but I'm just going to ask you one more question 
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before we come back to that. So going back to these resources again. Yeah. The actual resources 

that they are. One of these resources is from a year two class. 

One of them is from a year six class. And one is, one of them is from a year nine class. Which ones do 

you think are, which?  

ZAC: [00:56:38] Um, I think the, uh, crocodile is probably year two, I think the second one, the 

Alexander the Great one was probably year nine. And I think the, uh, this one's probably the year six 

one, I would think.  

R: [00:56:56] Okay. Well, the, you're right about the crocodile one that is year two. 

Yeah, that was a year two resource for a topic theme while we were over in Egypt. That was for one 

of the topics. 

ZAC: [00:57:09] Well, and actually, because Medieval realms is key stage three, isn't it?  

R: [00:57:13] Yeah. And that's, that's the thing. The medieval realms one. This one is a year nine 

resource. What do you think about this resource being as a year nine resource? 

ZAC: [00:57:24] Um, I think it's probably it's. I th I, I would still, yeah, I would still use that with year 

nine because you gotta remember as well that, you know, a year nine with in secondary schools, 

their year nine, their levels of concentration can be a bit iffy. Um, you know, cause the, you know, 

given the sort of hormone levels in there, you know, They're probably thinking about, or God who's 

like, who's liked me last status on, on Facebook or, or whatever, their attention tends to wander. 

So if he can keep it short and sweet, I think so. I think, yeah, that would be okay. I would use that. I 

wouldn't use that other one, the one year six at all. Not at all (sir).  

R: [00:58:07] No. Fair enough. Um, with that being said this year six one, and then the year nine one, 

do you think that there's a major disparity between primary teachers and secondary teachers in 

expectations of what they think their pupils are capable of and, um, and the reality of what they're 

actually facing? 

ZAC: [00:58:29] I think that can be, yeah. I mean, there's, um, uh, I think, I think that, yeah, I think 

that there can be, I mean, you talk, when you, when you're talking year six, you're talking about sort 

of like, you know, I suppose it depends to some degree, um, Cause quite often as a, speaking as a 

secondary teacher, I sometimes get, you know, I've, I've had, you know, uh, back in the day when we 

used to do the, the SATs, I've had SATs results come through for maths and science and things like 

that and saying this child's working at, you know, a 5A or 5B or whatever it is. When clearly they’re 

not. 

I mean I've had kids. I had a kid, um, who came through, um, came through to our, our, uh, our 

school, which was a SEMH school. Saying that he had scored fours in all his SATs, 4 for English, 4 for 

Science, 4 for Maths, right. Kid who was functionally illiterate, couldn't read and couldn't write (sir).  

So how was he going to get how's he getting those results where someone has actually sat down and 

dictate and told them what to put, where to put it, you know? And I think that quite often, the data 

you get from that, from primary school is, is flawed. Okay. And, um, I'm not, I'm not a big fan of our 

sort of, I'm not really, you know, I'm, I'm a, I'm a, I'm a big believer in the Russian system (t). 

It's been, it's been sort of de communist, but, but not been changed since 1934. Um, I mean, you 

know, it's been updated and stuff, but the, the general principle is simply, if you go in there, all the 

work is planned, so you go in to, this is what you learn in year, in, in, in the first year. First of all, they 
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don't go to school till, uh, they're six years old. When they go, their first semester, all they do is 

reading. Um, so they'll, they'll, they'll naturally read and do literacy activities for the first semester, 

by which time most of the kids in the class can read fluently (t). 

And then they'll start to learn, and you go, this is what, you go in on, you know, day, one, week, 10 

history you go, and this is what you're taught. This is the homework that goes with it, and so on like 

that. Whereas I think there's a bit too much of a, I think there's a bit of a wishy-washy approach to 

us as a, you know, I mean, you know, that you say like, well, you look at academies, for example, I 

mean academies don't even have to follow the national curriculum, they design their own schemes 

of work (t). 

You know, also, you know, you can go to, uh, um, you know, uh, so, you know, special school, all the 

kids are disapplied from the national curriculum. Do what you want.  Um, you know, and the 

national curriculum now. I mean, what national curriculum? (t)  

R: [01:02:10] Yeah.  

ZAC: [01:02:11] Nobody follows it. No, you know, nobody, nobody follows it now it's redundant.  

R: [01:02:18] And yet for the level of prescriptiveness that the national curriculum has currently. 

It's that's, that's interesting that that can be so prescriptive within it. And yet at the same time it's 

not used. 

ZAC: [01:02:28] Absolutely. That's crazy. Absolutely crazy. I much prefer, you know, this, this comes 

down to government, the government should be saying right, what do we need and what we want in 

our society? What do we want our people to be able to do? 

Right. We want them to do this, that and the other. Right? So there you go from day one. There you 

go. I mean there's stuff man, I mean some of the stuff, it beggars belief.   

 

2: Willow 

Individual description 

I identify myself as mixed race (sir) and I try to bring my Middle Eastern roots into my lessons  

somehow (sir), in addition to my love of animals and the environment. Being an international school 

kid (sir), I have an international school accent (sir). I try to live my life as a professional teacher 

should do in order to model this behaviour to my class (t). 

Cohort description 

Year 5/6 class, aged 9-11 

17 pupils, 9 in Year 6 and 7 in Year 5 

Multiple ethnicities (sir), multiple religions (sir). 2 English as a second language (sir), one English as a 

third language (sir). 2 with special educational needs (sir). Christian faith school with strong links to 

Catholicism (sir).  

Inner city independent school (sir) 

Chosen resources 
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I try to promote a love for reading in my classroom (sir).  And have several items from Harry Potter 

and T.S Eliot’s Cats around the classroom. I have chosen this resource for English reading this 

lockdown. It is a dual language picture book set in both Australia and Morocco (sir).. I chose these 

two resources as they are really accessible for my pupils at home and due to the fact that myself and 

one other pupil come from and Arabic background (t).  

 https://classroom.thenational.academy/units/mirror-by-jeannie-baker-7828 

This resource is split into 5 units. We study one unit a day. Pupils need to pause the video and 

complete the activities in their workbooks. At the end of the lesson, they upload a picture onto the 

VLE for me to mark and give feedback. 

 

I’ve asked them to look at this youtube video in order to see the book, as sadly due to lack of 

technology I am unable to share an ebook with them. 

 

https://www.youtube.com/watch?v=Y3cKvtePhlo 

 

This picture is the front cover. It depicts the simultaneous lives of 2 boys: one is Australia and one in 

Morocco. The author is keen to illustrate both the differences and similarities between the two boys  

(sir). 

 

 

 

 

 

 

…………………………………………………………………………………… 

First interview, Willow. 31st January 2021. 14:15. Duration of interview: 28 mins, 49 secs. 

R = researcher, and participant = Willow. 

[00:00:00] R: Um, okay, so this is our second meeting. Um, we're going to be talking about the data 

that you sent through to me about your social identity and about your chosen resource.  

[00:00:24] WILLOW: Okay.  

[00:00:25] R: Um, I'll just share my screen for a second so that you see what I'm looking at.  

https://classroom.thenational.academy/units/mirror-by-jeannie-baker-7828
https://www.youtube.com/watch?v=Y3cKvtePhlo
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[00:00:32] WILLOW: Okay.  

[00:00:33] R: So I've got your, um, data here. I've highlighted a bit, so I just want to talk about. 

[00:00:38] WILLOW: Okay.  

[00:00:40] R: Um, most of today's conversation is going to be more just digging into the things that 

you've looked at. Just having a conversation about it. So your individual break down, you said, I 

identify myself as mixed race, and I try to bring my Middle Eastern roots into my lessons somehow. 

Well, talk about that a little bit. 

What does being mixed race mean to you? How do you think that that affects your, or impacts your 

teaching?  

[00:01:09] WILLOW: Um, I feel that it impacts my teaching because, I've grown up with two different 

cultures. So I kind of have, um, a, an idea of my, maybe how other people live, how other people 

talk, how other people act, um, as opposed to predominantly like white British schools that some of 

I've been working in, they're just white, British (sir). 

Whereas, um, I feel like I had more experience. I think that's why I identify myself and try and bring 

it into the classroom so that they can see different things (sir).  

[00:01:47] R: Do you think that that impacts, I mean, you, you've gone on to mention later that 

you've chosen your chosen resources, um, a mixed resource between Arab culture and Australian 

Western culture. 

[00:01:58] Do you think that's a deliberate choice on your part because of your cultural background? 

Or is it more because you want to take it to the kids’ background or was it a mixture?  

[00:02:06] WILLOW: Um, no, it was mixed because I wanted something that was accessible. That it's 

in Arabic. Um, so it wasn't necessarily because it was Australian it was just so happened that this 

woman was from Australia, from a Western culture (sir). 

Um, so it wasn't because there's particularly someone in my class who's, either Moroccan or 

Australian, it was just because there was ara, there's some Arabic written on there.  

Um, because the book actually is an illustration book, so it's a picture book, so there isn't, it's not 

one of those, um, you know, some books they're bilingual. 

So one page is English, one pages is in Arabic. This one is just all pictures. So that's why I liked it as 

well (sir).  

[00:02:38] R: So it has an accessibility factor there that you use for the kids as well? 

[00:02:42] WILLOW: Yeah, exactly.  

[00:02:45] R: Okay. Um, let’s have a look so. Middle Eastern roots. Okay. Um, so your love of animals 

and the environment. Have you incorporated that into any aspects of your teaching when it comes 

to science, for example, or English? 

[00:03:01] WILLOW: Yeah, for sure. So in science, for example, this week we took part in, um, winter 

watch. So, and it was all, it was linked to the RSP. RSPB about birdwatchers kind of about garden 

bird, the big garden birdwatch, so just making sure that the class know that we live in, um, on the 

Earth, and it’s our responsibility to make sure that it's,  that we take care of it. So I think. I try and 
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remind them of that in science, particularly, and in history and geography, but I really enjoy teaching 

geography. So I liked doing that in geography as well (t).  

[00:03:37] R: Excellent. Okay. Um, being an international school kid, I have an international school 

accent. Do you think that's an identity as an international student or an international school kid, as 

you say, is, is something that kind of stands out to you more so. 

[00:03:56] WILLOW: Yeah, I find, I feel very different than my colleagues, for example. So they all 

have like regional accent or an accent there where they're from. Whereas my accent doesn't really 

represent where I'm from. It's just an international school accent because I went to like American 

international schools. 

[00:04:13] So, um, even though someone might say it's British people who are British, say it's not 

British because it doesn't really have a dialect or regional dialect. So I I'm very conscious of that fact. 

So then when I'm teaching and when I'm speaking to parents, more raise, like concerns, like where 

are you from, what are you doing? (sir). 

[00:04:35] And, you know, when I went and taught abroad as well, a lot of parents like, Oh, you 

British, why are you teaching in a British school if you're not British? And that was just basically 

based on my accent. So it's a bit, yeah. So I really identify with the fact that, well, I'm very happy 

with the fact that I. I'm an international school kid. So… (sir)  

[00:04:56] R: would you, how, when you come to kind of identification [00:05:00] as both nationality 

or of, um, kind of regional identification, where do you place yourself in what areas do you put 

yourself singularly, or is it multiple areas or?  

[00:05:11] WILLOW: No, I would say I'm from the East Midlands. So. I've grown up in the East 

Midlands. 

So I'm from the Midlands. So someone asked me where I'm from. So if someone, they’d say, oh 

where are you from? I say, Oh, I'm from the East Midlands. So that's where I identify myself, and 

then maybe (sir)  

[00:05:24] R: Would you say you’re British, or would you say you were, European? Or what would 

you say?  

[00:05:28] WILLOW: Hmm, that’s very, no that’s true. If I was, if I was speaking someone abroad, I’d 

say I was British. 

If I was speaking to someone here, they said, where are you from? I say, Oh, I'm from, uh, like 

Nottingham or Loughborough. So I'd say I'm from the East Midlands. I think it just depends on where 

and who is asking them where they're asking from. (sir)  

[00:05:49] R: Okay. And at what point do you think, do you, have you ever, do you think you've ever 

switched identities based on the environment that you've been in? 

So for example, you'd say you were. More British, or, um, white in one organizational situation and 

then possibly say, well, actually I'm Arab in another situation. Is there a point when it would, would, 

could take over because of your need at that point?  

[00:06:14] WILLOW: Hm. That's very interesting question. I've always identified myself more as 

British, to be honest, even when I was younger (sir). 
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[00:06:21] So I would always say I was British. And then if someone asked me specifically, but where 

is your name from. Then I would clarify we'll actually I'm mixed race or half Jordanian. I wouldn't, I 

don't usually say immediately both side, I just say I’m British cause that's fine (sir). 

[00:06:42]R: And do, do you, and this, this might be a bit of a hard, strange question. 

I'm not trying to say anything, but do you think that perhaps the fact that you don't visually look. 

Mixed rice, as people from Britain would expect someone of mixed race heritage to look, has it 

actually helped you in not having to expose parts of your identities to other people when asked?  

[00:07:03] WILLOW: Yes, no. A hundred percent. 

[00:07:05] Um, a couple of examples. So my, one of my best friends, um, who's Middle Eastern. 

She's commented a few times on how I pass off being just completely British because I'm light 

skinned. Um, she's got quite dark skin, Arab Arab style. And then also in the course I'm doing there's 

this, I was talking about my name on the, on the course and um, this other student he's also, he's 

very light-skinned but he's British Caribbean, but light-skinned, he was saying, or some people think 

that he's either mixed or white, but he's not, he's actually British Caribbean. So yeah, I do feel that 

the way I look and the more, the way I look, I suppose if someone was looking at me, they would 

assume I was, English or British, but then when I opened my mouth and I say my name, they identify 

me as something else (sir). 

And I think that happens in my classroom a lot when I meet parents when I meet students. So like, 

where's your last name from where's your accent from? Yeah (sir).  

[00:08:12] R: Yeah. So moving on a little bit, you said that, um, I'm trying to live my life as a 

professional teacher should. When you say that, do you mean that you consider yourself, would you 

say that you'd consider yourself a teacher first and that's you kind of think of yourself - you're frozen 

again -. 

[00:08:32] Okay. Yeah. So would you, would you say you consider yourself for example, like a 

teacher first and that you, you kind of have that at the forefront of your mind, even outside of 

school? Or is that something that you just think about when you're in school and then outside of 

school, you, you switched that off entirely or is it something that's always kind of a mixture. 

[00:08:51] WILLOW: Hmm. I would say that I wouldn't purely identify myself outside as a teacher, 

but I do think it's a professional skill. So if someone asked me, is it what profession are you? Well I’m 

a teacher, because it is a professional skill. I think not everyone has that skill and not everyone has 

that. Um, what's the word I'm looking for, uh, it is like a level of respectability, I suppose, because 

you know, you're, you're on the same, you're the same with like police, lawyers, things, it's like a 

profession skill. So I think that there's a certain way you should behave, to do your job really (t).  

[00:09:30] R: Okay. And would you say there's a level of, um, level of class that comes into it when it 

comes to your profession?  

[00:09:37] WILLOW: No. No I didn't think so. No. I think you have to. For teaching, you have to have 

a degree, maybe two degrees. So I think I wouldn't class that as classist, I would maybe say if you 

want to be a teacher, but you're not academic and you can't really, and you don't really think about 

going to university, you might have other [00:10:00] skills that are great for teaching, but 

unfortunately you have to have degree. 

So there's that aspect there. Isn't it.  
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[00:10:06] R: Yeah. So would you think, would you say that, um, how do you think that does class 

come into any parts of your kind of identity aspects? Maybe so...  

[00:10:16] WILLOW: Honestly, no, I don't feel, I don't feel that class comes into it. I just feel I'm I go 

to work. I don't feel classist. I Feel that maybe I might be, my profession might be. 

Um, more respected than others, but I don't know if that's a class thing. I've never really thought 

about it that way (t).  

[00:10:37] R: Okay.  

Yeah. Cause, um, would you, again another bit, maybe I don't want to be, sound like I'm reaching, 

but, there's other people who were born and raised in Britain, might come first and call and consider 

themselves that aspect of the class that they were raised in to begin with as well as everything else 

that comes with it. 

Do you think that perhaps, Coming from an international background coming from that kind of 

things that, that hasn't been. So class orientated, that that is a reason why it hasn't been so 

entrenched into, into your mind.  

[00:11:08] WILLOW: Yeah, no, I understand. What you mean now. Yes, for sure. Because I didn't 

really grow up here and I did go to secondary school here. 

I don't have that. I don't see that. I don't have that entrenched in me because. Um, middle Eastern 

countries more. It's like, it's quite tribal rather than classist, I suppose. So I like, it’s like where your, 

the, your city, where the city you’re from or from a village, and that's kind of more that I'm used to, 

rather than upper class, working class, middle class (sir).  

[00:11:36] R: Yeah. Okay. Fair enough. Um, okay. It's gone down. So for your cohorts, you said 

multiple ethnicities, multiple religions. Two English as a second language, one English as a third 

language and two with special educational needs and a Christian faith school with strong 

Catholicism. 

Do you think that's the, the religious aspect of the school impacts in any way on how you teach? And 

does it have, is there any kind of positive or negative, negative impacts on the kids in the class, that 

aren’t of that faith?  

[00:12:10] WILLOW: Very good question. So I think because my school is no longer Catholic, it's just, 

it's lapsed, kind or sort of lapsed Catholics. It used to be Catholic, but the current head isn't, so we 

can’t be. 

It doesn't, but it's very open. So we know that we have a lot of children, for example, from the 

middle East, a lot of, um, Muslims, we have a lot of Hindus. We have a lot of, um, no, we don't have 

any Jewish. So we have like quite a mixed cohort. So ours is more where the Christian school, we all 

celebrate the Christian, um, calendar. 

But at the same time, we, we do celebrate all other calendars and we are, we always recognize that. 

Not everyone is Christian. So for example, when we go to mass, we say, you don't need to take part 

in. The service, you need to sing the school song. And you need to stand and be respectful, but you 

don't have to take part in like the hymns or anything, but just the school song. 

So the school hymn, um, and, um, sit quietly basically. So we don't make them because we do have 

some, um, Catholics still in the school. They take full part in the mass (sir).  
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[00:13:18] R: Okay. So as an, as an aspect of your school, because your school is, is a, um, Uh, in 

England, we call it public schools. Internationally you might call it a private school. Um, do you, do 

you think that that aspect of that school, having things like a school song, um, that that's kind of the, 

the facets that surround independent schools in this, in this country, the public school, being an old 

public school in this country, do you think that plays any, any role in the identity that you give the 

kids? 

[00:13:57] WILLOW: Not in any role that I give them because I don't mention what I believe or my 

faith is. I always try and make sure that, to say that people believe this, or people believe that, we 

follow this because it's our school ethos, and I always talk about the history of our school rather than 

the current and what it is. 

Um, I do find that, faith schools are a little bit more nurturing, and I don't know if that's because, I've 

trained in a Church of England school, which is quite strict and then went to a secondary school, 

which was lovely, but it was, um, UN right suspecting. So they already had that different type of 

humanist ethos, I suppose, as compared to a religious school. 

And now I'm in one that we do take part in like more ceremonial maybe, but we appreciate what 

religion. So I do, I do. I find that more comfortable to work in. Yes (sir).   

[00:14:56] R: Do you think it's the, does it remind you in a way of the types of schools you attended 

when you were, internationally? The same style of school?  

[00:15:03] WILLOW: So my, my last school was (religious school) and we did the same philosophy. 

[00:15:09] So we respected everyone's religion and we were set in chapel in silence. So you, we 

would just, think about what you believed in, you didn't have to believe anything. You just, just 

depends on what you believed in. And I really liked that. So, I think that's why I kind of like my 

school, because it's the same sort of idea. 

Yeah. But I do feel more comfortable, I think, in a religious setting because of where I grew up and 

where I lived. So maybe that's why I feel, I think because my primary schools weren't religious at all, 

they weren't even Church of England. They were very secular. Though I think it's because of where I 

spent time afterwards and where I trained as a teacher (sir).  

[00:15:48] R: Right. Fair enough. Would you think that when it, if it comes to teaching, cause you 

said your year group is, uh, uh, year six and seven,  

[00:15:58] WILLOW: like five, six.  

[00:16:03] R: So do you think that there's any aspects of your social identities that have, that you 

would find maybe difficult or uncomfortable if you had to teach in, around race or, uh, racism or, 

um, sexuality, those sort of things?  

[00:16:18] WILLOW: No for sure. So racism. No, because I have taught about that and I think that's 

important because I've suffered from that. So I think it's really important. And especially because we 

have so many in the school who are from everywhere, we’ve got some people who are from Ghana 

someone's, who's from Zimbabwe, Dominican Republic, Germany, you know, France, everywhere 

(t). 

I'm supposed to teach, um, reproduction and sexuality, but I didn't teach it because of COVID. Um, 

we didn't really teach the curriculum last summer. It's in the summer term and I was supposed to be 
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teaching the summer term, but I've not taught that before, and personally I find that a bit 

uncomfortable and I think that's because of who I am and my identity.  

I think parents should discuss that. My class can talk to me about it, but I think we go really in depth. 

Having had a look at, um, our curriculum that the previous year six teachers done. I, I would find that 

a bit hard to teach, but I would teach it, obviously. I, I would, I've got to do it, but, um, yeah, I do find 

that uncomfortable (sir). 

[00:17:24] R: Okay. With, with the types of kind of backgrounds of the kids that you have, being from 

so many different multiple ethnicities and cultural backgrounds, do you find that you do any 

particular form of resourcing to kind of focus on? Cool. 

[00:17:42] - Break in signal -  

[00:17:44] WILLOW: Repeat your question, I didn't hear it.  

[00:17:51] R: Yeah. So do you think given, given the multiple ethnicities and the multiple cultural 

backgrounds of the people at the school, do you think that you have to, will, that you do puts  you in 

any form of extra effort to find resourcing that suits their cultural backgrounds or knowledge, or do 

you kind of maintain what's given to you from resourcing from the school or from previous, les, 

previous classes that you've taught. 

[00:18:14] WILLOW: No, I enjoy finding things that relate to them and maybe where they're from 

and what they might be interested in. So I look at their interests and where they're from, but my 

school is very different. We have very creative autonomy in the class. We can do that. We, as long as 

we stick to the objectives, we can do that. 

I know other schools, they might not be allowed to do that. So I feel lucky really that I'm able to do 

that. So if I was in my other school, if I was in my last school, I wouldn't be that (t).  

[00:18:40] R: Okay.  And have you ha have you had any kind of, any difficulties or any problems if 

you could, that you’ve found when it comes to pupils with English as a second or third language, for 

example, or, um, from cultural backgrounds that didn't really match what you were trying to teach? 

[00:18:57] WILLOW: No, no again, you just have to be really sensitive to that. Um, the, no at the Mo 

not had that yet.  

[00:19:06] R: Okay. So let's go on and we'll have a look at your chosen resources.  

[00:19:11] WILLOW: Okay.  

[00:19:12] R: You initially said you chose, um, several items from Harry Potter and T.S. Elliot’s Cats 

around the classroom. 

(Reading) I've chosen this resource for English, reading and it is dual language. 

Is there a reason particularly that you chose Harry Potter and TS Elliot? Or is it something that was 

just there that you thought was a good for a reason or is it an aspect of background of why you 

chose those books?  

[00:19:36] WILLOW: I think it's important to teachers to try and find something that they're 

enthusiastic about as well, because you'll be a better teacher and your children would enjoy it more 

as long as you know, that it's accessible to them. 
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And it's not something that’ll bore them to tears. So I know for a fact that a lot of my class. Like 

Harry Potter like me. So we, um, if I found a resource that's Harry Potter, we would do it. It would be 

[00:20:00] fine. Um, and the re we had to do poetry and the reason I chose this one is because. I 

found this great resource that was already, um, had been already prepared and created, and it was 

fantastic. 

And I love that poem and I love that poem and I love that book and it was just about the time, the 

same time as the film came out. So it was really relevant and it was really good. Yeah. And we, we 

put it with drama and everything was great (t).  

[00:20:28] R: Excellent. So that you, your reason for choosing the cat's resource was from your own 

personal enjoyment of the poem, as well as the fact that you found a resource that works very well 

for that one. Okay. And do you think that there was, there’s any kind of underlying messaging within 

either the Harry Potter or the, the cats poem that could. That could require kind of nuance there 

that you'd need to explain to the kids because of backgrounds or problems that parents may arise 

from them. 

For example, when I'm in other schools, they might not like Harry Potter because of the concept of 

witchcraft.  

[00:21:00] WILLOW: Oh God. Yeah. So I had to, because my school's pretty relaxed about that. That 

was fine. Um, because it's a reading, and were encouraging reading and writing, but I know for 

example, we don't celebrate Halloween, so I can't give any exciting Halloween quizzes or anything. 

We don't talk about it, even though that's frustrating for me because it is based, you know, on all 

hallows eve. So It's really interesting festival, but we're not allowed Were not allowed because it’s... 

um, but Harry Potter didn't come, no, that wasn't a problem. Um, neither was, and, um, I think cats 

is pretty accessible as well, so, you know (sir).  

[00:21:36] R: Fabulous. Okay. And w w you chose a book cause you spoke about, um, a picture book 

and it's half based in Morocco and part based in Australia, and you included links to how the kids 

could access it. Do you think that the online accessibility was, was important given the situation at 

the moment, but would you normally choose, it might be online accessible even outside of COVID? 

[00:21:58] WILLOW: I wouldn't have chosen Oak Academy because I would have taught it myself. So 

I wouldn't have had a teacher, relied on the teacher doing it. I would have looked at it and see it if I 

could, um, create my own things from it. Um, so I would have made something myself. I wouldn't 

have given them that in the classroom and say, let's all watch this together. 

So I think I adapted it luckily. Um, I found it, it was great. They enjoyed it (t).   

[00:22:25] R: Okay. And what kinds of backgrounds? Um, backgrounds, um, uh, resource websites 

and things. Where do you go to resource?  

[00:22:34] WILLOW: I'm very much a type of teacher who's, I'm not going to reinvent the wheel. I 

look for resources and if they're there, I don't mind paying for them. 

I have lots of memberships that I go to lots of websites that I think are great. If I can't find anything 

and I really wanted to do something, I'll create it myself. So just depends really. So I have a lot. So I 

think for me, because I already had all of these resources available, I didn't find moving to online 

learning as stressful, but it was tough because I had to change my planning (t). 
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So for some things, so for example, for English, I couldn't use the English Id planned and I had to 

change it. So that's why I found this. And I went to the Oak Academy to see what they had, because 

it was too hard to teach at home. And even if I put up at learning video, the platform we're using, 

you can only really upload three minutes at a time. 

So you've got to have, be very quick and snappy with their instructions. So I couldn't upload a proper 

teaching video (t).  

[00:23:32] R: Okay.  

[00:23:32] WILLOW: I had to change my planning.  

[00:23:35] R: Yeah, that's fine. That's cool. So this is the front cover of the book. Yeah. I can try and 

Zoom in, could you go into a little bit about what initially attracted you to the book when you first 

saw it and then why it is that you chose to use it? 

[00:23:55] WILLOW: I was attracted to it because literally it shows two cultures and how they're 

different and the same. And because I felt like that's like me, different the same and a lot of, and it 

reflects a lot of, um, Pupils in my class, classroom. And I thought that was really nice. Um, it's just, 

and also because we've never done, um, I just a picture before we have to do inferences because 

they're in year six, now they're a bit older. They can have really good discussions maybe at home or 

online with me about it. So it would been really nice to do it in school, but it's, it's really helpful as 

well. But, um… (t) 

[00:24:36] -break in signal - 

[00:24:48] R: I missed out when you said that when it's online, it was helpful because it's inferencing.  

[00:24:56] WILLOW: It is really, it's really good because they have to pause themselves. They pause 

the [00:25:00] video, they think about it, they write it down. So what they do is that at the end of the 

teaching lesson, they scan or take a picture of the work that they've done and send it to me so I can 

feedback it and give them like my feedback and marking. 

[00:25:12] And so it's good. So it's collaborative (t).  

[00:25:15] R: Have you found any difficulties in creating kind of a discourse yourself? The kind of 

question asking that you would have, that you're not able to do, because they're using the online 

resource itself?  

[00:25:26] WILLOW: Yeah, for sure, because I ask them questions and they don't always respond or 

I'll send their work back and say, double check this, but they don't do it. 

So there's nothing I can do about that apart from remind them if they still don't do it. That's hard. 

Whereas if it was in the classroom, I'd make them do it (t).  

[00:25:42] R: Or is there a difference? Is there a difference in the types of questions that the online 

resource teacher asks? Or poses that you would necessarily have tried a different type of 

questioning or added question that, that they wouldn't have asked? 

Like an inference type question more than more than what does this word mean?  

[00:26:04] WILLOW: Probably would have gotten them to discuss. We probably had a nice debate in 

class about which, um, lifestyle, um, might be more appealing or which one they thought was, um, 
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more interesting and, or we'd have a debate on like the similarities and differences we could have 

probably had a really good debate in class about it, whereas we can't do that online (t). 

[00:26:28] R: That's cool. So when it comes to, the last few questions, when it comes to, um, your 

interactions with the kids in the school prior to COVID and things like that, would there be any 

certain areas, situations where you would, for example, take things in that were like foods or, um, 

arts, art materials to share cultural experiences or cultural knowledge of things, or would you leave 

that or have them bring things in like a cultural day? 

[00:26:54] WILLOW: Yeah. Yeah. We had like, um, an international week, not last year, the year 

before where everyone brought in something from their, um, um, where they're maybe ethnically 

from, or one of their parents is from or where they were born, for example. So, um, I brought in, um, 

this Kazakhstan jacket that I have, that's really pretty to show that I went in and lived and worked in 

Kazakhstan. 

Um, so yeah, I think that's, yeah, we do have done that before we have, we've not done like an 

international food day. Um, we have, we do cake sales and things, but I think for this international 

again, we, if it wasn't COVID I wanted to organize that because I organize the international dates 

would have been nice to do the food. 

Um, but we didn't get a chance to do that (t).  

[00:27:40] R: Okay. Do you have any questions?  

[00:27:44] WILLOW: No.  

 

3: Quentin 

Individual description 

I do not think of myself as a teacher outside of the workplace. I make an effort not to take 

work home with me, as I find it has a negative impact on my mental health and I don’t really 

think about work outside of school (VAWt). Outside of school, I want to spend time with my 

family and friends, enjoy hobbies or just relax (SIRt). That is not to say I am not hard working 

and professional at work. Despite this, I thoroughly enjoy my job; take pride in doing it well; 

and could not imagine doing anything else (VAWt). 

Cohort description 

Year 6 class, aged 10 years – 11 years. 

31 pupils, 17 boys – 14 girls. 

All children are Muslim. High levels of EAL and PP. 1 with special educational needs. 
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Based in Bradford. 

Chosen resource. 

My chosen resource is a planning template used by the children to plan a murder mystery 

story. When used by the children it included pictures to illustrate what each box represented, 

which they would cut out and sick in their books to create their actual plan (eg: the “victim” 

box had a picture of a chalk body outline in and the “red herring” box had… well… a fish in 

it). They were also given a flap of yellow paper saying “top secret” to cover the bottom row 

and illustrate that this was information to be kept secret until the end of their story. I chose it 

because the writing task was wildly ambitious (we came up with it as a team and I was 

dreading it because I thought it was way too hard) and unfamiliar to the children. However, 

the planning document allowed the children to break the intricate task of writing a murder 

mystery story into easy steps, the pictures helped them to understand what a mystery story 

is, and the style of writing allowed them to be very creative whilst also making it easy to 

include their grammar targets. 

Images and explanations 
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The intricate features required in a stereotypical murder mystery are broken down 

into very simple steps. The children do not need to write more than a few words for 

each section. This enables them to be creative and inventive in bite size chunks but 

also, when the plan is complete, it follows the structure of the story they will write. 

Because of the pictures (which have mysteriously disappeared from the draft I have 

saved, but use your imagination) when it was completed, in their books, it was 

colourful and they were enthusiastic to use. It is much more accessible and easy to 

understand than a story mountain. 

 

I would place these images in a series of folders to make it easy to find for my 

colleagues and myself to find now and in the future (eg: 2019-2020>Spring 

1>Literacy>Lesson 5).s 

…………………………………………………………………………………… 

 

First interview, Quentin. 27th January 2021. 14:15. Duration of interview: 27 mins, 22 secs. 

R: [00:00:00] There we go. 

QUENTIN: [00:00:09] There it is. 

R: [00:00:11] Okay. I'm also going to share the screen. 

Okay. Can you see my screen? 

QUENTIN: [00:00:20] I can, I’m just gonna move into front room. 

R: [00:00:25] Right? That's absolutely fine. 

QUENTIN: [00:00:38] All right.  

R: [00:00:39] Yeah. I'm just highlighting some things normally. Cause I'd be doing, I thought I was 

doing this with you tomorrow, so I'm just highlighting some things to chat with you about.  

QUENTIN: [00:00:44] Okay. You're doing what sorry? You’re just highlighting bits?  

R: [00:00:51] Yeah. 
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Okay, cool. Right. So, uh, you first wrote, I do not think of myself as a teacher outside of the 

workplace.  

QUENTIN: [00:01:10] Yeah.  

R: [00:01:10] Can you expand on that a little bit for me?  

QUENTIN: [00:01:13] Um, it's a conscious thing. I just think I've seen a lot of people in work who are 

not doing it. Right. Do you know what I mean? (t)  

R: [00:01:26] Right  

QUENTIN: [00:01:26] They’re, they spend all the time working. They put way more in than they need 

to, I've always found like, they get the same results as everyone else (t).  

R: [00:01:36] Yeah. 

Frozen  

QUENTIN: [00:01:41] If somebody asks me what I do, I’d say I’m a teacher, I'm not ashamed to say 

that but. I do, sort of, I don’t know. Try not to. I try to keep my work life and my own life separate. I 

think that’s really a conscious thing, and I have to work quite hard at it (t). 

R: [00:02:02] Yeah. 

QUENTIN: [00:02:02] If somebody said, you know like you said? You classify yourself as a teacher. 

That's like the first thing you think of. Um, I wouldn’t, I’d just say, I suppose, yeah. So I suppose I'm a 

dad first or, you know, or a son or a friend or something like that(t).  

R: [00:02:23] Well, yeah, I mean, so go into that a little bit for me. So which one, which one do you 

say comes up as relevance of importance to you first? Is it being a dad? A son or a brother?  

QUENTIN: [00:02:32] You have to say dad don’t you? 

R: [00:02:34] Yeah. Clearly. Um,  

QUENTIN: [00:02:36] But even then like, when I'm not with - child’s name -.  

R: [00:02:40] Yeah.  

QUENTIN: [00:02:41] I behave in a way that I wouldn't, if I was with - child’s name -.  

R: [00:02:44] Yeah.  

QUENTIN: [00:02:45] Do you know what I mean? So it's not. I don't know if you'd say it was fluid or 

what, but you know what, you know, what hat to wear (t).  

R: [00:02:52] Yeah. So when you wearing, would you say you, you have, you have different kinds of 

personality, hats, depending on the circumstances that you're in? 

QUENTIN: [00:03:00] Yeah,  

The simplest of, like and I mean, you know? You wouldn’t swear at work, would you?  

R: [00:03:08] No  
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QUENTIN: [00:03:09] You, but you might, and I wouldn't swear in front of - Childs name -, but if I'm 

with my.... 

-loss of signal - 

R: [00:03:26] Oh, you've broken up quite a bit there for the last five, like minute. You spoke there,  

QUENTIN: [00:03:30] Where did you, where did I drop off?  

R: [00:03:32] When you were saying you wouldn't swear in front of –Child’s name-, but when you're 

with your friends.  

QUENTIN: [00:03:36] Okay. But you wouldn't give it. I wouldn't give it a second thought. And that's 

why I'm always sort of. In the back of my head thinking, God, did I just swear it at work? (t) 

Cause you think when you’re not at work or when you're, out with your mates, I would just 

punctuate my speech with swearing (t).  

R: [00:03:57] Yeah.  

QUENTIN: [00:03:58] But. So at work it's, I'm always surprised that I don't, I've never sworn at work 

because. Um, you just do it without thinking, but then I suppose at work, you don't do it without 

thinking (t).  

R: [00:04:11] Yeah. So do you think, what sorts of hats, like personality hats do you think you would 

wear while you're in work depending different, differentiated between when you're teaching to, 

when you're speaking to other teachers or you’re SLT? 

QUENTIN: [00:04:27] Um,  

R: [00:04:29] or do you not?  

QUENTIN: [00:04:31] No. I do. I definitely do. 

Don't know. I suppose you expect more of the kids don’t you. I have expectations of the kid that I 

expect them to meet. Uh, I would. I don't know the right way to say it. Pressure them.  

R: [00:04:53] Right.  

QUENTIN: [00:04:54] Like if they're not doing what I expected them, I wouldn’t, um, be happy with 

them. Do you know what I mean? And it's not like Id shout at them or anything, but I'd make it clear 

that you know, this isn't what I... 

R: [00:05:07] yeah. 

QUENTIN: [00:05:12] Like, Whoa, come on, pull your pants up. You haven’t done this look, or if it 

was somebody you knew who didn't react well and stuff like this, she might not say anything at all 

and just grumble behind their back.  

R: [00:05:26] Yeah. Yeah. And when it comes to, when it comes to your kids, do you have specific, 

um, kind of ways of interacting with specific types of kids within the class? Or do you try and behave 

the same for all the kids?  

QUENTIN: [00:05:44] I was thinking about this actually. So there was a kid in my class last year. Who 

was very intelligent. Um, but not very well behaved. He was a bit, you know, you could tell he didn't 

have positive male role models. Um...(t)  
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R: [00:05:56] Yeah.  

QUENTIN: [00:05:58] And then you sort of think, oh, well, I guess that's me then. That's my job (sir). 

So when he would not put his back into it or when he would mess about, I’d worked out the thing to 

do with him was get him outside and have, um, just have a word with him and just say, look this isn’t 

on, like. I know what you, you know, cause so I don't want to intimidate, but you can't, he's not 

scared of, uh, Can I say bollocking?  Are we allowed to say bollocking on this? 

R: [00:06:32] Yeah,  

QUENTIN: [00:06:33] that wouldn't, that wouldn't do anything for him. That would just make him 

misbehave more. Whereas if you took him outside and because he was quite mature, he was sort of 

older than his years, you could say, look, if you carry on like this, this is going to happen. Um, this is 

what you need to do. I'm really like, I'm really disappointed with you and stuff like that (sir).  

And because you'd built up that relationship with him, he would respond to that. Whereas I always 

think I'm always really hard on those kids who, I don't know, they used to call them the grey kids 

didn’t they? The ones who just sit there and smile and never really do anything. Never put their back 

into it (t).  

R: [00:07:11] Yeah yeah. 

QUENTIN: [00:07:12] They won’t read the question and stuff like that and I'll be. I don't know, I'd be 

more inclined to have a go at them because I find them more frustrating. Do you know what I mean?  

R: [00:07:25] Yes. That the interaction isn’t the same with them as it is with the ones who are kind of 

higher or lower necessarily.  

QUENTIN: [00:07:31] Yeah, just where there's not, you know, like, no, they're not lacking in 

intelligence, but there's just not, they're not putting any effort in at all (t). 

R: [00:07:40] Yeah.  

QUENTIN: [00:07:41] I mean, I've got kids at the moment who like, I've rung the parents just to say 

that, you know, they sending me work on .... I can tell they haven’t even read the question, so what's 

the point? You know, they need, they need to. I dunno, maybe more if they're going to pull their 

boots up, they need a bit more of a kick up the backside (t). 

R: [00:08:03] Yeah.  

QUENTIN: [00:08:05] And they're more likely to respond to it. Okay. But then for the, for the 

children who come at, you know, those that it's, most of the kids, the children who come in every 

day, listen, work as hard as they can, might not everything. Right. They might not be the most 

intelligent kids, but if you work hard, then. It's almost like you, you have sort of a friendly 

relationship with them and you can have a joke and if they get something wrong, you can say, just 

have a look at that (t). 

Now, this is the question, this is what you've put your answer, and you might only need to feed them 

a couple of, like, we were doing percentages and there was an, it was a bar model. It being split into 

10 parts. And it, the kid had written um, the example in one of the boxes, they written one percent. 

And then the question was, is this correct? 
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And they all went, yeah, it's correct. Cause that's 1%. And so that must be, and then you go no, well, 

what does percent mean? So important to say, cause then they go, Oh, it means out of a hundred 

and that so.  I tell them, and so that's not right?  

R: [00:09:03] Right.  

QUENTIN: [00:09:03] So with those, you can, it's nice. I wish they were all like that because then you 

can just have a bit of a laugh with them and sort of guide them, that way (t). 

R: [00:09:11] Yeah. Do you think you'd differentiate in any way between, between the genders and 

your class?  

QUENTIN: [00:09:20] No  

R: [00:09:21] No. You see them as the one fluid group?  

QUENTIN: [00:09:23] Not on that level. I mean, there's so, uh, there are other considerations, like, 

um, puberty and things like that, but on a sort of table top work level no.  

R: [00:09:37] No, fair enough. Cool. 

Right. Do you think that there's any aspect of, of your identity as a man that. That then reflects into 

you're teaching. And then like, like you were saying with the young fellow that you needed to have a 

male role model there, do you think there's an aspect of yourself that kind of recognizes that you're 

a male teacher in a predominantly female? 

Or do you think it hasn't made any, but  

QUENTIN: [00:10:03] Absolutely. I mean, I don't, analyse it particularly, but. 

It's a thing now, but yeah, if you think back to like the first school I worked at, yeah, absolutely. The 

first school I worked at, I was the only man there and all the women were teaching assistants. And if 

there was any kid was naughty, they got sent to my class for a bollocking basically. And so I couldn't 

be bothered, but at one point. I did have a conversation and say, look, if you're. If you're treating me 

as the one person in school who is respected, then you're never going to be respected. And this is 

going to keep happening to you (t).  

R: [00:10:44] Yeah, no, absolutely so interesting. Okay. And if we just have a look through, on to your 

cohort break down quickly. You said a year, six class aged, 10 to 11. 31 pupils, 17 boys, 14 girls. All 

children are Muslim. High levels of English as a second language and PP and one with special 

educational needs. 

Do you think that's the, the, English as a second language...  

QUENTIN: [00:11:11] Sorry, - name -, it just cut out for a second there. So I missed your last 

question.  

R: [00:11:15] Oh, I'm just starting the question. Do you think that, um, that the, the, the English as a 

second language levels in your class or the, um, the, uh, the cultural background of your classes 

affected the social, the kind of social identity of how you teach them? 

QUENTIN: [00:11:30] Sorry, mate. I've just missed everything there, my computers.  

R: [00:11:33] All right, Ill repeat that. Do you think that the, the levels of English in your class has 

affected how you identify your group?  
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QUENTIN: [00:11:41] How do you mean how I identify them?  

R: [00:11:43] So would you perhaps treat children with a higher level of English comprehension, 

somewhat easier, or, um, ask them more difficult questions for example, or something like that than 

you do necessarily to the rest of the class who might have a low English level? 

QUENTIN: [00:12:02] Yeah.  

And it's, it's reflected in the results and then you, we don't set them anymore, but. You do know who 

who's at a greater depth and who's working towards and who's working, you just sort of bare that in 

mind. Yeah. That's basically it. That's (t).  

R: [00:12:23] Okay. And what about, do you think there's any there's any, uh, impact on your 

identification of the group of kids or as the cohort themselves with them being Muslim background? 

QUENTIN: [00:12:36] Sorry, just say it again, - name -.  

R: [00:12:38] So do you think there's been any effect on how you kind of identify your group, your, 

the, like the, the, how you see your group based on the fact that they are Muslim? Mostly Muslim?  

QUENTIN: [00:12:53] No, not really. It's. I mean, there's certain things like, I wouldn't talk about, 

issues, like homosexuality, I’d be more guarded when I talk about it, because I know then the 

parents come in and complain and you just don't want that. But, um, and also there's stuff like, I 

mean, we live in a predominantly Christian country, so sometimes you can refer to things that you 

just expect them to know, and they don't. And sometimes they'll know something that I don't. Cause 

I remember saying something like, like we talked about Saudi Saudi Arabia and I said, oh, you know, 

women can’t even drive in Saudi Arabia, and they were up in arms and like, yeah they can. It’s been 

like two years now (t).  

R: [00:13:34] Yeah.  

It's, it's a, it's a difficult one. Isn't it? When you've got different groups of kids or different groups of 

people who have that kind of background knowledge, if you're not a hundred percent on it. 

And then do you, do you find that you don't want to, like you say, you want to stay clear of certain 

conversations and topics because you might necessarily have something go wrong in that 

circumstance?  

QUENTIN: [00:13:53] Yeah. I mean there’s stuff like, Saudi Arabia, like I'm quite happy to say to the 

kids, I didn't know that. Sorry. I made a mistake there. 

Um, but with things like, so when we do sex education, I teach sex education to the boys. Well, I 

mean the school knows, so the, all the parents have to come to a meeting. They have to discuss 

what's going to be said, and they have the op, they can opt their kids out. So then once the kids are 

in that room, I don't really. 

I've got, I mean, I know what I need to teach and I'll just teach that. And like we did some, you know, 

I did it with them, I told them what I was going to teach them, we sort of started by saying, look, 

we're going to talk about penises and do you, what do you call it? Do you have any slang words for 

it? And we said, don't mind if you swear, as long as it doesn't leave this room, you know, you can say 

whatever you want, we don’t care, we can all be mature about this and stuff like that (t). 

Wasn't a problem at all. Um, but yeah, I think, yeah, things like homosexuality, I would be a little bit 

more guarded about (t).  
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R: [00:14:49] What about choices of resourcing for particular types of subjects, and lessons. So for 

example, would you choose, um, Harry Potter as a source or as a resource for English?  

QUENTIN: [00:15:00] My class author is J.K. Rowling. 

R: [00:15:02] Right.  

QUENTIN: [00:15:03] Even, don't even have a say in it. Why do you think that'd be problematic?  

R: [00:15:07] No, um, I know of circumstances where some people might say they wouldn't do 

because of the concept of witchcraft, for example, and then there's other things that come into it.  

QUENTIN: [00:15:15] Yeah. It's never been an issue.  

R: [00:15:18] Never been. That's absolutely fine. 

So if we have a look quick, look at your chosen resource, you've said my chosen resource is a 

planning template used by the children to plan a murder mystery story. When I use, when used by 

the children, that includes pictures to illustrate what's each box represents which they would cut out 

and stick into the books to create their actual plan. 

Uh, they were given a flap of yellow paper saying top secrets to cover a law. I chose it because the 

writing task was wildly ambitious. And then we came up with it as a team and I was dreading 

dreading it because I thought it would be way too hard and unfamiliar for the children. What did you 

find? What did you, what did you find interesting between your expectation of the resource in its 

use and what the actual outcome was? 

QUENTIN: [00:16:10] In the actual plan? 

R: [00:16:11] Yeah.  

QUENTIN: [00:16:13] They were just able to come up with really coherent plans. Like you know, you 

know, talking about with line like Poirot sort of, or a Sherlock Holmes thing, where there's a crime 

and this... 

R: [00:16:25] Yeah. 

QUENTIN: [00:16:32] There was broken down. They were able to start creating, um, logical links 

between, you know, and they were putting in like red herrings and putting in all the different 

suspects with all the reasons that you might think it was. And I thought they're either, they're either 

not going to be able to create a coherent story or they're going to get all the, the logical steps in, but 

not be able to write it up as a story. So it just be a list of things. I saw Bob, I told Mary she had blood 

on her shoes. But actually they did really well with it. Um, they were able to, I think because it was 

broken down into such small steps, um, they were able to just plan it out really logically (t). 

R: [00:17:17] Okay. And did you create the resource yourself or was it resourced from a certain 

background point or somewhere else?  

QUENTIN: [00:17:24] We, we sort of adapted it from something we'd found online.  

R: [00:17:28] Right  

QUENTIN: [00:17:30] The idea of the pictures and the flap, that was all from, um, an example that 

we'd found online. Okay. Nobody creates resources anymore (t). 
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R: [00:17:43] It'd be, it'd be interesting to find out. That's kind of one of the things. So when you do, 

when you do resource for, for example, for English or for RE or something like that, do you tend to 

rely more on online resources that you find?  

QUENTIN: [00:17:54] Um, it depends. So with English. Yeah. Cause it's, it's a well-trodden path and 

especially maths. 

I'm not going to spend any time thinking up a maths problem, when there’s a million maths 

problems, any topic that you can think online, but we've sort of done history and our school has 

created this bespoke topic curriculum. It's a bit rubbish, but, um, I've been sort of left with it, been 

left with a history, which I quite like. 

And the one that we're doing, the one we've done at the moment was like a history of policing. Um, 

and I was reading through all these targets that we had to hit. And it was like, I don't think the lass 

who planed this really knows that much about it, but I was able to go in. So, so one of them was the 

compare sources. So I went and found all these old, um, comic, just a load of old resources about 

like, you know, when 1829 and introduction of the Peelers, um, and found loads of like newspaper 

comic strips and, um, bits of legislation and things like that, and gave that to the kids and got them 

to discuss it. So I suppose it wasn't creating resources there, but I'd sort of compiled these bits of 

information, and they came up with some quite good, um, inferences from it (t).   

R: [00:19:15] Okay. And did you, did you happen to have any idea of kind of messaging that you 

wanted to come through in that resource? Or did you, did you not expect them to have messaging 

there and create their own dialogue around it?  

QUENTIN: [00:19:27] I was very well. I mean, there is, if I'm asking the kids, what did people think of 

the Peelers in 1829? Then, you know, you just have to give them resources and let them get on with 

it because there is a right and a wrong answer (t).  

R: [00:19:43] Yeah.  

QUENTIN: [00:19:43] You know, if you look at the resources, you can go, well, you should really be 

inferring this and this, and when we begin to look into, um, the next lesson was to look at resources, 

the same sort of activity, but the police now, and then compare how our attitudes have changed and 

what I had to be really careful because, well, I saw that in my head was actually. 

There is evidence to show that they do a good job because report reported crime has gone down 

and stuff like that. So it was a source to show that, but the media doesn't necessarily reflect that. 

And, um, the picture that showed one of Banksy’s murals that didn't really reflect that. And one of 

the things that were the same was there still comic strips in the newspaper, making fun of them. 

And that was what I wanted them to get. But then you have to be quite careful not to say that 

because then you're also getting into politics. Aren't you? I remember a few years ago I did a lesson. 

I think it was a, maybe there was an election going on and I gave the kids just like, here's a policy 

from one party, and they’re real policies like Labour policy in a Conservative policy and the Labour 

one was like, I forget what it was, something very woke and the conservative one was to re-

introduce fox hunting, which they were planning to do. So I sort of put that forward and said, oh 

which one would you vote for? And of course they all voted Labour, and then the dad was r inging 

me up really angry going well, that's not a, that's not a fair representation of what the Tories stand 

for, and what if they change that policy are you going to come back to my kid in 10 years? And I was 

like, oh that’s a pretty fair point actually, I should probably stay out of politics (t). 
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R: [00:21:18] So would you say that, that dependent on what you're resourcing and depending on 

the topic that you've got, you've got to pay close attention to any kind of underlying messaging 

that's there that you're not necessarily sure would, would it be hitting them?  

QUENTIN: Yeah, I think so. I mean, there's, two add two is always four init? But, and you know, you 

could look at Henry the eighth and draw all sorts of conclusions, but there are some conclusions that 

are definitely factual. Um, but at the end of the day, yeah, I think with stuff like that, that you have 

to leave them to draw their own conclusions. And as long as it's, I mean, I had the other teacher, I 

had planned and the other teacher would come in, yeah, but what's the answer? What should the 

kids say? I was like, it doesn't really matter what they say so long as they've used the sources to back 

it up. As long as they've shown, I mean, the, the lesson, the skill that they learn and, or the police like 

it's can you draw a conclusion, form a reasoned, conclusion from sauce (t). 

R: Yeah. Do you think that with, with topics like PSHE or RE, that it's, it takes far more into account 

the messaging behind it, then the necessary concept of the skill that they’re learning, or do you think 

that it's more focused on skill based for those, those, those specifics topics?  

QUENTIN: [00:22:33] RE, REs not is it? REs almost like. 

Almost the opposite for that reason. I’m not like, not a religious person, but I teach kids who are 

religious. And so I'm almost like, I don't want an opinion about this. If we're, if we're learning about 

Buddhism, I don't really care about your opinion. I care that, you know what Buddhists do. And I care 

that you know, why Christians do this and why Sikhs do that so that you... 

Get  

R: [00:23:06] the knowledge behind them? 

QUENTIN: [00:23:07] More tolerant of it. But really if you think it's stupid, I don't care. It’s not. You 

know, objectively they're all, not without their flaws are they? But, um, but then that’s my opinion, 

so I wouldn't say that either, I’m very much. When I teach it, it's almost like the homosexuality thing. 

I'm very much focused on. This is what these people believe, that that's why we learning it. That's it?  

R: [00:23:33] Yeah. And what about PSHE or do you, do you not, do not really teach much about 

PSHE other than the sex education aspect?  

QUENTIN: [00:23:40] Just started doing jigsaw. Um, When I think of PSHE. It's almost like life skills, 

init? We’re teaching things like mindfulness and it's not really open to it. It's like, try this. Did it work 

for you? If not fine. We'll try something else next week. Um.  

R: [00:24:02] So. Kind of focusing a little bit on, on what you were saying about the, the difficulties of 

teaching, something like homosexuality within sex ed, how comfortable would you be in having the 

conversation with kids about race or the concepts of racism that's taken place over the last year, two 

years in and around Britain and America? 

QUENTIN: [00:24:24] That's something we do talk about. Cause it is, it is even though all the kids are 

Muslim, there’s like four Polish kids who see to get it in the neck all the time, so it is a bit of an issue. 

And they're very because they experienced it as well. They’re very clued up on it. Um, so yeah, it'd 

be perfectly comfortable to talk about that. 

I mean, what's going on in opinion after that, um, I think a few years ago about. I try not to talk 

about politics with them even. 
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R: [00:24:54] Yeah. 

QUENTIN: [00:24:54] I just smile to myself. Um, but yet I try not to get into the politics side of it. I 

think it's enough to teach them that racisms not acceptable.  

R: [00:25:09] Right.  

QUENTIN: [00:25:09] And we do like the British values and the school rules. 

R: [00:25:16] So with the, with the British values concepts that comes into, have you used any of the 

government resources that are common with that? Or is that something that your schools kind of 

pushed itself through with its own resources?  

QUENTIN: [00:25:29] I don't see, it’s done through assemblies. The head teacher’s assemblies. So 

what he uses for that, I'm not really sure. 

I've got this in my classroom. That I got off twinkle.  

R: [00:25:38] Okay. Fair enough. That's cool. Thank you very much. We just have a look through. 

Yeah. Do you have any questions yourself that you've been wanting to ask me?  

QUENTIN: [00:26:03] No.  

R: [00:26:03] No. So how did you find the process of thinking about your social identities? 

QUENTIN: [00:26:10] Um, so I try not to analyse things like that too much, but yeah. It was alright.  

R: [00:26:16] Okay. Very good. Fair enough. Right. What we'll do then is, um, the next time we have 

a meeting, which all sets up with you in a minute, maybe next week will be me showing you a 

resource and getting your feedback on that resource of what you think of it for the year group, that 

it's for and whether you would or wouldn't use it. 

And what you think about just the messaging behind it and that sort of thing. Does that sound okay?  

QUENTIN: [00:26:39] Yeah, that’s fine mate.  

 

4: Patricia 

Individual description 

I am a mother first and teacher second. I have been teaching since I was 15 and it 

has been a fundamental part of my life passing on my hobby skills as well as in 

education. I have always classed myself as European because I have lived and been 

educated abroad mixing with people who do not always have English as their first 

language and why I have no regional or preferred accent. I am upper middle class 
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due to the amount of travel I have been able to do and different cultures I have 

encountered over the years.  

Leader                   Primary teacher Year 5 and 6 

Military 

Competitor  

Cohort description 

Y5 class  aged 9 to 10 years 

27 pupils  17 boys and 10 girls.   Multi ethnic, multi religious (Islam, Christian and 

Buddhism).  All had English as a second language. Four students with special 

educational  needs. Based in Egypt. 

Here are my 3 most loved resources. 
 

Harry potter.....use for instructional text, how to play quidditch. Also used for how many 
other team games, language skills and do they all cross the international barrier. What 
about differences, reasoning and terminology for 'differences?' Muggles, for example. 
Science and reasons in potion making and the Latin for spells. 
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200 postcards.......used for sorting into groups for religion, countries, animals, transport, 

colours, art styles, historical timelines, scientific inventions, or as a stimulus for creative 
writing for the intro, build up, dilemma, climax, solution, conclusion parts of a narrative. I 
also use them for shared narrative writing, chronological/non chronological reports, 
newspaper articles. 
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Black and white poster....... Stimulating enquiry, using open/closed questions. Paying 
attention to detail in the fore/background, improving vocabulary, geography skills, 

mathematical vocabulary for position and angles. Historical clues for era, type of building 
and time of the year. 
 

 

…………………………………………………………………………………… 

First interview part 1, Patricia. 26th January 2021. 12:55. Duration of interview: 14 mins, 53 secs. 

R: [00:00:00] Recording now. So you should see a popup in a second. There you go.  

PATRICIA: [00:00:09] Yep.  

R: [00:00:10] Okay. Right. First of all, um, how did you find the process of thinking about your social 

identity?  

PATRICIA: [00:00:19] Um, certain aspects of it really do challenge your thinking and, you know, make 

you put things into perspective. Um, I mean, I suppose I'm luckier than most. 
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Um, being raised, you know, not in the UK for a start off means I've been around people where 

English has never been their first language. So, um, that particular aspect of didn't find harm, but 

how to classify myself. Yeah. I found that difficult.  

R: [00:00:49] Yeah.  

PATRICIA: [00:00:50] Yeah.  

R: [00:00:52] I'm just going to share the screen with you so we can look at what you wrote. 

Can you see the screen?  

PATRICIA: [00:01:01] Yup.  

R: [00:01:02] Okay.  

PATRICIA: [00:01:02] Calendar. 

R: [00:01:04] We go up here.  

PATRICIA: [00:01:05] Yep.  

R: [00:01:07] So as you wrote, I am a mother first, teacher second. I've highlighted the things in red 

that I think are kind of worth discussing. I've been teaching since I was 15, classified myself as 

European, educated abroad. And uh, upper middle class. So I don't think it's, it's it's, um, confusing 

or, or strange in any way to say that you classify yourself as a mother first and a teacher second. I 

think everyone who I know who is a parent would always classify themselves as the parent first.  

PATRICIA: [00:01:38] Yeah.  

R: [00:01:39] Um, do you think in any way that one has influenced or affected the other in the way 

that you behave? 

PATRICIA: [00:01:53] Maybe things that have worked with my children. Um, uh, certainly some of, 

some of those things can be, um, adapted, uh, to the classroom.  

Yes. 

R: [00:02:09] And has there been any way that being a teacher has kind of. Um, affected your daily 

life, even outside of teaching? 

PATRICIA: [00:02:22] Um, that's a hard one, I think. Um, yes, it has, and certainly age has played in 

that too, is that I'm more of a listener now than it used to be or because of, um, you know, whereas I 

think. Before I was a parent or before my children were up and running around. Um, you're more 

reactionary as in, you know, you'll you think you're invincible when you're younger, so you tend to 

be more short-tempered but certainly having children makes you well, made me anyway, I would 

say more mellow.  

R: [00:03:07] Okay.  

PATRICIA: [00:03:10] And also if there's conflict between your children, you have to listen to both of 

them and try and get the middle line. 

R: [00:03:17] Mm. 
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And what about teaching as a career? Do you think that teaching itself has been the major influence 

on you as a career? Or has there been any other aspects of a career that's or previous careers at all 

that have influenced you in any way?  

PATRICIA: [00:03:33] The last thing I ever wanted to be was a teacher. Uh, both my parents were 

teachers in secondary school. 

My, that's where my father stayed and my mum ended up teaching reception in a special school. So 

she came down and down and down and down, um, with her teaching career and seeing how, they 

spent so much time marking and doing assessments, um, made me not want to be a teacher. It was 

only really when I had children of my own. 

Um, I actually trained first of all, as a nursery nurse and it was one of the placements I was in and the 

way that I handled the children. In an EBD school, in Norwich, and the teacher there said you don't 

want to be a, a nursery nurse classroom assistant. You need to be teaching. So she persuaded me. 

R: [00:04:42] Okay. Do you think that there's the then perhaps was a linear progression from your 

parents to you and the teaching facet? Or was it, do you think it was more of a situation of 

circumstance?  

PATRICIA: [00:04:53] No, both my, both my parents said, um, you'll make a good teacher. Um, we've 

seen how you are with, um, other children. I was more of an, I organised the games we played, not 

exclusively, but if they, um, the group of children outside of school, my parents did a lot of sports. 

My dad in particular and cricket, rugby and football are quite boring for young children. So. My 

parents would say you were always organising games for the other children to join in. You never left 

anybody out. Um, and if you weren't there, they would, they would ask for you. Um, so my parents 

said, you ha, you are naturally a teacher. 

And I was like, no, I don't want to be a teacher.  

R: [00:05:48] Yeah. So you've had that said to you from an early age as well.  

PATRICIA: [00:05:53] Yeah. And. When I put that I've been teaching since I was 15 years old. Um, I 

was, um, teaching horse-riding and I am a qualified horse riding instructor now, but then I was 

teaching adults and children how to ride. 

So that's why I put, I've been teaching since I was 15. 

R: [00:06:24] Yeah. So that's a fairly, um, would you say it's a fairly pivotal aspect of your, of 

personality stature?  

PATRICIA: [00:06:33] Yes, I do. And also. Um, friends as friends of the family would say, you see 

when you've got something that you know really well, you can describe that to the eight people or 

the seven people in your, in your class that you're taking, you can demonstrate it. 

And that's everything a good teacher should be able to do. Adapt how you speak to people. Adapt to 

what you're showing them and how to, you know, um, get a good result.   

R: [00:07:05] Yeah. Okay. Just moving onto the next bits, uh, 

I class myself as a European. Talk me through that aspect a little bit.  
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PATRICIA: [00:07:21] Well, I left the UK aged five. And was raised in Cyprus where we had, uh, I went 

to, um, a military school, but there were state schools and private international schools, and we 

played different sports with them, you know, football, swimming galas, ah net ball, hockey. 

Basketball, athletics. And so from an early age, I personally was mixing with a Greek Cypriots Turkish 

Cypriots, um, French children, uh, Spanish children, German children. Not, not that I can remember 

any from the middle, from Middle Eastern countries. And they would say to me, where do you come 

from? And I say, I would say where I was born, which is in…, but I had never classed really the UK as 

my home. 

I don't have, um, a regional accent because I had been mixing with all these different, um, 

Nationalities, there is an odd one or two words where I have got an accent, but then, uh, but you 

wouldn't pick up. Or say you are this type of person, you know, you come from the North or you 

come from Scotland or Ireland that they can't do that. 

R: [00:09:09] Do you think that having, um, having an identity as a European has affected or had any 

influence on how you teach, and, the, your, your s, your style of teaching or the way you think that, 

think about teaching? 

PATRICIA: [00:09:30] No, I don't think so. I just think that my habits or my traits come from how I 

was raised and the people I've mixed with. I don't see religion or skin colour or accent. I just see the 

person. Um, and I talk to that person as I would. Any anybody else? I don't differentiate in that 

respect.  

R: [00:10:00] Okay. Thanks. Um, we've covered educated abroad. 

What, what does it mean to you when you think about the idea of being middle class?  

PATRICIA: [00:10:15] My parents were given, um, officer's status when they came here to Cyprus, 

uh, because of that education and also their pay, put them above what the average people in Cyprus 

were earning. I got to travel extensively. All around the Mediterranean, uh, when I was growing up. 

And if you compare that kind of lifestyle with your average person in the UK, you would have to be 

upper middle class to be traveling at least twice a year.  

R: [00:10:56] Hm. 

Okay.  

PATRICIA: [00:11:01] And I also had my own horses and that is also what is classed as an upper 

middle class sport or hobby.  

R: [00:11:14] Hmm. Do you think that there's any there's any effect or any, um, behavioural traits 

that have passed into your teaching behaviours as a teacher or a leader in teaching that comes from 

that background? 

PATRICIA: [00:11:33] I don't think real, real leadership can be taught yes, but to actually practice it, 

you have to be a leader. And, um, you start as a class teacher by leading your class or your, um, 

teaching assistant. And encouraging the best from them. Um, did I want to end up as a, as a head of 

a small school or as a deputy head? No, because teaching was my second career. I just wanted to try 

to be a good all-rounder. Daily, you know, and that is, that's tough if you're trying to tick boxes that 

are given to you in a leadership program, like, um, middle management or something like that, um, 

then you can, become disheartened, but if that's in your nature to be, um, a leader by 



346 
 

encouragement, leading by example, not asking anybody to do something you're not prepared to do 

yourself. 

Um, that comes from. You as a child, I think being encouraged.  

R: [00:12:57] Okay. Um, you said that this is your second career. So if you mind me asking what your 

first career was?  

PATRICIA: [00:13:04] Um, I was in the army.  

R: [00:13:07] Okay. Do you think that that's, could have had an, that your time in the army has 

changed or made any specific impact on your teaching? 

PATRICIA: [00:13:16] I think it made me more determined. Um, within my, within myself. Uh, for 

example, your boots not being shiny enough, your uniform not pressed enough. Um, and so you 

achieve or try to achieve excellence in how you look on the outside as well as what you feel or do 

from the inside. So, yes, I think that's helped. I also was, um, encouraged to represent my regiment. 

 (Video cut out)  

First interview part 2, Patricia. 26th January 2021. 13:11. Duration of interview: 34 mins, 55 secs. 

R: [00:00:00] Oh, okay. So, um, yeah. I don't know why the screen just froze there, but, for some 

reason it did. So you were saying about the termination and about, um, excellence and drive.  

PATRICIA: [00:00:17] Yeah. Um, I was very lucky in that. Certainly with my shooting, I went to keel, 

uh, two years on, on the, you know, after each other, um, um, got to represent A, my regiment, B 

the women's team and C the inter services team where I was meeting with, um, NATO soldiers. 

Um, I also used to run courses for young Sultans in the Hussars, who need to earn their spurs in the 

officer's mess. So I had to teach them how to ride I, how to look after their horse and do several 

skills of, um, tent pegging, where they use a lance on a horse and, um, also skills with the sabre. 

Which they have to pass in order to gain their spurs. 

So again, I was teaching even then before I actually went to uni and qualified as a teacher. Um, also, 

um, in sports, uh, in equestrian sports anyway. Uh, we had the Olympic selectors come over when 

we were competing, um, for the three disciplines, dressage, show jumping and cross country. And so 

I've always been meeting people and, and having to mind your P's and Q's, know what type of 

language is appropriate. 

And you also pick up little bits of different languages, which is helpful. Um, and I think all those kinds 

of things help to mould me as a person. Certainly made me, um, figure when I go to work, I need to 

look smart and feel smart. Um, that I need to behave in a particular manner that is approachable, 

um, and also professional.  

R: [00:02:37] Okay. So would you, would you say that if you were in an environment where you were 

speaking with, um, other people who have been, or are currently in the military, for example, would 

you behave to them or introduce yourself to them as a teacher? Or how would you introduce 

yourself to them?  

PATRICIA: [00:02:54] I would introduce myself as just as (Name). Um, and then I'd wait for them to 

approach me. I'm not one to push my, my thoughts or my feelings on anything, unless I'm with 

friends, I would say, because the last thing I want to do is offend anybody and you seem to be able 

to offend people very easily these days. 
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R: [00:03:22] Very true. Um, okay. So as, as social identities go, we've indicated that you said mother 

first, teacher second. Um, and then European and middle class, would you say there are aspects that 

you would use as leadership, for example, a leader as a social identity, or would you not place that 

as yourself in that, any of those points? 

PATRICIA: [00:03:53] No. Um, for those people who know me, um, I would say there's a, as long as 

you're professional in what you're doing, that's fine. Um, privately for, um, actually I should give you 

an example, um, as a, as a leader in teaching, if you are speaking the whole staff, you treat them all 

the same. You don't make anyone out to be different from anybody else. 

If there's an issue that has to be dealt with one-on-one. Um, as far as I'm aware, I have never, for 

example, reprimanded. Uh, reprimanded a member of staff in front of, or where any other member 

of staff can hear. If it's had to be, uh, an official warning it's, it's been done with the correct senior 

management team members in place. 

R: [00:04:55] Okay. As, as an individual with a class. In your, in your classroom, behaviour 

management, for example, would you say that the military background, that you've had both as 

you're being educated in a military school and also your style of as, as your previous career, has that 

affected your style of classroom control? 

PATRICIA: [00:05:17] Yes in that there's always a re uh, the stick, which is metaphorical, not literal 

and, uh, and the carrot, and also a good sense of humour, um, particularly with year five. So year 5 

are my favourite year group, um, of teaching, um, You gain respect by, in certain situations and in 

certain lessons, coming down to the child's level, admitting to them when you've made mistakes, 

allowing them to see that it is okay, because by making a mistake from that, you learn not to do it 

again. 

Um, but also by being honest.  

R: [00:06:01] Yeah.  

PATRICIA: [00:06:02] You know, for example, um, the thing that sets me off on one is lying. And the 

second one is chair tipping. Having seen a student go over backwards and split their head open. And 

that's something I don't want any for any child. Uh, but also, um, you know, by, by being honest with 

them and, and getting the children, to be honest with you, that then helps them see that there is a 

way forward. 

There might be repercussions, but as long as they've told the whole truth, you can usually, um, get 

round most situations. I also include the rest of the class in, in some disciplinary matters. So it's not 

on me. It's also on the class.  

R: [00:06:57] Okay.  

PATRICIA: [00:06:58] It's shared responsibility if you like.  

R: [00:07:01] Yeah.  

So when you spoke about what, how, when you first started off with the possibility of teaching, you 

said that you started off as a, um, an early years as a classroom nursery nurse. 

What made you, or what makes you choose year five, which is higher up in the primary area as your 

favourite grouping and not the lower years?  
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PATRICIA: [00:07:25] Um, I like upper key stage two, that's year five and six. Um, because I feel 

myself, I can be once the disciplinary store has been set out, boundaries tested and the, um, 

repercussions from that other same, the children feel safe. 

Yeah. That like, then I can relax and be more myself. Um, there's not a day when I'm in the 

classroom that goes by that we don't have fun, we don't have a laugh, we don't have a joke. And, 

and also, um, the children know that they can, they need to test their own sense of humours too. 

And sometimes they go a bit over the top and it's about being in a safe space to learn those kinds of 

social skills, um, before they reach adulthood. 

And that's the first place to practice is amongst friends and in a safe environment. Then, if 

something is said that, um, derogatory or has gone too far, it can be discussed. And from the one 

mistake from one student, everybody else learns.  

R: [00:08:39] Okay.  

PATRICIA: [00:08:42] For me, essentially, the social side of education is every bit as important as, 

um, assessment grades. 

You know, you want your children from your class to be all round, um, whole, so their emotional 

wellbeing and their social skills, to me anyway, are every bit as important as an A plus or a D, doesn't 

matter. 

R: [00:09:15] Cool. Thank you very much. Um, we'll move on now quickly to your cohort breakdown. 

I'll share the screen with you again, so you can see. 

You able to see the screen now?  

PATRICIA: [00:09:31] Yep.  

R: [00:09:31] Okay. So in your cohort break down, year five class, which is the, the year group that 

you say is your favourite year group, age nine to 10 years, 27 pupils, 17 boys, 10 girls, multi-ethnic, 

multi-religious, Islam, Christian, Buddhism, um, all had English as a second language. Four students 

with special educational needs, based in Cairo, based in Egypt. 

PATRICIA: [00:09:52] Yep. 

R: [00:09:53] Is there anything specific you can tell me that you, you, the reason you chose that 

class?  

PATRICIA: [00:09:58] I didn't choose the class. I was handed the class.  

R: [00:10:02] Okay.  

PATRICIA: [00:10:03] Um, the, uh, original class teacher was, um, didn't pass their probation. So, um, 

I had to take over that class. I didn't choose it.  

R: [00:10:14] Okay. What I meant though, was why you chose that class to talk about for this 

grouping. Was it the most recent class you've taught or was that... 

PATRICIA: [00:10:26] Yes it is. 

R: [00:10:28] Okay? I see. That's absolutely fine. And were there any aspects of that class that you 

found new or difficult or interesting that would that, that wasn't necessarily the same as your 

previous classes? 
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PATRICIA: [00:10:43] Um, as always, especially in Egypt, um, acknowledgement of, by the parents of 

that child, having a special educational needs is seen as a failure. And so the parent, rather than get 

help quickly, the parents are extremely resistant, to any form of intervention. Um, that I have always 

found difficult. And my child who was in that class, he was Chinese and a Buddhist also found, I 

found that difficult, not for me teaching Buddhism, but to what extent was difficult. And also the 

limited language. I certainly can't speak Chinese. Um, and certainly, especially with religion, you have 

to tread quite lightly.  

R: [00:11:41] Yeah.  

PATRICIA: [00:11:42] And as it's not even acknowledged in Egypt as a religion, there are no 

resources. There are no temples. No. Nothing that you can hook into or onto, uh, to support you in 

the classroom, when the other children go off for their, um, Christian religion lessons or the, um, 

Islamic lessons, you are left with a child who you really don't know what to do, where to go, who to 

approach or what to use, and I found that very tough.  

R: [00:12:18] Okay.  

Would you, would you say that then both for yourself and for that child, there was a level of social 

abandonment?  

PATRICIA: [00:12:26] I think so. I felt frustrated because although I had resources or could tap into 

resources, be they online or whatever in the UK, um, I found it difficult with the language because, 

um, his language, his command of the English language was severely limited. 

Um, So I tried to get his parent to come in and sit with me, which worked out when she did turn up. 

But, um, it wasn't consistent. Okay.  

R: [00:13:07] So what sorts of resources did you find you, you used that work best for you with that 

child?  

PATRICIA: [00:13:15] Well, trying to find, well, I did a new year, which was, uh, you know, obviously 

their celebration. 

Um, so I got, um, the child to try to tell me, and I used a tape recorder, to tell me what Chinese New 

Year was all about. Um, and then I got him to make a new year cards, which he made, uh, for his 

family and he made one for me.  

R: [00:13:47] Okay.  

PATRICIA: [00:13:49] He was quite pleased with that because obviously it was something we both 

knew about. 

Uh, but as to the, like, if it was Christianity, I know I could go and read the Bible and I'd make some 

connection there, but not knowing the intricacies of, of Buddhism, but just tried to stick to the, uh, 

religious celebrations when, um, and his mum helping me when she did turn up, um, about what I 

should teach. 

And in fact, I made her say it in English. And then secondly, uh, um, in Chinese when he didn't 

understand the English.  

R: [00:14:34] Okay.  
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And were there any particular areas that you used trying to look to find any other resources for him 

or types of resources you would find for him?  

PATRICIA: [00:14:44] I looked online, um, uh, on teaching, teacher resources. 

Which I think is .co.uk. Um, and I tried to go on TES and look, and look for things, but I think because 

it's aimed at year five and I even tried year four, it depends on when that falls in the curriculum in 

the UK as to what kind of resources you can get.  

R: [00:15:19] Yeah.  

PATRICIA: [00:15:19] If a particular, if their curriculum says, for example, Buddhism is taught in year 

6, those resources are way over that child's head and trying to adapt it is difficult when you're not 

fully au fait with the religion yourself.  

R: [00:15:36] Yeah. So did you, do you, would you say that you found it more difficult dealing with 

that individual child? Even though the other children weren't necessarily from your cultural 

background themselves, but you have, you were more comfortable with them because you'd been in 

the culture so long? 

PATRICIA: [00:15:52] No, I just found that particularly hard, um, because certainly teaching in the 

UK, when I was teaching in the UK rather, um, Buddhism was taught in year 6. And so really he 

needed. He really needed year two, maybe three, at a push, type resources and there weren't any 

available.  

R: [00:16:17] Okay. So, so a major issue was, uh, resource availability for all age groups for that 

particular necessarily need. 

PATRICIA: [00:16:26] Yep. 

R: [00:16:30] Or an ability to find kind of resource availability from someone else or knowledge 

availability from someone else.  

PATRICIA: [00:16:36] Yes. And you can't, you know, you, you can't go out to a Buddhist temple in, in 

Cairo, and then speak to somebody who can come in, or you take the, make arrangements for the 

child to go there for their education, uh, their religious education. 

Uh, and that was particularly. That was the most frustrating.  

R: [00:17:00] Okay. When it comes to teaching English in general to your class, and then also for that 

pupil, do you think that there was any major particular differences between that kind of cohorts to 

one that you would have in England?  

PATRICIA: [00:17:15] Yes. Um, certainly it took me at least a month to get the children to accept this, 

um, young lad. 

These are children who've been in a private school from, you know, KG. And so their friendship 

groups are quite tight and trying to break down those barriers was difficult. And then when COVID 

happened, you know, I really felt sorry for that little boy, because the parents had told their children 

to stay away from him. 

And there was absolutely nothing wrong with him. 

Made me angry a couple of times too, to be honest, because how would they have liked it if they 

had been in that child's shoes? 
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R: [00:18:11] So you were able to socially identify with that child as well on that child's concepts.  

PATRICIA: [00:18:17] Yeah. The child was trying to, you know, play with the other children at 

lunchtime or break time and they just, you know, ignored him. If he approached them, they would 

shout, shout at him. And, you know, the duty staff don't always focus on, on one particular group. 

R: [00:18:37] No,  

PATRICIA: [00:18:38] And although I didn't have a playground and lunchtime duties, I would watch 

from the windows. And when I saw that happening, I would go down and gather the children up and 

say, no, you know, he's not got COVID. You wouldn't be at school if he had COVID he's not been in 

China, you know, for, you know, since, uh, last Christmas, nearly a year ago, but you know, that's 

perceptions put on the, on the children, in that class, by the parents, which I, as I say, occasionally, I 

got angry because it's was so unfounded. And that little kiddie who was, you know, struggling with 

English, didn't know any Arabic, was trying to engage in play and was just being rebuffed. 

And it's not just, you, you know, it wasn't just one of the children. It might be, might be as many as 

six.  

R: [00:19:45] Yeah.  

PATRICIA: [00:19:46] Um, you know, which is bullying. Well it's bullying if there's one or two 

children, but that was en mas, and I got really upset about that.  

R: [00:19:57] No, no. Fair enough. Um, I'm going to move over to your resource choices now if that's 

okay. 

PATRICIA: [00:20:05] Yep.  

R: [00:20:06] As long as you've got enough time. You okay.  

PATRICIA: [00:20:08] I'm fine. 

R: [00:20:12] First choice. So your first choice that you made was, um, Harry Potter and the 

philosopher's stone, uh, and you said used for instructional texts on how to play Quidditch also used 

to how many other teams for how many other team games, um, language skills. And do they all 

cross the international barrier? 

What differences, reasoning and terminology for differences, muggles, for example, science, 

reasoning, potion making and Latin spelling. I've highlighted the conduct of the language skills. And 

do they cross the international barrier? Can you talk to me a little bit about that?  

PATRICIA: [00:20:47] Um, well, when you've got different children of different, um, ethnic origins, 

can they relate to, or has, um, JK Rowling's book been translated into their native tongue? That's the 

first thing? Um, uh, one of my colleagues had, uh, a Russian child in her class who recognized the 

book straight away. Because they had read the book, but it was in Russian, not English. So that's the 

first thing. 

And whether the, um, terminologies were the same, Quidditch is one, um, and, uh, there was 

another, I'm trying to think off the top of my head now. Um, maybe it will come to me later. Um, So, 

um, I couldn't tell you here and now how many languages, all of the Harry Potter books have been 

translated into, but it's nice to know that, um, the book anyway, has been translated, and if a child 

has read it in their mother tongue, um, and explaining the plot of the story is very good, you know, 

for their language skills. Hmm. 
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R: [00:22:14] Excellent.  

What about the differences in reasoning or terminology for differences?  

PATRICIA: [00:22:22] Um, yeah. Um, uh, does muggles, for example, translate into Russian or into 

German or another French maybe? Is it the same or have they used different terminologies? 

Because I know in America, Um, it, it's not Harry Potter and the philosopher's stone. 

It's, it's something else off the top of my head, I can't remember.  

R: [00:22:51] Sorcerer's Stone.  

PATRICIA: [00:22:52] Yeah. Yeah. So is that, does that happen in other languages? And is there a 

difference between a philosopher and a sorcerer?  

R: [00:23:02] So it's accessibility.  

PATRICIA: [00:23:04] Yeah. And also increasing vocabulary. Yeah. Also, um, for the characters in, in 

that first book, for example, Harry, as you know, is living under the stairs. 

He doesn't even know he comes from a magical family. So how did he feel when he first went to 

Hogwarts? Is that how a particular child felt when they first came to TBS? When they first came into 

this class, what is similar on Harry's feelings to how they feel and what are the differences?  

R: [00:23:42] Yeah, so social identification and also social... 

PATRICIA: [00:23:44] because he hasn't been brought up in a magical family. 

Also his, the discrimination in the family dynamics when he is at Privet Drive, um, um, the stigma 

attached to being. Magical. Um, what stigmas have the children found in their own lives? Especially 

in an, in an international school. 

R: [00:24:19] Okay, great. The second one. You chose postcards, 200 postcards used for sorting into 

groups for religion, countries, animals, transport colours, art styles, historical timelines, scientific 

inventions, and others. And as stimulus for creative writing, uh, that I'm applying some narrative. I 

was using it to share narrative writing chronological and non-chronological reports. 

With these particular types of cards, would you say there's a reason why you would have chosen 

that resource that you have there, rather than for example, a postcard or letter writing resource 

that's available on a different website or?  

PATRICIA: [00:25:01] Um, yes. Uh, quite a few of those have been sent to me. Um, I've sent them to 

people in the family and said, don't throw it away because I'll use that as a teaching resource, and 

children like that, um, they either, or the postcards have been sent to me. 

So children feel like they’re they getting to know me as a person, rather than as the teacher, not all 

of them, but quite a few of them have got messages on. And that's helpful. Also they are reading. 

They're either reading my handwriting or somebody else's.  

R: [00:25:41] So it's got personal resonance to it as well?  

PATRICIA: [00:25:43] Yeah. A little bit, not all of them. 

R: [00:25:46] Okay. Okay. And were there a particular type of style of postcards that you, you would 

choose over others?  



353 
 

PATRICIA: [00:25:53] No, I try and send it, send all buy or collect from, have sent to me as just a 

different selection. As I said, there was so many that, um, that I,  I sometimes use that as an ice 

breaker with a new class in, uh, putting a selection, on tables of four or tables of six, and then ask 

them to sort them into three groups or four groups. And then I walked around and listened to their 

discussions, their interactions as to how they're going to group them and their ideology behind it.   

R: [00:26:33] Okay. So for example, for the postcard at the top here, that comes from, it looks to 

start. 

So African Safari postcard.  

PATRICIA: [00:26:47] Yeah, it's from South Africa.  

R: [00:26:49] Yeah. And then you have, um, another one that's, uh, the, you know, we're riding a 

motorbike, for example. Are there any there that would be specific to any individual cultures or are 

they just more kind of random that things that people can see from different places that move 

around? 

PATRICIA: [00:27:11] Um, I've tried, well, I haven't thrown any away. They're all there. And they're 

all laminated. Whether they've got messages on or not. Um, I, I don't dictate how they're grouped. I 

get the children to do that. If I use it for narrative writing, then they will have chosen it because it's 

something that they feel they connect to. 

When the groups are, when the children have grouped the postcards, then I get them to discuss why 

they chose those groups. Was there anybody who disagreed and why? There's no right or wrong, it's 

just about the discussion.  

R: [00:27:57] Okay. So you've chosen as wide a range as possible.  

PATRICIA: [00:28:00] Yeah. I try to keep it as free as possible. Uh, you know, some of them will say, 

well, we've done these because they're all mammals. 

Or, um, these are all forms of transport. That's their choice, not mine.  

R: [00:28:14] Okay. So the discourse is created by the children and the intention behind the actual 

message of the postcard is not necessarily the function of the actual lesson?  

PATRICIA: [00:28:24] Yep. And also getting them to, to, um, to tell myself and the rest of the class, 

why those groups were chosen. 

And if somebody didn't agree, why didn't they agree? And it's usually because they see into it, 

another group. But then they've gone on, they've gone with the majority and I've said to those 

particular children, well, you're not wrong. You're quite right. You've chosen to go with the group. 

Okay. That is still your choice, but your original grouping was correct. 

Because it's important that they know that they've looked at these cards closely and they've picked 

out something that might not agree with the rest of the group, but they are still looking and they are 

still thinking.  

R: [00:29:15] And their own individual discourses from their own reception of the actual letters. Yep. 

And do you have no, do you have no intention behind the actual meaning of the letters themselves 

other than, as, as a spur for dialogue, or do you have generally intentions behind them?  
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PATRICIA: [00:29:34] No. I just try to use those postcards and is in as many different scenarios as 

possible.  

R: [00:29:41] Okay.  

PATRICIA: [00:29:43] Poetry writing, story, you know, their own writing their own narrative for 

creating reports or newspaper articles, et cetera. 

R: [00:29:53] Yeah.  

Fabulous. Thank you. Let's move down to the last one. Um, black and white poster, stimulating 

inquiry using open closed questions, paying attention to detail. So we have here is, um, there's a 

large laminated image of a black and white image. That's hand drawn. Um, tell me where 

whereabouts did you get that? 

PATRICIA: [00:30:19] Um, I was on, um, an accelerated learning, um, workshop and we were given 

permission to use that, um, in, with, in, in any class, in any school. Um, and it's nice because you've 

got so much detail in there, no colour, and so you ask the children to expand the, um, observation 

skills, not just looking in the foreground, but looking deep into the background. Um, and then you 

can discuss colours. Again there's no right or wrong. Um, you can use a selection of open and closed 

questions. Uh, again, it's good for, um, vocabulary and, uh, being expressive verbally. Being 

constructive. Uh, the key words I use, um, is be nosy, you know, and if they, they picking something 

up in the foreground, you say, yeah, that's, that's good, that's right, but I need you to be more, much 

more nosier than that. And then they actually go into, um, the fact that there's puddles, that there's 

a newspaper in the gutter and there might be a shadow of a person in the window. And then by, by 

being descriptive verbally, you hope that, and they'll transfer that into their writing. 

R: [00:31:55] Okay. So, was there a reason that you chose that or that style of resource, rather than 

for example, a coloured one or a photographic one that you would use?  

PATRICIA: [00:32:08] I have used photographs, but, um, I find black and white is easy well, an easier 

resource to use because then the children can put their own colours, uh, to things. 

Um, you're for me, you're giving them as much choice as possible. You're not putting any restrictions 

on.  

R: [00:32:34] Okay. And what about the idea of using that rather than for example, using something 

that has, um, cartoon drawings that they would already recognize from films or from other 

cartoons?  

PATRICIA: [00:32:48] Um, for me using it with year five children, I want them to be describing things 

in more detail, verbally and in their written work. 

Um, and, uh, by getting them to literally dissect every part of that poster. Hmm. Um, I think much 

more creative than giving them a simpler drawing. 

Because. You know, who's going to be able, you've got a class of 27. There's not going to be 27 

things in there for each one of them to pick one thing out. Yeah. You kind of want it a bit more busy 

so that everybody who answers is correct, encouraging them to look deeper and further.   

R: [00:33:43] Fabulous. Okay. That's great. Thank you very much.  

PATRICIA: [00:33:49] You're welcome.  
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R: [00:33:50] I'm just going to stop sharing the screen. Do you have any questions you've wanted to 

ask?  

PATRICIA: [00:33:58] Nope.  

R: [00:33:59] Nope. Okay. Grand. So what I'm going to do is I will be saving both of these recordings. 

Um, and then, um, writing up the words that we've, the conversation we've actually had, and then 

I'll pick up certain points and aspects of that to have a conversation with you about next time 

around. 

Um, what I'm was going to do is in our, for our third meeting, which I will try and set up a little bit is, 

um, I will find a resource. That I'd like to have a conversation with you about, about what you may or 

may not like about it, who, or who may not use it for that sort of thing.  

PATRICIA: [00:34:37] Okay.  

R: [00:34:39] And then we'll, we'll integrate some of the conversation points from this meeting into 

that conversation. 

Does that sound okay?  

PATRICIA: [00:34:46] Yep.  

R: [00:34:47] Fabulous. Um, I'm just going to stop recording. 

 

5: Olivia 

Individual description 
 

I am a white, Northern heterosexual English woman. I was raised in a single-parent 
household for most of my childhood. I have one younger brother. I was born in a city but 

grew up in a rural environment.  I choose to live in cities as I really enjoy the opportunities 
available. 

 

Whilst I benefit from white privilege, I’ve experienced misogyny in every country I’ve 
worked in. In the past when teaching EFL, I have been instructed by a (Southern) observer to 

alter my pronunciation to ensure it is  ‘less Northern’. Ironically, the aforementioned observer 
still relied on his Japanese spouse to translate the minutiae of daily life for him, despite 

having lived in Tokyo for 8 years at that point. There has been no comment on my accent 

during my PGCE, NQT year or when being observed teaching in state schools and nurseries 
in England or Private schools in Egypt. 

 

 

Class description 
 
Ages 3.5 + years old 

25 students 

All EAL speakers 
23 Egyptians, 1 Yemeni, 1 Turkish-Egyptian 

¾ Muslim, ¼ Coptic Christian 
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Chosen resource 
 

 
 

 
 

 

 
 

 
 

 

 
 

 
 

 

 
 

‘Dear Zoo’ by Rod Campbell (First published in 1982 by Abelard-Schuman Ltd, my copy 
2010 Macmillan Children’s Books). This is a lift-the-flap board book detailing the narrator 

writing to the Zoo asking for a pet, and the succession of hilariously unsuitable animals(an 

elephant, a giraffe, a lion, a camel, a snake, a monkey and a frog) they are sent in response, 
until the Zoo finally sends a puppy. 

 
 

 

I selected Dear Zoo because it is a great interactive story that builds suspense. The format 
lends itself to memorisation and it’s fantastic for vocabulary development. It can be tied into 

topics such as animals and pets, and lead to directed discussions as to how important it is to 
treat animals kindly, what pets need, what pets would the class like to have, what their 

favourite animal is, what noises and movement do the animals make and so on. 

 
Resources in the early years take an absolute battering. The book is sturdy, portable and its 

easy to find copies in charity shops if the main copy becomes damaged beyond the trusty 
‘teacher sellotape fix’. 

 

There are no pigs in the story, which lent itself to teaching in Egypt as although students were 
familiar with them and the character Peppa Pig, some students were informed pigs are ‘dirty’ 

animals by their parents/guardians according to Islamic law (https://quran.com/2/173). 
 

The perception of Zoos, particularly in the West, has changed over the years to take 
increasing account of the welfare of animals and if their captivity is necessary, so the book 

itself may become less relevant or familiar to children in the future. It might be regarded with 

the same curiosity as some of Enid Blyton’s books are today. 
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Images and explanations 

 
After modelling how to turn the pages, which direction to read the book and how to open and 

close the flaps depicting the containers, the book and one or two extra copies would be in the 
reading corner and on the topic table so they can be accessed easily. 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

…………………………………………………………………………………… 

First interview, Olivia. 10th February 2021. 14:59. Duration of interview: 01 hour, 10 mins, 27 sec. 

R: [00:00:00] So you should see a popup in a second as normal.  

There you go.  

OLIVIA: [00:00:08] Yes, the recording has started. 

R: [00:00:10] Indeed. Good. Right. So what I'm going to do is share my screen again, and we'll have a 

look at the data that you sent me if that's okay. 

Share screen. Okay. You should see a lot of writing gumpf in front of you...  

OLIVIA: [00:00:28] Yes, it's very tiny.  
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R: [00:00:31] That's not what you need to read. Don't worry. That's what you need to read.  

OLIVIA: [00:00:36] Oh, that's much better. Okay. That's fine. Yeah.  

R: [00:00:39] So what I've, what I've done is I've highlighted certain aspects in different colours. The 

colours aren't really relevant to kind of importance. 

It's just to break it down for me visually. Um, so it's, it's things that I want to touch on in our 

conversations. For the next half hour or so if that's okay? Right. So your individual breakdown. Thank 

you very much for all the work you sent by the way. It's good.  

OLIVIA: [00:01:06] Oh, no problem. I hope it's sort of what, what were you looking for really? 

R: [00:01:11] Absolutely is. Yeah, that's good. Um, right. So the first thing that, because I'll read it out 

loud, um, it says, I am, uh, I am a white, Northern, heterosexual English woman. I was raised in a 

single parent household for most of my childhood. I have one younger brother. I was born in a city, 

but grew up in a rural environment. 

I chose to live in cities as I really enjoyed the opportunities available. I'll, won't go into this next bit 

yet. We'll just look at this first, this first paragraph. So I am a white, Northern heterosexual English 

woman, all five of those things are strong identity types.  

OLIVIA: [00:01:49] Yeah.  

R: [00:01:50] What made you break yourself down into this aspects, into these five aspects initially? 

OLIVIA: [00:01:57] Okay. Um, first off I grew up in the Lake District and that is a very, very 

monocultural, um, neck of the woods or area of the world rather. Um, so I always, you know, I've got 

my godparents live, sort of just outside Leeds. Um, so obviously we've been to visit them and my 

cousins are still in Hull, so it's, uh, seeing other parts of England, but not really being fully aware, of, I 

suppose, your, your own race until I went to university, because I went to study in Leicester, like the 

first time round. And that was more, obviously I, you go from a very rural environment, uh, to a 

multicultural city, uh, to a multicultural, you know, share house as well, which was really lovely. And 

it was, I, I learned so much. 

Um, but also I was in terms of yeah. In terms of who I am definitely. Um, and then I would go home, 

um, sort of to see family and just, it would strike me that the area I lived in was, or the area my 

family still lived in, in the Lake district was so, so white, you know . 

R: [00:03:32] Do you think that's, that's, um, particularly strange in the UK nowadays, for it to be so 

segregated, not necessarily deliberately so, but yeah, it's so different?  

OLIVIA: [00:03:42] Yeah, I do a particularly, because this was pre-internet and, you know, pre, we've 

never had like, Sky, or anything like that. Um, in terms of media and things like that. Yes. Yeah. So I 

think now obviously people don't have experiences quite like that, but yeah, it was still really eye 

opening, I guess. 

R: [00:04:10] Yeah. I don't know. I mean, I have, um, other individuals, other people I know who live 

in a very similar area to where you grew up and they've basically stated very much the same thing 

even now. Um, they have children, they teach and they've, they've made the same basic statement, 

that where they live is very  mono cultural and is, is still quite strange for them when they go to the 

cities and see other people from other backgrounds. 

So it's, uh,  



359 
 

OLIVIA: [00:04:39] By no means do I walk around Leeds, you know, gawping, like, I left the Lake 

District a long time ago for a lot of reasons and opportunities and feeling completely like it wasn't for 

me was, was one of them, you know, like we were and still are, off comers to the Lakes, like we were 

from a city and my parents moved there for, there was this old program called the good life. 

It's something similar to that, but more a case of, we want our kids to grow up in a, um, uh, maybe 

like a nicer environment than they were at the moment, even cleaner environment. Um, but it still 

takes you a long time to be accepted. Hmm. Yeah. When you are, you are, but you know, yeah. It's 

not always easy.  

R: [00:05:37] Hmm. Like a culture, there's the culture for its own area in that place?  

OLIVIA: [00:05:41] Yes, absolutely. Yeah. And when you're not a farming family, and when you are 

the first family to, whose parents divorced, and you are the only like only children of a single parent 

in, in like 50 miles, it's all a bit, ridiculous. And, you know, I mean, really judgmental looking back, but 

that affected my mother more than us. 

Like. She was told in the past, women, women don't stand at the bar with men. It's, the bar is for the 

men. And I was like, no, but that, that time in that place, that was. Yeah. 

R: [00:06:31] Interesting. So the next, the next particular word there is Northern, do you consider 

your Northernness to be a particularly important to you?  

OLIVIA: [00:06:41] I do because it's been picked up on as I said in terms of an observation that I had, 

that was when I was working, before then it was again, at university. Um, and realizing that people 

have stereotypes about you because you're from an area in the UK. 

And even before then, I don't know what you studied at GCSE, but there was a poem about, um, a 

man who was a newsreader and he writes the poem in a Glaswegian accent. And it's saying, well, 

you, you wouldn't take me seriously, um, if this was broadcast in my accent, and I didn't quite 

understand it as a teenager. 

And then I understood it more when I left the place that I grew up, people do tend to put the North 

into one big box and it really isn't at all. Um, again, perhaps not so much now, but,  it's, it's been a 

stereotype, and a lot of that is the power is being concentrated in the South and the media is owned 

by, I suppose, a lot of people in the South there's been a monopoly definitely.   

R: [00:08:10] Do you think you've had to change your accent yourself since, since going to university 

or in general?  

OLIVIA: [00:08:19] Ooh, that's a really good question because my cousins and I have different 

accents, we kind of, because not consciously, but because I've moved around a lot, it's perhaps not 

as, it's not as broad and sometimes even, if I speak to my brother and he speaks to me, he says, my 

accent is more Yorkshire and his accent to me sounds more like the Lakes. In Japan, where I got 

pulled up on the pronunciation of bath um, in terms of bathroom and flashcard in the bathroom and 

this kind of thing. Um, I think at the time I didn't have the, the assertiveness or the, the, the 

knowledge or the drive to say to the observer, you're wrong, you know this, despite the fact I've 

done English, to, degree level. I don't know. I still, your research has made me think, like why did you 

just accept that kind of correction from someone, especially from someone who is so unwilling to 

really fully engage with the culture that he'd chosen to live in, in terms of language. 

Um, so yeah, I'd say not consciously, but there are differences in perhaps, definitely even within our 

family accents. Well, you know, I'd say to someone from outside, we're all obviously Northern, but 
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you know, my cousins, a very broad Hull, um, my brother is a bit more Lakes now, or perhaps, you 

know, is, um, I, if I am teaching, sometimes I suppose I'll check myself, but I've never, it's never been 

an issue in any, any non EFL teaching practice. Hmm. I had a funny, but not funny conversation with 

one of my classmates, and she was from Scarborough, and her teaching placement was in Hull, and 

she got into a disagreement with the teacher that she was observing because in Hull, sometimes 

people will say, Oh, they'll use, we was and we were interchangeably, and it's not, it's not right. It's 

not correct. Um, and she'd commented to the teacher  and the teacher said, actually, you're not 

correct in this sense, but it's not that it's, you know, even within an area, there are differences, but 

you need to teach the proper, you know, the proper vocabulary, you know, the was and were 

situation is quite specific to one area, whereas bath and bath, I don't know how to put on a Southern 

accent but I can try, it's more general.  

R: [00:11:48] I think, I think you're right. I think there's a difference between, between accent 

difference and then grammatical difference from region. So how people speak in this part, in the 

Northern parts of England? 

Where interchangeably, even in Yorkshire in Leeds, I've heard them say we, we were walking, we 

were walking to the shops yesterday, instead of, we walked to the shops, or, we've had we lunch 

instead of, we've had our lunch. That's, that's more of a grammatical kind of local linguistic aspects 

rather than an accent. 

But I do think it's, it's interesting when people maintain that the Southern. Kind of pro, Received 

Pronunciation is synonymous with correct grammatical language. And I don't think that's clearly not 

necessarily the case. Um, I, I personally, I don't pronounce Barth as Barth. I tend to pronounce it as 

bath, but then I've lived in the North of England since I was 16. 

So there's certain things I would never pronounce Doncaster as Doncarstar. I think. Odd statements 

that come across. I think that sound quite foreign, but I completely understand what you're saying. 

Um, we'll come back to the gentleman that spoke to you about your accent when you were in Japan 

a little bit later, but it is something I do want to come back to. 

Um, let's get onto the next bit. Heterosexual is the third section that you placed, the third word you 

used, is the, is your gender and your sexuality, something that's that you place importance in, in 

normal situations? 

OLIVIA: [00:13:28] It's from, um, in terms of gender that's been it's, From being a child in some areas 

of my ambitions, it has hugely hindered me, um, but could also be because of the area I grew up in. 

So as a child, I, I loved football. I used to watch it with my dad. Um, I played it, uh, you know, I went 

to. Um, like football coaching mixed and stuff in Barrow, um, played for the school team. It was, you 

know, I was absolutely fine. That is like, I loved Peter Schmeichel. I wanted to be him. He was, you 

know, yeah, that was, that was what I loved and I enjoyed, and it wasn't until I got to about end of 

primary school, um, and occasionally there'd be football tournaments where obviously, because I 

was the only girl in the team, because it was a mixed team, other teams would be like, Oh, there's a 

girl on your team. Like this is scandalous. Um, but, and to me that was strange that they would think 

it was strange. But Then obviously at the end of primary school, um, there are, there were certain 

filter teams, and Alvaston Ranges did not have a, woman's felt a team, a girls team at that time. So 

because I'd have been about 10. Um, so the nearest one was probably Lancaster or somewhere 

ridiculous. So it was like, boom, that is the end of like, any of your ambitions to play football, at least. 

So that was kind of made clear, but then later on, when I did my PGCE. Um, I met a woman who 

played for Liverpool ladies, and I was like, that is a brilliant, like, uh, your experiences. I'm so happy 
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for you that you could have those and those opportunities. Um, by, by virtue of where you live 

really, but also let's be honest, like I was good, but I wasn’t a genius level. 

So yeah, it was, that was made clear to me. Like, when I was a child that in some areas that you 

wanted to sort of, go forward in, at that time, you can't, I mean, now there's loads of funding, um, 

from the FA, to the FA rather, um, for women's football and things like that. Same with even the 

clothes that I wore, like we grew up, obviously, in the countryside and, and being outside and having 

adventures and, you know, making castles with hay bales and stuff like that. 

Um, and it was always like jeans and a jumper and whatever, I don't really like dresses thank you. 

Um, and even then sometimes it was a case of Oh, but why don't you where dresses more often? 

Like do you want to be a boy? Like, no, I didn't want to be a boy. I just like my jeans, I had a jumper 

with a tiger on, it was amazing. I still remember it. 

So yeah, it was more, more, your identity is. Uh, was remarked on before, well, before it crosses 

your mind, and obviously you, you get into being a teenager and the world changes and all of that. 

And in terms of being a woman, obviously in, in Japan and in Egypt, and here, then well growing up 

as well. Even when you start going out to pubs and you get a lot of different experiences, um, 

generally from men, because of, you know, your appearance. Yeah.  

R: [00:17:24] Thanks. So in terms of, that was in terms of gender, in terms of sexuality, do you think 

that that's something that's come up more recently with conversations that are taking place, which  

is why you might have chosen to pronounce it in your statement? Or is it something that you would 

normally have thought of? 

OLIVIA: [00:17:42] Woo. 

Oh, that's a really good question. Um, I think with the rise of LGBTQ, the increasing acceptance and 

visibility, um, of a whole range of sexualities that's pro that might have made me think about it 

more. Um, I suppose in some ways, uh, you can be often assumed to be one sexuality until it's 

proved otherwise, certainly in some countries you, uh, you know, Um, homosexuality is viewed as, 

there's no such thing or it's sinful, or it's, it's not, it's not accepted. 

And I found when I first got back to Leeds, it was really lovely to, to go and watch pride. Hmm. I 

mean, everybody was in the pride parade. Do you know, like the rugby team, you had West 

Yorkshire Police, floats from all the supermarkets. And I thought, you know, that the joy and the 

freedom, even though it's not equal is, is so much more compared to in Egypt. 

Like a guy I knew, a friend of his was, um, looking for a male company was, was gay and was looking 

like a boyfriend on a dating app in Egypt. Um, and the guy that he was talking to was. Seemed to 

change his tone. Um, and the guy said, look, I, I don't think he should really carry on with this, 

because he might not be who you think he is. 

And it turned out he wasn't, so it was a case of trying to, to get someone in trouble for, yeah. For 

their own love. You know, who they choose to be in love with. 

R: [00:19:55] It's difficult. 

OLIVIA: [00:19:59] Coming back from Egypt, for sure. But also again, when you're growing up and 

going around the pubs and stuff and as a teenager, not that I did often, but yeah, you get a lot of 

attention from, from men, even if it's even if to you, it seems ludicrous. Like, like you. Okay, dude. 

You're as old as my dad, but because I'm out with my friends. It's I don't know, but that is in the past. 

I don't know.  
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R: [00:20:34] Hmm. Thanks. So the fourth word, your first sentence was English.  

OLIVIA: [00:20:42] Yes.  

R: [00:20:43] So nationality.  

OLIVIA: [00:20:45] Yeah.  

R: [00:20:46] Is that a severe level of importance or a minor or a higher level of importance for your 

personal identities?  

OLIVIA: [00:20:51] It's, it's so I think I I'm aware of it because I, my cousin has lived in Edinburgh for 

nearly 20 years now. 

And obviously her daughter is half Scottish. My grandma was. My grandparent's friends are, were 

Scottish. I've worked with a couple of, you know, Irish and, um, Welsh colleagues. And I, I think 

leaving, leaving, leaving England, I've found more people are quite ignorant about, you know, 

different countries and want to lump people all into one, like under, under a British umbrella, it's not 

it's, you know, it's your cultural experiences, um, your language, how you are presented in the, you 

know, in other media as well. I mean, you know, I knew a guy who, he was Welsh, um, and a lot of 

his education was in Welsh. I think that's brilliant. So, yeah, it's more from working outside of 

England and being irritated by people that assume a Scottish person is, has the same culture and, 

and every country is different and has its own history. 

And I think, yeah, so I'm the, I that's, I think that's why I put it because I'm not. I don't know any 

different to being English, but if I was say, I don't know, I can't really explain it, but I, I, I think it is 

important to differentiate and people often don't and that's quite rude.   

R: [00:22:50] Absolutely. So. Of the first, uh, we've, we've mentioned gender already, but, um, if you, 

if you want to carry on talking about the fact that women was the fifth word, that you're more than 

welcome to. 

Um, but of the five words that you've chosen to place it in the first beginning of it. Yeah. You've not 

made any mention of your career or the type of job that you do. So w, w, would you not define 

yourself by what it is that you do as well as your background that you came from?  

OLIVIA: [00:23:22] Um, not so much because you can often change career. 

So for a while, my mum, um, uh, upholstered antique furniture, um, and before that was a maître D 

um, and many, many years ago, um, with her first husband, she. They went rallying and she was a 

navigator. So it's not something that I, I, I guess I don't always define myself by what I do. Um, unless 

maybe unless maybe it depends who I'm talking to. 

I really don't know. Actually, that's a good, it's a good point because I think because I know I'm not 

afraid to change career. I've had that example that you can change careers, perhaps wherever I am 

at the time I'll I might say, but it's not the first thing. And it makes me think, you know, you're not 

defined by your job, but that some of it could be, gender differences in that. I think sometimes some 

guys who lose their jobs, take it a lot harder because a lot more of that identity is in their job. 

And then perhaps being a provider, um, not, not, not every guy, not at all. Um, but as, as a woman, 

you're often expected to be other things too. Um, yeah, that's, that's probably it, I think.   
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R: [00:25:15] Okay. So you'd say perhaps that's the, the first five words are perhaps more 

immutable. And then as you say, your, your career or your job is, is more of a, uh, a fluid thing that 

could be changed? 

OLIVIA: [00:25:31] Yes.  

R: [00:25:33] So your, your identities are based more on the immutable facets, support yourself that 

don't change that things that make you up to be you.  

OLIVIA: [00:25:39] Yeah, very much. I'll always wake up in the morning and be woman. However, if I 

want to wear a false beard, I can, but I'll still be women. 

R: [00:25:51] Excellent. Okay. Uh, moving onto the next part was I was raised by a single parent 

household, uh, for most of my childhood. Um, I have one younger brother. So being from a single 

parent family, you've already spoken about where you grew up, that that was a difficulty particularly 

for your mother, but do you think that there's been any, any impact in how you identify yourself 

when it comes to being from a single parent family background? 

OLIVIA: [00:26:19] I think it's not pleasant to have your background demonized by the media and it's 

not necessarily got that much better as time has gone on. So it tends to be a case of, you know, Oh, 

single parent families. Oh, it's a disaster. You'll end up in a life of crime and blah, blah. Um, you 

won't achieve anything, you know, and then it sort of as a bit of an insidious blame to the parent 

that stays sort of thing, or the parent and that's present like, oh, like, why didn't you choose better? 

Or, you know, why, why, why have a child with someone who it won't work out, but that's not taking 

into account that, you don't nobody ever chooses to play life on hard mode. 

When I was younger. Like the childcare, um, was compared to now was pretty much non-existent, 

you know, in terms of help for working parents. 

When I first went to the meeting dinner, thing-a-majig, staff get to know you at my last school, when 

I moved to Egypt, um, it was in a restaurant in, in the new place, and while, this guy who I had never 

met before, who was a new teacher as well. Um, and it annoyed me because he was from Hull, this 

comment, made a comment about another new member of staff. So one of the other new members 

of staff, um, was a single parent. Um, with two boys, um, and he had, this man who had come over, 

he was a teacher and he'd come over with his wife and his kids had noticed this, and me and my 

friend and, this guy, this awful guy, we were all sat around a table, getting to know each other. Um, 

and he, he came up with, Oh, that woman's got, she's a single parent. How can she cope, why is she 

here? And I said, well, my mum was a single parent and I'm here. You know why? Um, so that was 

super awkward and I wasn't expecting that. 

Hmm. And that being what? 2016? Yeah. It was like, who even talks like that anymore? But then 

you've got someone like Boris Johnson who seems to despise everyone who’s not like him, but then 

he has now has many, many children by many different women. And you cannot tell me that he is 

present in all of their lives to any degree. 

So there's a lot of, sort of felt like single parent families were always the easy target. Um, but that's 

more because perhaps. Again, I grew up in the boonies and it was all a bit of a standoff.  

R: [00:29:42] Do you think that perhaps again, kind of drawing from the gentleman you spoke about 

in Japan, but also, also, also mentioning Boris Johnson as well. 
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Do you think that there's a misogyny in place towards the concept of single parents and how they're 

treated?  

OLIVIA: [00:30:01] Yes, because it tends to be, it's perhaps easier or more expected for the woman 

to take on the caring responsibilities and the custody, the level of custody in terms of looking after 

the children. So I only perhaps know, um, one guy who is my, my godparents' eldest daughter's 

fiancé. And he has two daughters from a previous marriage, his previous marriage, and he absolutely 

has fought up and down to get 50% custody, unfortunately he is an exception and I don't know why 

that still is now. 

Um, cause obviously after a child has stopped after the baby stopped breastfeeding and things like 

that it's and even then, you know, when I was in Sheffield, I worked with a lady who she was able to 

do. She did 12 hour shifts, but was able to have a room to, you know, do what she needed to do. So 

physically there's not a reason for it, but culturally there is. 

And also, like you're saying, misogyny because women are often expected to be caring and socialized 

to be caring, um, in the way that I think guys aren't so much. Like I've been questioned before often. 

I think it's more in Early Years teaching, you know, in terms of when you, when you're a mother 

you'll understand, like it, like that affects my teaching ability. But then like, a guy I worked, I did my 

PGCE with, he would never get that. 

But he would get more suspicion from some parents about being a man choosing to work in Early 

Years. There's, there are so many assumptions, um, that you're not always aware of until they whack 

you in the face. That, yeah.  

R: [00:32:10] Absolutely. So going back a little bit to the, the, the, the single parent background, but 

also Northern, your Northern background. 

Do you think that any aspects of those tie in with your class and how, how your class could be 

viewed. And do you view yourself as having any form of particular strata in the class, in the class 

system that? 

OLIVIA: [00:32:32] Oh, ER, you've got the good questions here because, because, because, because, 

so in general I think, people perhaps in the, in the South or in the media, that the North in general 

has been perceived as a, like a cultural wasteland full of, basically ignorance and poverty and it's not, 

I mean, please, nobody tell anybody that Leeds is a multicultural city that's awesome. 

To be Northern has been perceived as, as being somehow lesser, I think because the power has been 

in the South, um, in terms of single parent family. Um, perhaps altering people's perceptions or 

perceptions of class in that going from a dual income household to a single income household is not 

easy. 

Um, I think. People making judgments about you is not easy based on a lot of things. So. One half of 

my family is working class. Like my dad's side. My grandma was a carer for old people and my 

granddad was a trawlerman, um, back when there was, um, a fishing industry in Hull, uh, back in the 

day, obviously, um, my dad was a builder, he was a, a trucker before then, you know, in between, 

um, for Michelin, and he's been a coleman. Um, and then my mum's side of the family, I suppose 

you could say we're, we're maybe more middle class. Not, not in the sense of journalists describing, 

like, Lewis Hamilton's family as going from middle-class to working class, because that is my, my 

current pet hatred. 
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You know, that's not, that's not the mobility that they are trying to describe, and it's not a fairy tale 

or whatever that they're trying to create for him because making sacrifices, financial sacrifices, so 

that your child can participate in formula three, two, whatever, is not the same as knowing that your 

grandparents or in my case, my grandmother, like on my dad's side, would often have to sell her 

jewellery for food in a pawn shop. 

You know, she had three boys and her husband often worked away for months and months and 

months. Like I find that really, I find it hateful actually. I've really, it really angers me. Um, same with 

sometimes, you know, like Joe Strummer from the clash, like you are clearly. He was clearly very 

expensively educated, but then yeah, you're in a punk band, but you need to be it's, it's not class 

tourism, you know, but then I got the other, other side of that in the sense that I. 

Yeah, I do speak very quietly. I'm softly spoken. Um, so often my mum has had to really hammer in, 

like, you need to try and say particular words correctly. Also people have made snap judgments on, 

on that. Even like I was on a train and going, going somewhere, maybe York to, York to Lake, no, it 

was a longer one, so it must have been York to Scarborough. I ended up having a conversation. Um, 

about football with some guys. And one of the guys was really funny and at one of his mates, one of 

his mates was making slight comments that like, you even like pizza, like, you must like smoked 

salmon pizza, I was like, right, so you're, you're also Northern, but you're making judgements to me. 

So I kind of, I've always felt between. Many, many stools, many chairs, whatever the phrase is. 

Yeah. And your, people's perception of your class is not, doesn't correlate to any kind of financial 

security or, or, success, like. Growing up, I'd often have clothes from my cousins because we didn't 

have the money for new clothes, but like sometimes, you know, your whole life has been swings 

and, rainbows and games rather, than the way that, so I dunno. 

It's yeah, I feel a bit. Not, not always, I don't really know where I am sometimes ,is the slightly waffly 

answer to that, like I don't like people who try and, sort of pretend to, to be very different, to kind of 

further an agenda or, uh, you know, that, that kind of thing, but also it would be wrong to suggest 

that there's not bias, um, towards different classes, especially in England, like it's, it happens usually, 

you know, it's a huge part of the culture that needs to go away and it's not going away at all. 

R: [00:38:47] Absolutely. Absolutely. Thank you very much. Um, you mentioned about being, you 

have a brother.  

OLIVIA: [00:38:54] Yes.  

R: [00:38:55] Does being a sibling or having a sibling, has that made any major impact in how you 

identify yourself?  

OLIVIA: [00:39:03] I think it perhaps made me aware of, maybe differences in, in being a woman. 

Because as I, when we were teenagers, I got later, no, my brother got later curfew than I did because 

he was a boy. Um, like that kind of difference. And then obviously when I think when you're 

younger, it's. There's always someone around and you, you kind of, have similar interests and then, 

um, you know, actually you don't know, you don't know any different being sibling. 

Um, and because sometimes I used to think, like I wondered if are, you know, are only children like, 

are you lonely sometimes? But you don't know any different to your experience is, is your 

experience. And mine is mine and then when I talk to people who have many, many siblings. I think, 

Oh my goodness. I don't know. That must be quite a different experience again. 
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Um, but it's, it's helped in a lot of ways, I think, um, because you can get someone else's perspective 

on things, but I mean, you don't always get on, and there was a good five years when me and my 

brother didn't get on at all. Yeah, well, yeah, it's, you kind of, it's, it's a window into how the other, 

the other side lives, I guess. 

R: [00:40:37] Absolutely. Okay. And the last bits on the first sentence, we've spent 40 minutes 

speaking on the first sentence...  

OLIVIA: [00:40:47] Yes. 

R: [00:40:52] When it's packed full of information, it’s worth going through. So, um, you've spoken 

about being from a city, but grew up in a rural area and you choose to live in a city now, do you think 

that's a city environment or an urban environments impacts how you, how you carry yourself or how 

you, um, how you view yourself? 

OLIVIA: [00:41:12] Um, I S it's been commented on that when I go back to the Lakes, I need to slow 

down a bit and not expect everything. Whereas when I'm in, when I'm here, when I'm in Leeds, I 

know I can leave the house and get. You know, 12 things done in a day and I can access, you know, 

doctors, dentists, bakers, you know, um, quite easily. 

So yeah, perhaps in that sense, I don't, I wouldn't, I don't just wander around going like, Oh, I live in 

Leeds. I'm so cool. And I wouldn't, I don't love the, the costs of cities in terms of, of rent or anything 

like that. Um, I think perhaps I found when I was in Leicester, people from London seemed to use 

that as more of a signifier, whereas like people I knew who were, were Brummies or, you know, 

from Manchester or whatever, it was just like, yeah. 

You know, it's not as much of a, an identifier in that way, but. I suppose it's got me used. I've got 

used to having opportunities on my doorstep.  

R: [00:42:34] Mm. Would you classify yourself as, uh, an inner city school teacher or generally a 

school teacher without having the, kind of what entails to be in the inner city or? 

OLIVIA: [00:42:45] Um,  

Oh, I probably, I started off teaching and then, became an, I suppose became an inner city teacher. 

Uh, just in the sense that I'm not, you know, I, yes, there are schools in, in more rural places, but I 

wouldn't, I don't want to. Why would I not, you know, teach, teach where I live type thing. I know 

often it's suggested particularly in secondary that you should live a distance, or in a different area 

from where you teach. Um, but for me, because it's like, I think because I teach early years as well. 

Um, it's no, I never crossed my mind.  

R: [00:43:43] You're not worried you're going to get bugged by the kids being in Early Years.  

OLIVIA: [00:43:46] No, no, I might get like, you know, see someone in a shop and it's like, oh, I, you 

know, hi, how are you? Type thing, but no, um, No, it's a, it's a whole different experience, I think. 

Yeah.  

R: [00:44:01] Excellent. So the next sentence, the next paragraph, um, whilst I benefit from white 

privilege, I've experienced misogyny in every country I've worked in. What's your, what made you 

think of writing about the concept of white privilege?  

OLIVIA: [00:44:24] Um, going back to working in Japan, it's quite, there's um, I don't know whether 

it, because it was closed off for so long or because it's so homogenous, the foreign population is 

absolutely tiny. Um, even, even in Tokyo it's, it's minuscule. So that was probably where I became 
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aware of, of having white privilege really, because there is, um, I just, this is just through what I see, 

what I saw, there seemed to be kind of a scale of foreigner, you know, foreigner privilege. Um, I, you 

know, had blond hair at the time. 

So it was, uh, you know, you're, you're all under the umbrella of like dirty Gaijin, you know, you are 

foreign, you are not Japanese, boo. Um, but. You're here on the humanities visa to teach English. So, 

um, so on the one end, it was kind of, you know, white blonde hair, blue eyes, and then it, you know, 

I've seen the way that my colleagues were treated. 

Um, because also it's, it's having a perception of there's a difference between. Yeah. You know, 

some people have a problem with, or some people apply ethnicity almost as culture. So I used to 

knock around with a lot of Peruvian Japanese people through Spanish class and just general, general 

mischief. 

Often, one of the ladies were saying it's really, really hard to have, um, basically, um, a Japanese 

face, you know, you're ethnically Japanese, but you're culturally Latino, Latina rather. Um, Yeah. And 

you're held to different cultural norms to the ones that I would be held to. 

And then in terms of the hiring policies, not so much in some of the places that I worked, but in 

some of them in Japan, there's definitely a reluctance to, to hire foreign teachers who are either 

Latin American or, you know, Asian American or Vietnamese American, or, you know, it's, there's a, 

a certain point. I realized there was a certain type of foreigner that sometimes the companies wants 

to employ. And I think a lot of that is perhaps based on media consumption or I don't know, but I 

was definitely made aware, but I mean, lots of times people didn't want to sit next to me on the 

train because I was foreign, and train seats are really hard to come by. They, yeah, it's standing room 

only, with benches down the side. 

Um, so obviously if you've got a seat and there was a space, it would tend to be the afternoon. Um, 

but people say I'm not sitting next to her. Like, she's foreign. She's whatever. Um, but yeah, there's, 

there was definitely a scale of, colourism as well, I guess, colourism and racism, yeah. And that was 

quite, that was eye opening. 

Um, and, um, unpleasant. Um, I mean I had people ask like, can you hold my baby? And we'll take a 

picture of you. Cause I, I could have been an axe murderer or something. 

It's very odd.  

R: [00:48:44] Yeah, that's interesting. So if we move on to the experience of the, um, the gentleman 

in Japan, speaking to you about being less Northern, but then speaking about the fact that he'd be, 

he'd been in the country for eight years and still needed his, uh, His translator there for him.  

OLIVIA: [00:49:04] It was really embarrassing. 

When you went to KG in the morning, you introduced yourself to the head teacher and the senior 

staff, and would often wait in the staff room and he could barely introduce himself in Japanese. 

Hmm. How do you think, how are you choosing to not learn yeah?  

R: [00:49:29] Absolutely. Do you think there's a difference in expectation when it comes to, um, 

British people when they move abroad, particularly as they tend to constantly refer to themselves as 

ex-pats in, in, uh, in opposition to other people from other countries moving, being called 

immigrants and having to learn a language. 
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OLIVIA: [00:49:49] Yes. Yes. And I don't know if it's just British people, um, I mean, I know France 

was a colonial power as well. But in terms of meeting French people abroad, there is less, just in my 

experience, there's been less kind of refusal to, to learn a new language and to integrate. And like 

you say, referring, the difference between expat and immigrant it's, it's so, yeah, it's a definite trend 

I feel. And it's not, it's very arrogant to assume that, you know, everyone in the country that you, 

you are choosing to live and work in, should suddenly learn your language, your customs, rather 

than you learning theirs. 

R: [00:50:55] The level of hypocrisy, when it comes to immigration into the UK and enforcing the 

idea that they should, they should amalgamate more and learn the language more. 

OLIVIA: [00:51:06] Yeah, because you can have, you can go about your, your working, working life in 

one language and your home life in another, you know, it, it's, I think, I think learning languages is 

quite alien to certain segments of the population. Unfortunately. And it's, and, and using, using 

things as signifiers for nationality is again, it's, it's, you know, you can tie that to clothing and, and 

even food. 

And it's, it's frustrating because. It's putting someone in a box or making, wanting someone to 

behave in the way that you want them to behave. Not, people have their own choices and they 

should, you know, don't bother other people really. 

It's a lack of, I think historical knowledge, um, because a lot of English history is, has been presented 

as, as very, very sort of, white men, white, straight men save the world. Whereas I didn't even know 

about, um, Noor Inayat Khan until I was in my early twenties. Um, because my friend was at 

Chamberlain Park in Bradford and she wanted to find resources. 

Um, when they were doing World War 2, that more accurately represent her students. And, you 

know, there are so many historical figures. Who are not given the attention that they should be 

given in, in at least textbooks here, because they are, they've been, you know, they don't fit this 

model of, uh, this perception of whoever. 

Well, whoever writes the history books, I guess, or whoever's in power, who's the publisher.  You 

know? 

R: [00:53:28] And as though to segue perfectly from that statement, let's have a look at your choose, 

your resource. Yes. So initially you wrote your class description, ages three and a half plus years old, 

25 students, all English as a second language speakers, 23 Egyptians, one Yemeni, one Turkish 

Egyptian, three quarters, Muslim, and one Coptic Christian. 

Was there, or did you find any major difficulties in the classroom working with entirely English as a 

second language grouping and also the differences between the Muslim and the Coptic Christian 

individual. Even at that age?  

OLIVIA: [00:54:09] Um, at that age, unfortunately, when I always, that often some of the Coptic 

children would have to have a lot of time off because there were quite a few targeted bombings 

towards Coptic Christian Churches. 

So that was. Uh, that was an aspect of it, um, in terms of, uh, sort of relating to, to the animals in 

their story. Uh, not, not so much Disney, but you know, you do Old McDonald had a farm and things 

like that. Um, yes, some of the, the Muslim children were, kind of, uh, very much say, you know, Oh, 

pigs are dirty or, Haram, it's a pig, of you know, things like that. 
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Um, so there are sort of those differences, um, when it came to, to parents evening,  um, because 

there is no divorce, as I understand it permitted within Coptic Christianity, I had, the situation where 

obviously they were two parents who, I had to sit them on different sides of the desk when it was 

parents' evening, because they wouldn't have separate appointments. I'd offered separate 

appointments, but they wouldn't have them there. They were presenting their, we are pairing 

together situation. So that was, I really felt for the child and for them. 

Um, you know, but so that, I think they're the main ones in terms of, um, reaction to resources, I 

guess it was, it was much more, um, the animals. Hmm.  

R: [00:56:04] So if you, if we look at the, the resource yourself, you chose a book called the zoo and 

you described it very well. So it gets a flip, flip, uh, lift the flap book and talking about different. 

Types of animals that could be as pets. Um, you mentioned that, uh, where are we? That there are 

no pigs in the story, so it was more culturally appropriate for the scenario which you taught. Um, did 

you choose it specifically for its ability to build vocabulary and have discussions, or was it more to do 

with animal recognition and language building? 

OLIVIA: [00:56:44] Animal recognition. Um, and also it's, uh, I think, uh, as I, as I wrote, it's, it is quite 

sturdy, so it's good for modelling and developing things like turning the page and holding and things 

like that.  

R: [00:57:06] So tactile ability as well, okay. Um, as you say, cause you say resources in the early 

years take an absolute battering. So obviously the tactile, the strength of the resources you choose, 

where do you tend to look for your resources?  

OLIVIA: [00:57:30] Um, for this one specifically?  

R: [00:57:32] Where would you normally tend to put your resources or do you only use the 

resources that you get from school? 

OLIVIA: [00:57:39] Oh, right. Well, as, as you know, resources in Egypt  we're often few and far 

between, or have 20 of what you don't want, and one of what you do want, I would often buy 

overseas. Um, so I bought things like, decent childproof scissors, not childproof, um, child-friendly 

scissors. So say if the person in charge of buying the resources decides to order what they perceive 

as appropriate resources for young children, with no experience with young children, then that's 

how I ended up with one year, a class worth of plastic scissors, um, which is not appropriate. So I 

said, well, you know, I went out and bought some proper scissors, but with rounded ends, you know, 

I want my children to be able to progress and to develop their fine motor skills, and it's not easy if 

you're giving them rubbish tools, you know?  

R: [00:58:47] And when it comes to the development of language type of resources that you have, so 

like this book or games or those sorts of things, where would you tend to resource those or any 

worksheets that you tended to find if you had new worksheets? 

OLIVIA: [00:59:01] Um, it was, if it was worksheets, would probably be a site like twinkle, um, cause 

that has a, a good range. Um, and it's, you can often print and then photo copy what you've printed, 

and it will tie in with a lot of the, the major text for what's in the curriculum or what's in the plan for 

the year. 

R: [00:59:38] Yeah. Okay. Um, as you, as you mentioned about the, the pigs not being in the books, 

not the first time I've come across that I've come across that in, in, um, Kuwait as well,  did you have 

any difficulties in trying to find things, or did you have difficulties in, in being capable of using 
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resources that you'd wanted to use, but because of kind of cultural differences, you couldn't find, 

you couldn't use certain books like old McDonald had a farm, et cetera? 

OLIVIA: [01:00:13] I think, no, perhaps not so much in my age group. Um, it's it was more of being 

mindful of, of the obvious. Um, and you know, things like, mind you, this is more, more universal 

isn't it? And in terms of if, if some children, had um, perhaps they'd lost a parent or you were aware 

of that parents were divorcing or, you know, daddy was marrying again, it was being mindful about 

things like that, but it's, it's fortunate that you can always have sort of, you know, circle time and, 

and be able to just talk about things with, with your class. 

Um, because often, often they'll a child might think they're the only one in the world that that's 

happened too. But then they realize, Oh no, actually, maybe it's not, you know, I'm not the only one 

in the world that that's happened to.  

R: [01:01:18] Hmm. So, and again, in terms of resources, would you tend to have any resources that 

you've definitely used before that you liked and you continue to use again? 

Or would you generally, or would you look for new resources each time depend on the themes that 

you're teaching?  

OLIVIA: [01:01:33] Um, I, I would stick with the resources. So more of core resources that I know 

children would respond well to, and that you can get a lot of information and, and learning from, 

and, uh, appropriate for the age group. 

So I've got, you know, I've got, you know, a Gruffalo hand puppet and, uh, a very hungry Caterpillar 

and, and things that will often tie in with other, other topics, um, because you can get a lot more, I 

suppose, a lot more with less. Um, I mean, that's not so much, that wasn't so much a program in 

Leeds because despite it being, um, the, I worked in Little Owls nurseries a lot, so they don't, if 

you're familiar with them, they're run by the council. 

So they're much more, they are, they were far, far better resourced than, unfortunately, than the 

schools I worked in, in Egypt despite being fee paying schools and they were much more switched, 

well, depending on the nursery, they were quite switched on in terms of appropriate resources, so 

for one Christmas, when Father Christmas came to visit, when I was at Little London,  um, the, the 

demographics are it's perhaps 90, 98% um, um, English as an additional language. Um, a majority of 

students are from either West Indian or, um, Eritrea or other, quite a few Ethiopians. And when 

Father Christmas came, he delivered a book for all of the children, um, it was Mo Farah. So he has a 

series of children's books. And I thought that was brilliant because you know, that the central 

character is, is exactly as the student is, you know, it's, if there's something a bit silly about, you 

know, unfair, not unfair, but unthinking about presenting, you know, certain heroes as, as the only 

one and the only kind of the only, I guess, model in, in the class that, the it's. 

Yeah. It's, it's choosing your, what's right for your class.  

R: [01:04:04] Absolutely. With that in mind. Um, staying on the area, this is going to be one of the 

closing questions. Okay. Whilst you've been working in areas like Little London and Leeds, or perhaps 

other areas of sim, with a similar mix, cultural backgrounds being as it's currently, for example, um, 

uh, black history month at the moment. 

Do you think having resources available in a general purpose actually enables more kind of 

conversation and more movement and more understanding than having one specific month that's 

directly based on the American idea?  
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OLIVIA: [01:04:42] Yes, yes, because you are not your identity for one month of the year, you know, 

you're, you are, you will always be who you are. 

So, you know, resources that reflect your class, um, should always be in the classroom because 

otherwise it's kind of promoting something that's a bit alien. It's like, I think if, you know, if. It's, it's 

hugely important that you know, more is being done to recognize the diversity within the country, 

but also everything, you know, it's not, I think sometimes education doesn't, move quick enough. 

Hmm. 

R: [01:05:47] Do you think that's perhaps to do with, um, schools and teachers necessarily 

continuing to use the same resources? Cause they've always used them and they've always worked 

and they don't have the money to want to buy new resources or do you think it's more that they it's 

a lack of energy being pushed into developing new resources or doing new things?  

OLIVIA: [01:06:07] I, it could be both. I think, um, I think a lot of teachers burn out and it can be 

frustrating too, to be expected, to make progress when your resources are like a packet of crisps and 

a spanner level. Um, and also there is. I saw, I saw it a lot more in when I did placements in East 

Yorkshire. 

Um, the teaching staff demographic didn't really reflect the reality or it skewed. It was, you know, 

things like, um, so I went to a, like a, a comprehensive when I was growing up and then. I didn't, I 

didn't hear about the Erasmus scheme until I was an adult. Whereas some people from more, I don't 

know, from different backgrounds would probably be pushed towards something like that. In the 

same way that there's an assumption that every, there seems to, this is just my experience, but 

there seem to be an assumption that every, every prospective teacher on the course was of a 

similar, a similar mould where the lecturers, uh, the lectures that we had, only one of them 

suggested it would be useful if you either learnt Urdu or Polish. 

And that was, that was one and only one out of eight and all eight of them as well were white and all 

of them were women and all were quite well off anyway. So it's like often I felt that they were sort of 

teaching things that they didn't really have any lived experience off. Yeah. That's, that's a. I think 

even within teaching, there is too much of a, there's a bit of a tendency or a skew towards 

candidates, particularly in some areas. 

I mean maybe if, I didn't do my teacher training in, in somewhere, I don't know. I didn't do it in. 

Alright. I didn't do it in Charlotte Mason College, as it was, in the Lakes. So again, that would be 

different and I didn't. You know, I didn't do it. So again, that would be different. And I've heard one 

of the TAs in Little London was saying, she was from Bradford, and she was saying, well, um, like she 

had Urdu as a first language, and she said, well, you know, I, when my daughter gets to school age, I, 

I would like her to come to school in Leeds, and I would like her, if I can, to like, get her in, um, for a 

little while, at Little London, because it's, it's a, it's a multicultural environment. So you can, you can 

live in a monoculture even when you're sort of supposed to be multicultural. 

R: [01:09:24] Absolutely. Yeah. I mean, it's, it's, it's well, it's well documented in recent studies that 

the vast population of teaching personnel are generally mono-cultural, mono-racial, and also mono-

gendered for a large population, particularly within primary teaching. Um, and that it's there, there's 

a lot of under-representation of people from other multi ethnic or multicultural backgrounds within 

primary let alone within secondary. 

So it's, it's, it's certainly something that's, um, important in my opinion, to look at. 
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Right. Thank you very much. I'm just gonna stop the recording and unless you have any questions to 

ask me? 

OLIVIA: [01:10:07] No. No.  

 

6: Nigel 

Individual description 

I am a secondary History teacher with 25 years of experience. I have worked in 3 

state schools in West Yorkshire, UK. I am a white middle class man. I’m an idealist 

and believe that, as a teacher, I can make a difference to the lives of the young 

people I teach. This idealism comes from being a Christian and left wing.   

Cohort description 

20 pupils in Year 10, aged 14-15.  

12 boys, 8 girls. 

Most are of South Asian heritage (Pakistan) – probably second or third generation. 

One of the boys spoke French as his first language and one of the girls was East 

European. 

The school is in Dewsbury, West Yorkshire, UK. It is an11-16 state school. 

 

Chosen resource. 

My chosen resource is a textbook called ‘Migrants to Britain c1250 to present’ by 

Martin Spafford and Dan Lyndon.  

My chosen resource is a textbook. It is called ‘Migrants to Britain c1250 to Present’ by Martin 

Spafford and Dan Lyndon. The background to this choice is that the textbook was produced for a 

new GCSE course around 2016. The government had changed the GCSE structure and specified 

course content. The course and textbook appealed to me because it reflected the experiences of 

many of the families of the pupils in the class and it was important for the pupils to see their 

experiences in the history that we taught. This was also at a time of the Brexit debate and UKIP, with 

its undertones of anti-immigration. 

I had been ‘sold’ the course  at the School History Project Conference when the authors presented 

the new course and it appealed to me because it was a clear shift away from the political history of 

successful white European men to a social history that the pupils would be able to relate to. 

That said, the textbook is not ideal. It was a first draft, rushed out under time constraints. There is a 

lot of text, which many of the pupils would struggle with because of lower reading ages than the 

book required. From a teacher’s point of view, the chapters were inconsistent in terms of how they 

covered and analysed each chapter and there was little analysis of key themes across chapters. It 

also did not always include exciting stories of individuals that the pupils would have enjoyed. 

However, as it was a new course, this was the only resource immediately available. 
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This meant that teachers used this resource and adapted it for their classes.  Financial constraints 

also meant that it was not possible to buy whole class sets.   

 

 

 

 

…………………………………………………………………………………… 

 

This is the front cover of the book. 

The image could well have reflected 

the experience of pupils’ parents 

when they first arrived in the UK. 

An example of a text-heavy page 

that would need to be adapted for 

my pupils. 
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First interview part 1, Nigel. 24th March 2021. 09:59. Duration of interview: 33 mins, 33 sec. 

R: [00:00:00] It pop up in a second coming through.  

NIGEL: [00:00:04] Okay. 

R: [00:00:06] Hopefully there we go. Okay. So the first thing I'm gonna do is share my screen. You 

should see the resource you've just sent me.  

NIGEL: [00:00:22] Uh, yeah.  

R: [00:00:23] Okay. I'm going to go over to your other piece that you sent me first. Before we talk 

about what you wrote. How did you find what, w, how did you find your experience in breaking 

down your, your identity like that? What did you think of the process?  

NIGEL: [00:00:37] Um, yeah, I mean, it's, it's, it's interesting. I mean, since you. Uh, since we first 

talked about what I was going to, what I needed to write, you know, I've been thinking about it all 

week, really. So it's, uh, you know, it's quite interesting just to put in a few sentences what, who you 

are and what you kind of stand for. And, uh, so it's, it was thought provoking. Certainly.  

R: [00:01:00] Yeah. I think it's a, it's a good process to kind of get people into a way of thinking about 

how they, how they existed in their world.  

NIGEL: [00:01:09] Yeah.  

R: [00:01:11] So, what I've done is I've highlighted and the different colours, which means different 

things to me, um, uh, that I want to touch on, on the first section. So in your individual breakdown, 

you wrote that you're a secondary history teacher with 25 years of experience, I haven't highlighted 

it, but I just don't want to ask you, do you think that the level of experience, the number of years of 

experience has impacted in how you approach teaching, for example, when your supply teaching, 

when, when you approach new teachers or heads or other staff members who maybe haven't got 

the same level of experience as you? 

NIGEL: [00:01:47] Yeah. It's, it's both a good, it's being both a good thing and a bad thing in some 

ways. Um, the good thing, the good thing about having so much experience is. 

Yeah. You know, in the, in the tough times that you're going to be able to see it through, um, you've 

kind of, you, you know, how to cope with a number of situations, I guess, really, without getting too 

flustered or worried or stressed by it. Um, the bad thing is, is that, you know, uh, w, when change 

happens, that that becomes more difficult to kind of cope with really. 

Um, cause you know, you increasingly kind of, I can't, I was, the image he uses comparing myself to 

an oil tanker, in that a, I built up a lot of momentum over 25 years. Uh, but if I need to change tack, it 

takes quite a long time.  

R: [00:02:40] Yeah. 

NIGEL: [00:02:41] Um, whereas, you know, in education as I'm sure, you know, then, you know, 

things are constantly changing and so, uh, it becomes more difficult to, to cope with that change. 

I've found.  

R: [00:02:52] Yeah.  

NIGEL: [00:02:53] Yeah. Particularly when the change has been brought in, if it's at a school level by, 

you know, kind of young, upcoming people. That was me, you know, 15 years ago.  
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R: [00:03:04] Yeah. Yeah, absolutely. I think that's a, that's a, that's a thing I've seen from both 

myself and from other teachers particularly have been teaching for a longer time than me, is that 

you get used to strategies and practices, and equally you, you prefer certain ones that were used 

before, and you don't understand why they've been changed, if they don't actually work any better 

the second time round. So.  

NIGEL: [00:03:27] Yeah.  

R: [00:03:27] Yeah, I absolutely. Get that. How do you think, do you think it's affected you in terms 

of work and getting work and how much you cost or, um, uh, schools needs to save money so they 

tend to hiring NQTs for example? 

NIGEL: [00:03:44] Um, yeah, that, that, uh, from my secondary experience, we also, um, I've been 

out now, out of it for a couple of years now, then that was never really a problem because, uh, the 

positions that I uh, particularly the third position I applied for, uh, which was, uh, about 12 years 

ago, then my selling point was that I was very experienced, it where, it was going to be a, uh, head of 

department so it was something that I'd done before. So, so that worked in my favour rather than 

the other way around, but if I was going for a main scale job now than certainly, um, I think, I think 

I'd probably, for a lot schools, be too expensive unless, that, they were looking for somebody with 

experience.  

R: [00:04:32] Yeah. Yeah. So touching on that as, as you, as if to segue perfectly, um, when you 

wrote that, um, you've worked in three state schools. 

NIGEL: [00:04:42] Yeah.  

R: [00:04:43] It's, it tends to be, I've seen with most teachers, either one of two things, they either 

are in one or two or maybe three scores through the entirety of their career, or they move around a 

lot. Multiple schools every three or four years. Is there a reason particularly that you thought that 

you'd want to stay in the, the, those three scores for such long periods? 

NIGEL: [00:05:04] Uh, yeah. A number of reasons, really? First of all, um, uh, a genuine belief that 

you can do the best work when you've been at school for at least three years, I would say, you know, 

you know the kind of pupils that you're going to be working with, it gets to know the community 

more, you know how the school works and the kind of things that they're working towards. 

So you become an important part of that. And I think for pupils, you know, it's important to have 

that kind of continuity of teachers, um, that you can build up that reputation, which means that, you 

know, kind of, uh, if you're established, then the kids kind of know what they're going to get from 

you.  

R: [00:05:46] Yeah. 

NIGEL: [00:05:47] That can help with behaviour with engagement. Yeah. You know? Um, well with 

most of them anyway, um. And, uh, other reasons why I stayed, uh, with, generally that I enjoyed 

the schools that I, that I worked in, uh, that was probably about six or seven years in my first school, 

which, at which I really enjoyed as a young teacher, I was in a faculty with lots of other young 

teachers as well. 

So it was exciting to be there. Uh, you know, I got a good social life out of it as well. Hmm. So only 

moved because, uh, you know, at one point wanting to get promotion, which wasn't available in the 

school I was in.  
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R: [00:06:24] Yeah. Yeah.  

NIGEL: [00:06:24] Uh, and when I moved really kind of missed that first school, really for quite a, 

quite a long time. 

Uh, my second school, uh, I was there for about eight years, um, and really only moved from there 

with a change of circumstance when, um, had, uh, we'd just had our first, first child. Yeah. Um, and, 

um, the, the second school I was that was, uh, you know, a 45 minute commute away. So I moved to 

my third school, which is basically five minute walk around the corner. 

So that, that, again, suited my circumstances again. I missed, I missed leaving that second school, 

um, and the third, third school as well. I only left there because, um, again, we, we kind of, my wife's 

a teacher as well. So we were balancing out, um, work, you know, trying to get a work-life balance 

with two children. 

Now, uh, my wife wanted to go, she'd been part-time wanting to go full-time, and so I'd managed to 

negotiate part-time with, with that school, but that, that offer then kind of came to an end. And so, 

uh, didn't want to go back to full-time teaching. And so therefore, therefore left.  

R: [00:07:35] Excellent. Fair enough. Okay. So it's, it's, as you say, it's kind of like the building, the 

cohesion and the, the community factor, and also the life experience, the work-life experience that 

you have within the school for a longer period that kept you in those schools for such long periods? 

NIGEL: [00:07:51] Yeah. Yeah.  

R: [00:07:53] Fabulous. Okay. We're going to move on the, the, the bits of highlighted in green. We'll 

probably talk about last.  

NIGEL: [00:07:59] Okay.  

R: [00:08:00] Um, because I think that ties in a little bit more. Um, what does it mean to you? So this 

is a big question. What does it mean to you to be middle-class? 

NIGEL: [00:08:11] Um, well it's an interesting one, really? Uh, I guess, I guess I was, I guess I've 

always been middle-class. Um, my, uh, I've two professional parents, I guess, really so, um, my dad 

was a church of England vicar and my mum was a health visitor. Um, but we always lived in probably 

working class areas. So there's always been an element of being part of somewhere and yet slightly 

different to a lot of people, to a lot of children I interacted with really, um, These days again, I live 

here, I've lived in … for 20 years, that's a fairly working class kind of area. Um, so in terms of being 

middle-class then, you know, I don't know, I guess not particularly the economics of it more, just 

kind of the maybe, uh, approach to, to life. 

Um, you know, kind of money, as I say, my wife's a teachers as well. So money's never really been an 

issue where there's, you know, we have enough to live on. Uh, but we like, you know, we like going 

out. Well, what we did before locked down, we like went out for food. That's right. Yeah. Yeah. So 

going to nice restaurants, go to the theatre, cinema, um, you know, going on, going on nice holidays, 

nice kind of adventure, adventure holidays really. You know, kind of where we'd, you know, book it 

all ourselves and tour around and things. Um, so, uh, yeah, so again, I guess if that makes me a 

middle-class then yeah, that's something I'm comfortable with. 

R: [00:09:50] Because I tend to see a tie in often with people's locational background. So for 

example, being Northern and then tying that in with their class background. So, m, for example, I'd 

say some, some people I know who are from the South, who are middle-class. 
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NIGEL: [00:10:09] Yeah.  

R: [00:10:11] And then there's a, there's a difference between them and the people who I know who 

are from the North and middle-class, people who are Northern and middle-class tend to still 

separate themselves in a kind of the North South divide when it comes to things. What do you think 

of that?  

NIGEL: [00:10:24] Yeah. Yeah. I think if you asked me to list kind of things that had an influence on 

my identity, then being Northern, is certainly, certainly something that feel quite keenly really. Um, 

now that that's not really being kind of anti, anti-South or anti London, although I ha, probably in my 

twenties, probably did feel some of that. 

Um, uh, but yeah, uh, proud, proud to be Northern. I enjoy living in the North. Hmm. Um, and we 

would recommend it to anybody who asks me.  

R: [00:10:57] Heartily recommended. 

Okay. Um, I've also highlighted in blue, left wing, so that's a political concepts there. Where, where 

do you think that, that affects, or how do you think that affects your teaching in any way? Or if it 

doesn't at all?  

NIGEL: [00:11:16] Um, it's an interesting one in that, uh, as a history teacher, then, uh, or I guess as a 

trained historian, then you, you've got to make sure your, your objective in terms of, you know, the 

way that you present things. 

Um, but you know, kind of that's, it's always interesting in terms of, well, how you perceive what's 

important in history. Um, and there's no doubt that. Having left wing views will have influenced the 

kind of history that I'm interested in and the topics I'll have taught, although I try to teach those 

topics in an objective way. 

Um. And I've always kind of felt that I've kind of kept kind of obvious political comment out of a lot 

of my lessons. I look back at it and think, I wonder maybe I'd have been better to present those 

comments.  

R: [00:12:09] Yeah.  

NIGEL: [00:12:09] Yeah. Present, present that and said, well, what do you think about that? Um, but 

you know, you don't, you don't want to be accused of kind of, you know, political indoctrination or 

anything so. 

Um, but you know, you need to probably maybe be more subtle about it. Try to present a world, a 

world view that the pupils can make their own mind about.  

R: [00:12:35] Absolutely.  

NIGEL: [00:12:36] Um, and of course, you know, kind of the age that I was teaching them, then, you 

know, 11, 16 year olds, um, I guess they weren't, their worldview is still fairly kind of simplistic, I 

suppose. 

So. Um, trying to get them to think about that always is something that's important, but not 

something I'd want to kind of ram down their throat.  

R: [00:12:58] No, absolutely. And on, on terms of the, the, the, the curriculum that you're teaching 

and things, do you find that, or have you found that because of the current curriculum's design being 
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from a conservative government, particularly the history curriculum, that it is affected, what you've 

been able to teach and how you've wants to teach it? 

NIGEL: [00:13:16] Um, there's absolutely no doubt that it is, is a, it's, the history curriculum is a kind 

of political battleground um, so I mentioned in the comments about the text book I'd chosen and the 

new GCCEs that came in a few years ago under Michael Gove, um. There had to be a significant 

element of British history taught. 

Hmm. Um, now that you know, that there's still plenty of scope for, as teachers to, to kind of work 

your way around that. And then it is important if you're living in Britain as well, I think to, to know 

the British history. Um, but is there, is that whole issue of, well, w what aspects of British history 

should you be teaching? 

Hmm, is it, is it, you know, if you take the British empire for example, and all that kind of surrounds 

that and the debate about black lives matter and those kinds of things, and Britain's connection to 

the slave trade, is it something to be celebrated as something, you know, a great, a great 

achievement, a great influence on the world or something that, you know, we, we should look back 

and reflect on and think, well, that wasn't our finest hour. 

Yeah. And so, and so, you know, there's lots of interesting stuff to engage the pupils with there. Um, 

while trying to kind of hold back on this kind of great celebration of Britain without any kind of 

critical analysis of it.  

R: [00:14:37] Yeah. But as in, in terms of the, the, the, the reticence to put too much politics into 

your teaching, do you find that you're hampered then by the what, for example, the, the British 

empire aspects, in not wanting to talk about, for example, black lives matter and black, the history of 

the slave trade, because for fear that you'd be reprimanded for it? 

NIGEL: [00:15:00] But I don't think I'd be reprimanded for it no. Um, and I think, you know, those 

kinds of issues, then it's great to talk about with the kids. 

It's really important that we talk about with them. So, you know, th, th, this is, you know, a history 

classroom is a place where it's a relatively safe place to talk about it. And in an objective way, and no 

doubt in a more informed way than they're probably going to get, you know, if they looked on the 

internet. 

R: [00:15:24] Yeah.  And have you found, given your, your cohort breakdown being a majority 

Southeast Asian, or South Asian, have you found that the conversations you've had would be kind of 

more broad or more specifically inclined towards something, some topics than others based on their 

social, their social backgrounds and their history? 

NIGEL: [00:15:44] Yeah. Yeah. It's, it's, it's, it's a really interesting one, the kind of their, their 

background and their perception of their background. Um, so I used to do this, uh, kind of, uh, when, 

when we started the topic about kind of empire and things like that. Um, one of the things I did with 

them was to get them to think about, well, what is their identity? 

Can they put in a kind of rank order list of what were the main influences on their identity? Um, and 

I thought the come up with things like Northern and Yorkshire or something like that.  Um, but with 

the, uh, pupils I had, um, Muslim came out as the, is the big thing. And less about kind of British 

identity, um, which always, I always found very interesting and the, their perception of them being 

of a, uh, kind of migrant kind of heritage seemed to, really wasn't talked about in the families as far 

as I could tell. Um, and it was something that I, you know, it always really interested me, so they, 
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they kind of, although they would have relatives in Pakistan. It was seen very much as kind of 

something other to their own experience, even though they might've been there for, you know, 

holidays and things. 

R: [00:17:00] Yeah.  

NIGEL: [00:17:01] Um, and so, so that their kind of identity always, always really interested me, but, 

uh, the Muslim thing was, you know, the thing that really kind of, um, well, was their driving force. 

And so I kind of, I did think at one point we did try at one point to sort of teach the history of Islam 

as a way of, um, really engaging them with, with, you know, kind of an interest in history, but it was, 

it turned out to be a complete disaster. 

Um, the, the textbook we used, um, uh, had certain, what I assumed were facts about, um, 

Mohammed in it, which the pupils disagreed with.  

R: [00:17:48] Hmm.  

NIGEL: [00:17:48] Yeah. And disputed, uh, to the point that even kind of nice kids were kind of 

scribbling, scribbling out the information in the textbooks that they disagreed with.   

R: [00:17:57] Yeah.  

NIGEL: [00:17:58] Um, so I, I eventually kind of left, left, stop, stopped teaching that because it was 

just too contentious and I wasn't sure of, you know, kind of what impact it would have and, you 

know, I might make a lot, a lot of people cross and I didn't, I didn't have the factual knowledge 

myself to kind of, necessarily contradict what the, what they were being taught at home or in  the 

mosques, I guess.  

R: [00:18:22] Yeah. And that, that ties in with the subject knowledge concept of, um, if, if you're 

wanting to, to engage with the pupils who come from certain social political or cultural backgrounds, 

um, as you, as you've said that you tried to connect in that way, not having the requisite amount of 

knowledge itself, could hamper you, or affect you in, in, in, um, in negative ways for, like, the 

impacts of how they can come back at you. I suppose.  

NIGEL: [00:18:55] Yeah, well, which, which I don't mind, but then if I, if I can't, you know, argue a 

case  from a secure knowledge base, then, you know, um, who knows, you know, you don't know 

what, what conclusions they can come to then about that. 

R: [00:19:12] Absolutely. And do you think that that, that is something that holds back other 

teachers, other history teachers, or, um, humanities teachers from wanting to talk about other 

aspects of cultural heritage or race, for example, if they don't think that they come from that 

particular background, or have enough knowledge of that background to do that conversation?  

NIGEL: [00:19:33] Uh, yeah, possibly. Yeah. Yeah. Um, you know, you don't, you don't want to end 

up in the front page of the newspaper, local newspaper because you know, that certain things have 

been said and taken out of context, which you know, or misquoted or, um, And so, yeah,  you don't, 

you don't want to annoy the local community. 

Um, yeah, but at the same way, you know, kind of, as a, as I said before, you know, kind of the 

history classroom is a place where debate should be encouraged in questioning and discussion.   

R: [00:20:06] Absolutely.  
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NIGEL: [00:20:07] Yeah, um, so, uh, but you know, there's other ways of doing it rather than just 

saying, right. I'm going to teach the history of Islam. 

You can have the debates in different ways, which would be kind of less potentially confrontational.   

R: [00:20:24] Yeah. Do you think that there's enough or have you, have you come across any, um, 

enough teachers of the same cultural backgrounds as your pupils within, whilst you've been teaching 

who can kind of make those informed judgments or make the statements of teach those lessons if 

they needed to? 

NIGEL: [00:20:42] Um, yeah. Yes and no. So, uh, take, for example, my last school, um, the head of 

business, um, who was from the local community, um, he then started to teach the RE course, which 

was based around, uh, Islam sort of could teach it with, with confidence and understanding of where 

the kids were coming from. 

Um, in terms of history teachers, then. Um, I would suggest that there's probably, um, a lack of 

ethnic minority history teachers. Although I have worked with, worked with different mind-sets to 

teachers have been absolutely fantastic. Um, but I would say it was still largely white.  

R: [00:21:29] Hmm. Do you think that starts from... 

I'm not saying this is my, my personal opinion, but I'm, I'm, I'm airing opinions that I've read from 

different points. But would you say that either that's a point of, of, uh, not being pushed well 

enough into the other ethnic communities for ideas of job positions? Or could it be more to do with 

the ideas of where I think communities would rather push themselves? 

NIGEL: [00:22:00] Um, I, the, the danger of trying to answer that, maybe that, um, kind of, uh, you 

know, I'm going to stereotype whole, whole groups, uh, Uh, I think it's, I think it's going to change. I 

like to think that you, kind of that the whole conversation in Britain, although you do worry  about it 

quite a lot sometimes, uh, that the future generations of kids that would go into a school now would 

consider teaching as a, you know, a useful, a good profession to get into. 

Hmm. Um, but I mean in perhaps stereotyping it, then, you know, teachings, you're never going to 

make loads of money out of teaching unless you get right to the top I guess. And so if, um, people 

from ethnic backgrounds around here, if they're looking to make money, then they're not going to 

go into teaching. More likely to going into something where th, where other people who have been 

and they can clearly see that there's a... 

R: [00:23:02] Yeah, I don't think that's necessarily, that’s necessarily, um, stereotyping I think what, 

that's more of a statement of is, at one point. In the nineteen, so from the nineteen hundreds, up 

until around about the 1960s, teaching used to be seen as quite a high brow profession, probably up 

there with doctors and lawyers and other forms of professional careers. 

Do you think that teaching is held in as high esteem nowadays? 

NIGEL: [00:23:28] I don't think so. No, no. I think it's had, it's had uh, too many kickings from, you 

know, well, mainly Tory governments. I would suggest, uh, uh, uh, Yeah. It's, it's, it's, it's a tough job. 

Uh, yeah, I don't think, uh, I mean, hopefully the pandemic and the lockdown might've changed a lot 

of people's perceptions of how hard it is to teach. 

Um, but yeah, I, I don't, I don't think, no, I don't think they've been there.   

R: [00:24:02] Yeah. I think that's probably impacted people's choices of career as well because of 

that, that aspect of how things have been seen.  
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NIGEL: [00:24:10] Right yeah.  

R: [00:24:12] Yeah, right. So let's go back to, okay. So I'm going to intertwine the first time we'll 

speak about, so you mentioned being a man there, that's an obvious side of you, but I think given 

the current, current social identity talk, and some personal identity talks in the world, what does it 

mean to you to be a man and a teacher? 

NIGEL: [00:24:36] Um, well, again, I guess in light of the, you know, the recent murder of the woman 

in London, then you kind of, you do, do worry, uh, about masculinity and, and what it means. Um, 

Um, I kind of worry more for my son than I do for me, I guess. Uh, I'm fairly comfortable with kind of 

where I am in my approach to women, I guess. 

Um, um, and, uh, uh, uh, you know, I don't necessarily have conversations with my son, but, about 

it, but, um, you know, try and guide him to be caring and considerate. Well, as I do with my daughter 

as well. Um, Um, and I do worry if we say, you know, he's quite a, he's quite a quiet, sensitive boy 

and, you know, kind of, uh, drop him off at school, you know, the rest of the boys and quite a lot of 

the other boys, you know, pushing and shoving in the queue and all that kind of stuff. 

And he's a bit apart from that. And so it worries me that well, if he is going to be not this kind of 

rough and tumble boy then is he going to get picked on at high school, yeah.  So, you know, is he 

going to have to try and conform to certain stereotypes just so that, you know, he becomes 

accepted? 

Yeah. Um, so ironically, one of the things I'm doing, so ironically, but one of the things I'm trying to 

do with him is, you know, uh, is over lockdown we've both really go into football, both playing and 

watching it. Um, and so. I'm hoping that's going to be kind of something, which I certainly found in 

my life. 

You know, if you, if you're a bloke and stuck with something to talk about with, with other people, 

you are the blokes that you're meeting, then the universal language of football is, is, yeah, it's a good 

one. And being able to play football is, you know, kind of you form friendships through that. Um, in, 

you know, uh, in, in a way that's, you know, a positive thing with sports. 

So, yeah. Um, trying to, trying to find way ways into perhaps kind of, uh, kind of male dominant, 

oriented social life, um, giving him kind of access, access to that, you know, you don't want him to 

be, you know, aggressive, sexist or anything like that, which would, might set him apart from. You 

know, a number of the boys, I guess. 

R: [00:27:04] Yeah. Interesting. Okay. Um, and how have you found, how have you found supplying 

in primary schools where you tend to find the, the population tend to be a lot more women than 

men when it comes to teachers then comparison to secondary school?  

NIGEL: [00:27:21] Yeah. Um, so I guess I've had two experiences of that, which is markedly different. 

So in one then, I mean, I have to say I've always enjoyed working for female head teachers. Um, no, 

again, I've only had five or six, so a small sample, but I found that they'd been they've run the school 

better than men have, that I've worked under, um, I found one school really kind of, uh, very caring. 

Um, but the, you know, they were, you know, so, so whether that's necessarily a female trait, um, 

but that, that was noticeable and that, that was, and they were very supportive there there's 

another, the other school where I had a bad experience. 

Um, it was difficult. I found because, uh, you know, I don't know the way the group of women that I 

worked closely with, or, you know, in a, in a classroom sense, I'm guessing the geographical sense in 
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the school. Hmm. Um, we're more of a, more of a kind of well-established clique if you, like. I found 

it quite hard as a, as a man and to fit into that, which in the tough times, meant I felt quite isolated. 

Um, um, well, that might've been my fault of not making more of an effort to kind of, but, you know, 

I was quickly in the job under pressure and, uh, you know, it was difficult to kind of find somebody to 

chat to really.  

R: [00:29:00] Yeah. Yeah. It's interesting.  

Okay. Thanks.  

I'll come back to that and probably in our next conversation.  

NIGEL: [00:29:10] Right. Fine.  

R: [00:29:11] Okay. And, um, we'll move on to the green aspects now. So we've got, um, White and 

Christian.  

NIGEL: [00:29:17] Yeah.  

R: [00:29:18] So those are aspects of, of kind of a broader social identity that is more of a broader, 

more universal social identity, I suppose. How does, how do you find that that's impacted or had any 

impact at all on, on your career, being both Christian and white? 

NIGEL: [00:29:36] Um, I guess the Chris, the Christian side of it, first of all, um, it's, it's not something 

I kinda particularly discuss. Uh, um, and it's just part of my motivation, I guess. So going into 

teaching, it seemed to be, uh, a good thing to do, the right thing to do. No, I have to admit, you 

know, kind of my earliest in my career, I was thinking that I'm actually cut out for teaching? 

Um, but the kind of, I guess, Christian beliefs. It kinda gave me, uh, added to my resilience really, you 

know, thinking, well, this is tough, but you're doing, you're doing a good job. You're doing the right 

thing and trying to, you know, make a difference to children's lives. And there, you know, so that, 

that helped through difficult times, I guess. 

Um, the white thing, I don't know, really, I wouldn't say that well, particularly helped or hindered in 

either way.  

R: [00:30:34] So it's not, it's not built a massive kind of, it's not massive cultural, social part of your, 

your identity?  

NIGEL: [00:30:42] No, don't think, I don't think so. No, no.  

R: [00:30:45] Fair enough.  

So in terms of, terms of Christianity and your religion, did you find it at all any, any form of um, did 

you find it strange, I suppose then teaching kids who come from a much more vocal religious aspect 

in comparison to how kind of insular you keep your own religion?  

NIGEL: [00:31:07] Um, not particularly, no, no. Um, you know, kind of, uh, um, yeah, I don't think so. 

I think it was, it was, it was quite interesting to talk to lots of kids about, about their religious ideas, 

beliefs. Um, quite interesting to think with a lot of Muslim kids then, uh, as with, areas we're 

working in, uh, you know, a Christian primary school then, kids, ant got nothing down, they haven't 

got a real clue about, you know, aren't particularly informed about their religion I don't think.  

R: [00:31:48] Yeah.  
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NIGEL: [00:31:49] Um, um, although they would say it's important to them. I don't think they 

necessarily have a great understanding of it.  

R: [00:31:57] Yeah. Yeah. So it comes in more of a, of a, of a, kind of a cultural identifier than an 

actual belief?  

NIGEL: [00:32:05] I think so. Yeah. Yeah. Um, because if you think about, uh, some, some of the 

behaviour of kids, you know, the kids, so some of them misbehave, if they were absolutely 

committed to a religious belief then they'd never misbehave. 

R: [00:32:23] Yeah.  

So I suppose that comes into the idea of, are you, are you born a Christian or born a religion or are 

you made a religion?  

NIGEL: [00:32:34] Well, yeah, you're made religion, I would say. Yeah.  

R: [00:32:37] Yeah. Interesting. Okay. Um, moving back onto the, the rest of the green aspects down 

here, we have the, most of the S, most of them were South Asian Pakistani heritage. 

Second, third generation. You've already mentioned that they didn't really talk about their, their, 

um, immigrant history as being an aspect of themselves. Um, you said you had one boy who spoke 

French and a girl who was from Eastern Europe. Did you find there was any issues with English as a 

second language or other cultural aspects that hampered either your teaching with them or their, 

their integration to the classes? 

NIGEL: [00:33:11] Oh yeah. The English as a second language. Absolutely. Yeah. Yeah. Um, you know, 

the, the, the, the girl was, uh, I suspected probably (came to England) maybe when she was quite a 

young child. So her English was. Yeah, it was good. And when I say good, you know, and probably, 

probably relative compared to, you know, relatively equal to the other kids. The boy who spoke 

French though. It was an absolute barrier to him, to his learning. Um, uh, now I speak some French, 

I've got an A level in French, so I was able to, uh, explain some things. But, kind of, uh, my kind of 

vocab didn't, you know, I can get by shopping in France, but trying to explain some historical concept 

to him just didn't have the vocabulary for it.  

Part 2 

R: [00:00:45] Right. Did you find, did you find you were unable, able to find resources or given 

enough support to aid in his education with the EAL difficulties that you had? 

NIGEL: [00:00:57] Um, well, yes. I mean, obviously when I was planning, I would try and think of 

some ways of doing that. I mean, generally what I do is. You know, go through it, a task, get the kids 

on with it and then sit with him and try and explain it in a more simple way. Um, or trying to get into, 

you know, to practice some fairly simple English sentences. 

Um, but yeah, there's, there's no doubt when he, uh, you know, if he. When he came to the end of 

the course, he was, he wasn't going to pass because he just didn't have the language.   

R: [00:01:37] Do you think that there was enough support put in place for you within the school to 

help with the EAL issue there?  

NIGEL: [00:01:46] No. No, not really. 
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No, because there just, there just wasn't the, the resources. So, so we're very, very, by the time I was 

teaching him, there were very few teaching assistants left in the school.  

R: [00:01:58] Right. So the cut of costs and the lack of resourcing, it actually impacted the education 

ability there.  

NIGEL: [00:02:06] Oh yeah, absolutely. Yeah, yeah. 

R: [00:02:09] Yeah.  

Okay. So do you think that there would have been any other ways that the school or yourself or the 

family could have helped in, in kind of helping him to access the learning that you wanted him to 

learn? 

NIGEL: [00:02:33] I think it's. Again, because there's lack of resources, then it was just going to take, 

uh, it's going to take a couple of years for him to kind of get into it really, which is unfortunate given 

they came at the start of year 10. So by, and it was just going to be too late for him. Really. Just, just, 

you know, if you, you know, the, the, this, I think, uh, some training I had many years ago was saying, 

you know, it takes six months of a kind of silent period where the pupil doesn't really seem to be 

engaging that much, where they're just slowly, gradually picking up the language and obviously he's 

immersed in it all day. Um, so some of it is eventually going to rub off, but it will be too late for him 

in terms of his qualifications.  

R: [00:03:17] No. Fair enough. You mentioned you had some training. Do you think that there's 

enough CPD or enough, um, extra training taking place throughout the year, within education,  that 

enables people to access, particularly in secondary, to access, for example, special needs or 

education or EAL trainings? 

NIGEL: [00:03:35] Um, special needs. Yes. Uh, so, you know, there were certainly the SENCo would 

do sessions in our twilight training sessions, which took place each week. 

So she'd be, she'd be kind of on a rota if you like. So, so yes, you get, so you get some of that, 

certainly. And of course, you know, you can be proactive and speak to her, speak to her, or, you 

know, do your own research, I guess, in terms of the EAL stuff. Um, there used to be, so, so for 

example, in the second school I was in, I was actually the ethnic minority achievement coordinator 

for a while. 

R: [00:04:11] Right.  

NIGEL: [00:04:12] And there were, you know, there was a team of. It was me and, I was history 

teaching as well, but, uh, but leading it, and there was, there've been three, three kinds of members, 

other members of staff who were full time dedicated to that kind of stuff. So, and we did projects 

and you know, there was plenty of money for it. 

Um, and the school kind of took it on board as well and did a whole kind of a whole school, two year 

project of developing how to teach EAL kids better. Hmm. Um, so, you know, at that point, the 

resources were there, but, uh, in the last 10 years, then the money for that has a, has all, I would 

suggest it, well, based on my experience, has all but gone. 

R: [00:05:01] Yeah. Do you think that's, that's. Specifically to do with the, the, uh, Brexit politics and 

the move away from the idea of being more multicultural, multicultural accepted educational 

country?  
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NIGEL: [00:05:15] Um, well, I guess it ties in with government policy, uh, but then they would just, 

you know, the purely just ripping out the budgets, and so schools had to make that decision 

themselves about how they can survive almost really. And so anything that's kind of, it goes, you've 

got to just spend the money on the impacts on most kids, I guess.  

R: [00:05:37] Yeah. So the schools transitions from being government or grant maintain schools to 

being academies, that's possibly been more an effect on the, what choices they've made on how 

they teach? 

NIGEL: [00:05:51] Um, I've never really taught any length in an academy, so I wouldn't know about 

that, but yeah, I guess so. Yeah.  

R: [00:06:01] Yeah. Fair enough.  

So I'll have to think about that. Okay. Thank you. Right. Uh, so let's have a look at the book, the 

resources you sent.  

NIGEL: [00:06:10] Yeah. So just before you go onto, there was one thing that I didn't include in my 

identity, which is has kind of struck me now. 

I should've put middle-aged in there  

R: [00:06:22] Okay! Why has that struck you now? What do you think, how has, how has that 

impacted you?  

NIGEL: [00:06:26] Uh, well, essentially going from the kind of bright young thing, I guess. So when 

you, your teaching career, you're kind of starting out and you're like a sponge, you've taken on, 

everything's new, so you can take on lots of new stuff. 

Um, but I'm in my fifties now and, uh, knackered to be honest. Yeah. So, uh, yeah, just don't just 

don't have the energy levels anymore. And it's, it's interesting, you know, kind of, um, you know, I've 

talked to you before about, and I'm doing this MSc in computing and thinking about changing, 

changing career completely, um, to what I'm hoping will be intellectually interesting, but a more 

sedate kind of job. 

Yeah. Less physically demanding. Um, which, you know, I just started to find the teaching day 

absolutely exhausting. Yeah. Yeah. And so, you know, kind of taking on new things, uh, it just, just 

got more and more difficult.  

R: [00:07:22] No, fair enough. Do you think then that a bit like the, the way that the British system 

works, um, in how we train and then how we recruit teachers, could it, could it benefit from being 

maybe something a bit more like the French system, where at the beginning of your career, you tend 

to have to work in the more inner city schools and the hardest school areas. And then as you go 

through and progress in your careers, you're allowed to apply for the school systems in the, kind of 

the more rural, rural, or nicer areas? 

NIGEL: [00:07:52] Uh, yeah, I think, I think that would, that would be kinder to the teacher. Certainly 

whether that'd be great for the kids in the kind of rural relievers or whatever, you know? Um, and 

what, yeah, yeah. I mean, so certain people would still retain their energy, but not, not so many, you 

know, I think about all the teachers I've started out with and how many still kind of left going. Um, 

it's, it's not so many. No, I mean, I, I, if it was, if I was running the country, then I'd, you know, police 

can retire at 50. I would suggest that that should be the same for teachers as well.   
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R: [00:08:27] Yeah. Again, that comes into the same conversation about view of what teachers are 

and their importance, I suppose. 

NIGEL: [00:08:35] Yeah. Yeah.  

R: [00:08:38] Right. Um, I haven't had a chance to read through all of what you've written here, so 

yeah, that's absolutely fine. Um, so you've chosen a textbook that you were kind of brought into the 

idea of looking at it when you went to a conference and it's to do with migrants in Britain from 1250 

upwards. 

NIGEL: [00:08:56] Yeah.  

R: [00:08:57] Um, and you've spoken about why, the reason you wants to use it is because it's, it's 

connection with the classes that you were teaching and the kind of, the immigrant population and 

their connection with the, the, the pupils that you were teaching. Um, talk to me a little bit more 

about what you liked about this resource. 

NIGEL: [00:09:18] Um, well, it was essentially, I liked, I liked the course, and so, uh, because it was a 

new course, then I liked this because it was actually covered the content, which I'd not, you know, 

I'd studied bits of it before, but never the whole idea of the whole history of migrants to  Britain. Um, 

and so, you know, it just covered an interesting array of, you know, different events that happened, 

different themes, um, and you know, kind of towards the end, it pulls it all together and gets you to 

read, and get it's kind of reflect on you know, Britain today and what, and what it means, what it 

means to be kind of British and what it means, uh, what attitude you have towards, towards 

immigration.  

R: [00:10:01] Yeah. Fair enough. And as, as the resource itself, was it, was it engaging enough for the 

pupils, do you think, do you think that the, the, the style or the way it was made was, was good 

enough, or could it have been fixed more or?  

NIGEL: [00:10:20] Yeah, I mean, I th, um, uh, I think I put in a, I'm pretty sure it was kind of rushed 

out. The, the whole, the whole kind of change the specification was done in too short a time, you 

know, Gove had his agenda and he was going to force it through. Um, and so you can kind of tell 

from it really, uh, you know, again, the government thing was that it's going to be content heavy. 

R: [00:10:47] Yeah.  

NIGEL: [00:10:48] Um, and so, you know, the, the textbook is pretty, there's too, too, too much 

writing in it. Yeah. Yeah. For the kids that I taught, you know? So, so it probably does have a reading 

age of 16. I've not, I've not tested that out, but as, whereas a lot of our kids would have had a 

reading age below that. Below the actual age. 

R: [00:11:09] Yeah. 

NIGEL: [00:11:10] And so it would be, you know, it would be inaccessible and a bit, a bit dull really 

for them.  

R: [00:11:16] Yeah, absolutely. I mean, I'm looking at the images you've, you've put there, it actually 

looks more like an A level up to S to, um, possibly first-year university type of textbook.  

NIGEL: [00:11:26] Yeah. Yeah. Um, so again, I guess with more time than might have done, uh, you 

know, that will be in the higher tech stuff. So I've seen before where then you, then they also 

produce a kind of, uh, an easier reading textbook. Yeah. Uh, which will be more accessible. But then, 

then again, we were in the position in school where we couldn't afford to buy a whole numbers of 
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textbooks anyway, so, it was always ever going to really be a prompt for, prompt the teachers to 

then kind of adapt themselves. 

R: [00:11:57] So you take the resource itself, you take bits from it and then adapt it and then. Create, 

basically create your own resource from that initial resource?  

NIGEL: [00:12:04] That's right. Which is, which was hugely time consuming really.  

R: [00:12:08] Yeah. But did you find, it would make a greater impact once you'd done that? Or 

would, would it be as impactful as just showing them the book? 

NIGEL: [00:12:16] Oh no, it would, would have a much greater impact yeah. Yeah.  

R: [00:12:19] So you're own, your own passing through of the message. You're basically, you being 

the vehicle of the message from the book itself, and then translating that through your own. Your 

own resourcing into becoming, sending that message back out to the kids is far better for you? 

NIGEL: [00:12:35] That's right. Yes. Yeah, yeah. Yeah.  

R: [00:12:39] Fabulous. Um, it's a strange, it seems to me a strange choice to start from 1250 up to 

present. Do you think that the book would have perhaps made, the resource would have perhaps 

made greater efforts if it would be split into two to say, uh, uh, immigration from the past up till the 

modern period and the modern history immigration, or do you think that there was a deliberate 

reason why they started from 1250? 

NIGEL: [00:13:07] Um, I'd have to check, but I suspect that was probably a government thing. So I 

had to start in, in the medieval period. You've got to have that grand sweep of time.   

R: [00:13:18] Do you think that aids in the actual history, the teaching of history, or do you think it 

makes things too cluttered or too, too long periods for pupils to really get a grasp on? 

NIGEL: [00:13:28] Um, no, because, uh, kind of one of the, one of the kind of key skills you've got to 

look at is continuity, continuity and change through time. And it's only through having a look at that 

kind of, that period that you can really start to pick out the kind of trends and themes really.  Um, 

And obviously, you know, pick the course cause it's relevant, relevant to them, but you know, kind 

of, uh, you know, mi, migrant, European migration, uh, in the 13th centuries obviously has no 

bearing at all on the, on their lives but...  

R: [00:13:59] yeah, I mean, would, would, would you, would you put any at any point, would you 

touch on, for example, the crusades and the impact the crusades had on cultural history between 

Europe and the middle East, and then tie that in with modern immigration and modern impacts 

that's going on now, perhaps?  

NIGEL: [00:14:16] Um, I'm just trying to think if we did, perhaps we should've done that. 

That's the kind of example that yeah, you would, you would, uh, you could have a look at it and you 

can, you can certainly draw modern parallels with, you know, with today's world.   

R: [00:14:34] Fabulous.  

Excellent.  

So the, the, the first picture he shows the front cover.  

Um, again, it's black and white picture, um, with the purple over the front. 
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Um, so there's front cover. The bottom image could well have, reflect the experience of pupils 

parents. Do you think that is that's a, um, an engaging image for the pupils general something the 

pupils would look at it necessarily? Or is it something that reflects the, kind of the maturity of the 

content? 

NIGEL: [00:15:04] Uh, yeah, I mean, I guess, I mean, if, if I was using that in a lesson and I'll be saying, 

well, you know what, you've got to get them to ask lots of questions, don't you? So w what are these 

people thinking? You know, well, you know, pupils saying, well, where are they from? Where are 

they going? Um, did they, did they, are they happy to be here? 

You know? So, um, it's, it's, it's a good starting point, certainly. Yeah. Just think of what what's going 

on in this photograph?  

R: [00:15:32] Yeah. And would you say then that's the, the actual, the front cover, elicits more 

educational kind of conversation and scope then for example, the second page you sent me, which 

has a large amount of writing? 

NIGEL: [00:15:44] Of course. Yes. Yeah, yeah.  

R: [00:15:46] Yeah. So it's, it's, it's the difference between spoon-feeding information or actually 

eliciting information creation in their brain.  

NIGEL: [00:15:56] That's right. Yeah. It's, it's getting them to think, isn't it not just to passively accept 

or read this information and answer five questions on it. 

R: [00:16:04] Yeah. And do you think that that's very specifically an issue that's come across along 

with, as you say, Michael Gove and the Conservative, um, ethos on education that tends to come 

from more of a private school background, where it was all based heavily on books and learning 

information and memorizing information from when they were children. When they went to school 

and that's their acceptance of what we need to do? 

NIGEL: [00:16:26] Absolutely, I would suggest that the, the way that it drove it was, uh, would have 

reflected there, the cabinet, uh, as a whole, you know, kind of, you can just imagine them all sitting 

and doing their prep in their boarding school can't you, and, uh, at night, and then regurgitate that 

successfully in an exam. 

Yeah, absolutely. Yeah, but the thing that thing about the SHP, the school's history project, which 

was the kind of historical organization behind the, the GCSE that GCSE course. Yeah. You know, 

they're, they're really big on, you know, questioning and an active engagement. Rather than just, 

you know, passive recipients of facts and things. 

R: [00:17:05] Good. That's good. And have you found, have you found that the kids have retained 

more knowledge from the questioning, active engagement?  

NIGEL: [00:17:16] Um, yeah. Uh, yeah, so, uh, yeah, I would say so. I mean, I'm kind of hesitating 

slightly because, uh, yes. So, so they could tell you after the lesson, but, uh, uh, our kids never, a lot 

of kids never revised sufficiently, so they couldn't necessarily remember it in two years’ time. 

R: [00:17:36] So then that, I'll ask my last question for you is, is the concept of expectations, um, 

which we'll touch on more in our next conversation. But, um, do you think that the expectations 

currently of, of government on pupils reflected with the type of resource that this book is, but 

equally with the types of expectations that government has of pupils is too high in contrast to the 

actual ability of pupils? 
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Or do you think it doesn't take into account differentiation enough within the pupils around 

country? Or is it fine?  

NIGEL: [00:18:10] No. I mean, I would suggest that, you know, particularly with the changing of the 

GCSEs that, you know, this, this point, this textbook was produced. Um, it's the exam system appears 

to have come more into a dry repetition of lots of facts. 

Uh, you know, th, this. This course, and all the other courses, you know, massive number of facts 

you've got to learn before you can even start getting into, you know, analysing and explaining stuff. 

Um, which just makes it, you know, because you, you've got to, you've got to do the right thing by 

the kids and have them ready for the exam. 

It just means that a lot of your lessons, not as exciting as they could be or interesting, because 

you've got to plough through a large amount of content geared towards examination. Yeah. Yeah. 

Yeah. And, and, you know, kind of in history, for example, the removed, the coursework element of 

it. Yeah. Something that our kids, you know, did, did well with, um, just down to pure memory, 

memory based, factual based tests. 

R: [00:19:10] Right. And do you think that the, the, the kind of the buzz words and the ethos that 

was brought in things like the concept of rigor, um, Making things more rigorous within secondary 

education. Do you think that that has aided in education or is it actually possibly impacted in a 

negative way?  

NIGEL: [00:19:28] I would say I would suggest a negative way. 

Um, I mean, it's interesting that the guy, the guy who, uh, my ex-colleague who lent me the book 

last night, uh, I was having a chat with him, went for a run and had a chat. And, uh, you know, we 

were talking about. Um, that, that period of time under, when Blair was prime minister. And a lot of 

the education reforms there, um, that seemed to make education much more accessible, a level that 

all kids could succeed, be it with the vocational stuff or with the, you know, the more academic stuff, 

like history. 

And so they had a much wider choice, whereas kids have been, uh, with the Ebacc kind of, um, 

measure, then a lot of kids have been forced into doing history or geography, um, which they might 

well enjoy and find interesting, but are going to struggle to get a decent grade, however, at the end.  

R: [00:20:26] Yeah. And what about the grading system do you think that the grading system change 

from letters to numbers actually helped in any way in, in putting through understanding of level? 

NIGEL: [00:20:36] I don't think so. Really. No, no. Um, Um, I don't know why they'd do that really. It 

was just, just too. It was different. Wasn't it? Hmm. So it marks the different, right, this is a new type 

of GCSE, with all the, as you say, the rigor that comes with it.  

R: [00:20:57] Yeah.  

Fair enough. Great. Right. I'm going to stop recording if you don't mind, if you have any questions. 

NIGEL: [00:21:03] Uh, no, no, that's fine.  

 

 



390 
 

7: Grace 

Individual Description 

Within my life I have numerous roles and responsibilities. To me, I am a mother first 

(with three children ages 6,10 and 13). This will always be my priority, regardless of 

what else I have going on in my life. I will make time - even if I don’t necessarily have 

it, to help my children and make sure they are safe and happy. It is also something 

that influences seemingly every part of my work and social life. I am judged by how 

my children achieve in school and life as I am an educator and expectations seem to 

be high. Along with my social circle having to accommodate the fact I am sometimes 

restricted in what I may or may not be able to do with having 3 children to look after. 

 Secondly, I see myself as a teacher, or more specifically, a teaching assistant. 

However, I am currently studying to gain my teaching qualification and progress in 

my career. This aspect of my life is greatly influenced by my home life as a mother. 

This is because I have ‘trailed and tested’ many different approaches with my own 

children that influence how I interact with the children in my class.  

Lastly, I am my own person with friends and interests. I feel that being a single mum 

might have some effect on my life, but no more so than being white or female.  

Cohort Description 

Key Stage 1 - Reception, Year 1 and year 2 class, aged 4 years – 7 years. 

11 pupils, 8 boys – 3 girls. 

Mixed ages, all white British with one Traveller. 1 with Speech and Language 

difficulties. 

Based in a small rural village in England. 
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Chosen resource. 

My chosen resource is something that may not be typically seen as a teaching 

resource, however as I truly believe that learning should be fun and children learn 

best through play, I would like to use this as my example. It is a game called Dobble, 

that I use with my Reception year children along with any other children in further 

years that may be struggling with number (1-10) or shape recognition. It is a great 

way to ‘break the ice’ when children first start school in September and as a 

continuous provision option targeted towards maths, communication and language 

and Personal, Social and Emotional Development.  

Within the game there are circular shaped cards which can be used to play 1 of 6 

‘mini games’. Each card has a selection of numbers and shapes in different sizes 

and colours on, and there is always a matching number or shape on any other given 

card – although it could be in a different size or colour. The aim of the mini games 

vary, but the consistent idea through all the games is you need to recognise 

matching numbers or shapes with those on your card to that on another card and call 

out the name of said number or shape and quick as you can. 

Images and explanations 

 

This is a picture of the game that I have 

chosen for my resource. It is a simple, 
fun, fast paced game that can have 
anything from 2 to 8 players. There are 

several mini games to play and the 
instructions are included. It gives 
children opportunities to develop within 
several areas of learning and 

development such as Communication 
and Language, Personal social and 
emotional development, maths and even 

literacy. 
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The nature of the game and having to 
choose which mini game the children 

want to play creates opportunities for 
children to negotiate and work within a 
group. There is usually lots of discussion 
and compromise when children are 

deciding what to play along with those 
who are more experienced, helping the 
children who have not played before or 

are less confident with the rules. It also 
gives an opportunity for independent 
reading as the children read the rules. 

 

While playing the game, the children 
have to search for and recognise 
matching numbers or shapes with those 
on another card. Sometimes they have 

to collect a card or give it away if it 
matches, but each time they find 
something they have to say the number 

name or shape name aloud. Through 
repetition as they play, children will 
become more familiar correctly 

recognising and saying numbers with 
their number names along with 
recognising shapes. 

At the end of each round, the children will also have to add how many cards they have 

won and compare that to the other children playing to see who has the greater number of 
cards. 

 

I would as I said before, use this as a great continuous provision resource for 

children to access any time they wish. It encourages numerous areas of learning and 

communication which can benefit the children and has already proven very popular 

with the children in my class (along with other variations of the game). 

…………………………………………………………………………………… 

First interview, Grace. 1st Feb 2021. 20:03. Duration of interview: 39 mins, 03 secs. 

R: [00:00:00] Okay. How did you find the process of the writing about your social identities?  

GRACE: [00:00:20] I found it all right actually, um, I quite enjoyed it thinking about it. Um, And kind 

of what, how I saw myself as a person, because um, you don't often do that do you, sit down and go 

and think right, how do I see myself? Um, so yeah, I thought it was good. It was good. It opens up a 

lot of things as to what you think. Um, but yeah, I was okay with it. I was all right. Um, hopefully I 

wrote it. Kind of what, the kind of thing you were looking to get.  
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R: [00:00:49] It absolutely was, I mean, what we're going to do in a minute is I'm going to share my 

screen and it will be, we'll look at your write-up and then what you wrote about your resource as 

well. 

And we'll just drill down and look at the bits that I've highlighted there. Cause it's some interesting 

stuff that I think is worth drilling down into if that's okay? 

GRACE: [00:01:04] Yeah, that's fine by me. Not a problem.  

R: [00:01:06] All right. So I'll just share content. 

You should now see... 

GRACE: [00:01:13] I can now see your desktop.  

R: [00:01:15] My desktop. Okay. There we go. Can you see that?  

GRACE: [00:01:19] Yes, I can.  

R: [00:01:21] Okay. So you've written, to begin with, within my life. I've had numerous roles 

responsibilities to me. I'm a mother first. What does that mean to you? What aspects of being a 

mother? What does a being a mother mean to you? 

GRACE: [00:01:36] Well, it, everything I do, I have to think about my kids. Um, you know, you can't, 

you can't be just irresponsible and disappear off, uh, even if you fancy it, you know, if you're having 

a bit of a bad day, you can't like go off and do whatever you want for you. Cause I've got the kids 

that I need to look after and make sure they're okay. 

So it's about. Making sure what I do means they're okay, and, um, when you think about their lives, 

are they happy? So my weekends, uh, like, um, my friend says this a lot to me. He's like, um, your life 

is really different to mine because he wakes up and he doesn't have to think about anything else 

apart from himself, you know? 

Potters around the house, cooks his dinner, whereas I get up and then I have to think, right, how am 

I going to make my three kids happy? And they've all got different interests and different wants in 

the weekend. And I've got to try and plan and squeeze all that. And then I, I don't get a kind of a look 

in. And so everyone else is happy. 

Uh, yeah. Being in a mum for me, sacrifice a lot of what you want. But then again, at the same time, 

it makes you happy because they're happy. Yeah. Um, yeah, it's just from waking up to going to 

sleep. You constantly have to think about their needs over yours. Um, even work, you know, even 

going to work. You've got to think, right, are the kids all right today? If they're ill, what do you do? 

You know, I, their illness overtakes my work. Um, If that makes sense?  

R: [00:03:11] Yeah, absolutely.  

GRACE: [00:03:13] So, yeah, it's, um, it's absolutely everything, but that's what happens when you 

have kids. They are the number one. And, uh, if they're happy I'm happy kind of thing, well, majority, 

you know what I mean, it's not, it's, it's like the weekend I'm there. 

I was trying to juggle everything and I just thought so much about what the kids want to do, making 

sure (child) got to go on a bike ride. Whereas (2nd child), you know, is a bit nervous after falling off 

the other week and stuff. And then you're trying to think, well, if (child) takes his bike here, we can 

maybe walk there and then we've got to think about the dog. 
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And, uh, even then we had a, we had a snowball fight, up on the moors, took the bike and 

everything. Everyone's happy. Then (3rd child) has a meltdown and it feels like you spent your day 

trying to make everyone happy, but then they still have a bit of a whinge and it's like, yeah, no.  

R: [00:04:01] It's never perfect.  

GRACE: [00:04:02] No, so yeah. 

So that's why kind of, for me. I am a mum first because it's definitely. Even food, you know, I don't, I 

don't kind of go, do you know what? I fancy this. I'm going to make myself this because if I cook 

certain things, I can't cause  (2nd child)  won't eat it and I'm not going to cook three different meals. 

So yeah. I eat, sleep, breathe, my three children. Yeah.  

R: [00:04:25] So later on you, right. That's a, where am I? 

There you go. This aspect of my life has greatly influenced by my home life as a mother. So you're 

talking about your teaching there. How do you feel that your life as a mother is also influencing in 

your life as a teacher, other than the fact that obviously your parenthood takes over those 

responsibilities if it has to?  

GRACE: [00:04:53] Yeah. Well, um, with the kids, if I'm getting this question right, what you mean is, 

uh, with the kids I've had to learn. Even before I trained in education, how to communicate with 

children, how to, uh, you know, get them to kind of do things if they don't want to do them. Uh, I've 

learnt a lot through trial and error and testing the waters and, um, learning that you've got to... 

And it sounds really bad, before I had children I would never share food with anyone. If someone 

took a bite of another piece of food, I wouldn't touch it. It'd be like, nope. Now whatever's left on 

the plate is fair game. You know what I mean? Um, you kind of, um, uh... I can't remember where I 

was going with that now! It seemed really appropriate a second ago, um, that, um, you figure things 

out with your own children that you can use for the other children. Totally lost, where I've gone with 

this question. 

Um, but, um, yeah, it's, it's about my manner and everything. Um, learning that you've got to let go a 

little bit, I'm thinking. Hmm. Uh, and, and kids don't care. And so when I come to school and then 

when I'm teaching, I know that the best way for those kids to feel relaxed and learn is if I kind of let 

myself go and be daft and be the person that I am and try not to be all stiff, cause they just don't 

react to that. But if you, if you're, for the, for the age range I'm with, if you're too, kind of robotic 

and serious, it won't work with them. Um, I've learned that through being a mum and then there's 

also, I've learned the, um, the whole, you can just stare at someone for a second and they will stop 

dead. 

It's the mum stare, teacher stare, um, I've perfected it over the years. You know, I like to think my, 

my children know that when I'm being serious and when I'm not, you know, when it's time to have 

fun and the kids at school, you know, from knowing that boundary with them, um, the kids at school 

have learned that too with me. 

And I've learned that with them. Yeah. Does that answer the question?  

R: [00:07:01] Yeah, I think so.  

GRACE: [00:07:04] When I start talking. I went off on a tangent.  
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R: [00:07:07] That's absolutely fine. So if we go backwards a little bit where it says I'm,  judged by 

how much children achieve in school and life as an educator and expectations seem to be high. 

Yeah, drill down into that a little bit for me.  

GRACE: [00:07:22] That is, um, because I work at school and you, you're teaching other children. 

Obviously parents expect you to be getting good results with them. You know, they expect the 

children to be coming home learning. And being bob-on, especially some, some parents have so... 

expectations, you know, the expectations are high. Um, now if my children aren't achieving or 

learning or up there, um, there is a bit of a. 

Oh, right. Well, hang on a minute. So if you can't teach your own children, how are you meant to 

teach other the children, how, how are you meant to get the high standards from them if you can't 

do it with your own? Now, obviously, um, yes, it's the nature nurture thing. You know, some people 

say there's natural intelligence and some people say nurture, but you never gonna explain that in a 

conversation with parents and governors, you know, it was always for me, um, there's. 

Like as simple, as simple as a couple of months ago, someone, he was looking to send their child to 

our school, but they work as a PE teacher once a week in school, they came to me and said that, uh, 

they're worried about sending their child to the same school because they look at me with my 

children and see the high standard and what they're achieving, and they don't want their child to, 

um, not look like my children are, as a staff member with a child and because my children are 

achieving, um, that they feel that pressure that their child's going to have to achieve like mine do if 

they do the same as me and the children go to the same school. 

Um, and that's from, you know, we, hadn't never spoke about that before. 

R: [00:09:06] So that's almost a, a reversal of what you're saying though, is that they're not really 

judging you based on. Their expectations of how you should see your kids... 

GRACE: [00:09:14] No but that's another teacher judging themselves. Yeah. Yeah. That was another 

teacher kind of in that same expectation though, that they're going to have to, their child is going to 

have to achieve, as a teacher kind of thing. 

R: [00:09:26] Have many parents actually said that to you that they expect you to have...  

GRACE: [00:09:30] oh all the time. Gosh. Yeah. Yeah. There were several parents that, um, the are 

like, um, well, gosh, you know, your children, they've got you at home so of course they're going to 

be, you know, bob-on. It's like, well, hang on a minute. No, you know, cause they're only as clever as, 

uh, I don't put, I don't get the kids home and like drill into them. I've had to say this to parents. I do 

not take my children home and constantly drill into them stuff to try and get them, you know, 

whatever they do is what they can do on their own, because yeah, they, they expect my children to 

be, they expect me to be sat there at night or something going right. 

Um, and it's like, no. And I said, I won't do that. Whatever they achieve, what they achieve is like 

(2nd child) not getting in to the grammar, you just, you know, the parents kind of expected her to. 

Hmm. Um, yeah, there was definitely a thing about that. Um, because one of the parents, they want 

their daughter to go, and they're a bit like, well, you know,  (2nd child) can get in cause you're a 

teacher and everything, and it's like, well, she might not. Um,  

R: [00:10:39] So with that in mind, do you think that that's an aspect of being, you wrote down here 

of, um, being from a small village school in a small rural village, do you think that kind of mentality 

and behaviour is an aspect of that social environment? 
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GRACE: [00:10:50] Possibly. I mean, everyone knows everyone don't they, and everyone wants to be 

part of everyone's business. Um, we can't do a lot around here without someone. Um, knowing, 

things like that, um, the teachers within the other schools know who I am, who my children are. Kind 

of keep an eye out. You know. Someone even bumped into (child) and commented on what (child) 

was up to. 

Um, he wouldn't do anything wrong, thankfully, but everyone keeps an eye on each other. And, um, 

expectations are there. It's almost like a competition sometimes to some of them as well. I mean, 

our school isn't as bad as (another school). Now (other school) school is very, uh, quickly, um, you 

know, you need to achieve and have a range rover, kind of thing. 

Um, so, but yeah, rural life is definitely different to, um, you know, the city or even just going to 

Lancaster, you know? Um, yeah. And, um, people want to know they want, they want to know what 

you do in, in, in what your children are doing. Yeah. And I don't know if I'm answering these. Okay.  

There's no, there's no right or wrong in these questions.  

GRACE: [00:12:12] I'm aware I go off in tangents sometimes. 

So I'm trying to keep on track.  

R: [00:12:17] Um, I'm going to go back up to the top a little bit. I've written down, I've highlighted in 

blue rather than red. Um, I see myself as a teacher. And then you explain then, more specifically as a 

teaching assistant, do you think that they was a change at one point in your career towards thinking 

of yourself more as a teacher than a teaching assistant? 

Or have you always thought of yourself more as a teacher? Or is it something that you're beginning 

to develop?  

GRACE: [00:12:42] It's something that will begin to develop. Cause, um, I'm aware I didn't train to be 

a teacher 18, 19, go to university, come out with my PGCE and be like, dudum, do you know what I 

mean? Um, I started off, obviously I was working doing graphics wasn't I, and then, um, I decided I 

was going to make the change because a lot of people have made comments about how home with 

kids and this and that. 

Um, so I did a lot of. Uh, volunteer work in the preschool and then I did my qualifications, then I got 

a job in preschool and I was fine. As much as that, I probably come across quite confident, but. Um, 

um, I overthink things. I'm quite anxious person. So, um, I am, I actually find it a daily battle to feel 

like I belong where I am. 

Um, so, but as I'm, as I'm going on, as I've got my, when I got my teaching assistant job, um, and I 

kind of, there was teachers that applied for the job, um, The same job, that they applied for the 

teaching assistant role. And I know I was shortlisted with teachers. Um, and, uh, again, the actual 

kind of, you know, you have to do your interviews in class, reading a story, doing a demonstration of 

what you can do. 

Um, Uh, yeah, it was between me and the teacher at the end. And so, um, when I got that, I felt 

more confident, but it wasn't until they actually put the advert out for the job, for the, uh, the 

teacher, the new teacher in our class, that I became to think, do you know what actually, uh, people 

see me as the teacher you know, actually, yeah, I am. 

I do way above and beyond my paid TA role. And so when the governor's actually told me at the end 

of that interview day, that they would have hired me as the teacher over everyone that was there. 
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Yeah. Um, and I thought it's just a piece of paper. It's just a piece of paper and they've got the job 

role. You know, I am teaching the kids, I've got my own math class. 

Um, you know, I could take my own phonics groups and, um, when the teacher's away, that's it. No 

one gives me any planning. They just go, there you go. You plan what you want to do, can you have 

the kids for this day or the next day? And people, the headmistress trusts me to plan and teach the 

children while the teacher's away. 

So, yeah, so I feel like, um, you know, I am a teacher, but my more specific role is I'm a teaching 

assistant.  

R: [00:15:16] So you feel constrained by the lack of the qualification at the moment.  

GRACE: [00:15:21] Yeah. Yeah. I am. Um, I'm not feeling constrained in terms of what the school will 

allow me to do. Um, although that's a bit of muggins here on the wage I 'm on, um, but, um, it shows 

people what I can do. 

Uh, but yeah, the lack of the piece of paper, the qualification is a barrier. Um, for me at the moment. 

R: [00:15:42] You're currently doing the online degree at the moment aren't you?  

GRACE: [00:15:45] Yeah. I'm currently doing the online degree and try and fit it in around my work.  

R: [00:15:49] How far into it are you? 

GRACE: [00:15:50] Um, I'm on my second year.  

R: [00:15:51] Is it three years?  

GRACE: [00:15:53] Uh, yes, but I'm doing it going to do it slow. I'll do it slow because it's distance 

learning and I've got to work and be mum. 

So I can't fit thirty odd hours in a week.  

R: [00:16:03] No, absolutely.  

GRACE: [00:16:04] Um, so I'm doing it half speed. So it'll take me a little while yet.  

R: [00:16:08] Okay. How have you found being a student at the same time as working?  

GRACE: [00:16:11] "Fun". It's a, it's just more work something else to think about, sometimes it gets 

a little bit. Um, I can't give my entire time to it. 

Like I could have done if I did it when I was 19. Um, I get tired cause it's, I sit down at nine o'clock till 

midnight doing my uni work. And, you know, I've been up all day being at work, watching the kids, 

doing their tea. You know, you run around the whole day making everyone else okay. And then it's 

like, I need to now be awake enough to take in what I'm reading. 

Or, what I've got to write, um, it's a, it's a lot, but it will be worth it. Yes, it's just, um, yeah um, when 

someone says they would hired you over the people with a piece of paper, um. 

R: [00:16:59] You think, yeah you need to get that piece of paper.  

GRACE: [00:17:02] Yeah, exactly. Um, cause I didn't even, I didn't say anything to them about, I 

probably sound like I'm blowing my own trumpet, but I didn't say anything to them. 
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It was literally what the governors came back to me and said, a throwback. Cause to be honest, I had 

bright purple hair when it was like interview time. And if then I was being doofy me because the kids 

were shattered. It was, you had a whole day of teachers trying to teach them in 45 minutes slots. 

And each of them trying to hold, try to hold their attention or, and it was going into dinner time and 

running over. 

And I've just been daft with them because even though the teacher gave me a plan, I followed it 

because I had to for the interview, but you know, when you go, I'm livening this up, because they're 

just, I'm losing them, I'm losing them.  

R: [00:17:49] Oh absolutely, yeah. The lesson breaks apart because of their age and the tiredness... 

GRACE: [00:17:55] Yeah. We split them up, we split the class up, so they would, it was half class at a 

time, but yeah. But yeah, so that was a, yeah. So the piece of paper is definitely a big barrier for me. 

It's silly, but it isn't it. Yeah.  

R: [00:18:09] I wouldn't necessarily say it's silly. It's just an aspect. That's something that you feel like 

you need. 

How about. I'm gonna move on. Um, you're right at the bottom, lastly, I am my own person with 

friends and interests. I feel that being a single mum might have some effects in my life, but no more 

so than being white or female. That's a very short line with quite a lot of stuff written in it. 

GRACE: [00:18:37] I know, well I kind of, at the end, I was like, how, how much do I write? 

Yeah. Um, and I wasn't sure if the whole personal thing was going away from, uh, the whole teacher 

idea and social... 

R: [00:18:52] Those are the aspects of social identities. So what do you, what, how do you think of 

yourself when it comes to being a single parent?  

GRACE: [00:19:01] Um, there's a lot of, uh, stigma, right? Word. Uh, for single mums, uh, in terms of, 

uh, coping, uh, just the, the view. 

Um, I feel like I failed, uh, but I also feel like society almost feel like you've failed. Um, especially like 

when you've got married and it's going to be like the D word. Um, yeah. So, um, Yeah, it's a bit of a 

taboo thing in my head. Um.  

R: [00:19:37] Do you think that's to do with, to do with your, your own family history or is it more to 

do with the culture and background that you're in? 

GRACE: [00:19:43] Gosh, uh, family history plays a big part. I didn't ever want my life to come the 

same way as when I grew up. Cause it was awful. Um, yeah, having parents arguing them, saying 

they've paid drugs over child maintenance payments and stuff like that. It's just not, not ideal. Um, 

So I never wanted that. So I think the failure aspect probably comes more from my own, not wanting 

history repeat itself, but, um, around here there aren't many, especially rural, and it's a village, of 

single mums at all. So a big thing when I started at the school where there was no one that was 

single, no single parent, and it is a bit like. Oh, what'd you, where's your partner? Is that, um, yeah, 

there's a bit of a round here where a nose up in the air kind of thing. Um, cause there's a lot of that 

around this way. There's a lot of moms that don't have to work. 

Um, because husband provides, and earns a lot of money, so they have the nice house and nice car, 

uh, and now I'm in a shared ownership house, uh, you know, think of a way to do it, you know, it's 



399 
 

um, it's, uh, yeah, not something I'm necessarily proud off. Um, but it had to be, it had to be, so 

yeah. 

R: [00:21:19] Yeah, thank you for sharing with me. 

GRACE: [00:21:24] Um, but yeah, my friends are alright with it. Um, it's just, yes, just some of the 

people it would be. Um. 

R: [00:21:32] Again do you think it's because of the type of background and the, the town that you 

live in, in the environment, they have more so than, for example, if you live closer towards Preston 

or if you lived in, um, slightly more, kind of, open areas?  

GRACE: [00:21:45] I think it's probably more common. I think this is my own view of it as well as 

now. I think it's more common in like maybe cities and, um, cause the more socially deprived areas. 

Um, it's probably more common.  

R: [00:22:01] What is the aspect of class feel like to you?  

GRACE: [00:22:04] Uh, well, I'm not up there in class. 

Um, no, I don't have a fancy car with, uh, a load of money, and electric gates and, um, I can't go 

around right, and ride my horses that I keep in my, uh, massive field. That's next to my house. Um, I 

don't have hot tubs in my garden. There's a, if you go out around here some of the houses are huge. 

Yeah. Um, so class is a big thing around here. 

Uh, like I say, our school and Tatum are seen as schools that you need money really to go to. Right? 

We don't have, we've got one family with pupil premium, uh, And, um, and that's very rare. The 

other school, I don't think have any on pupil, pupil premium it's that class is a big thing around here 

because you've got the countryside, the big houses. 

Um, there's a lot of upper class people and, uh, I'm very much, uh, I don't, I, I would, I wouldn't even 

know what class to put myself in, to be honest. I like to think I was somewhere in the middle. Um, 

yeah, we don't do this. It's really bizarre around here. You don't have like a lower class. Um, you 

know, not, not in these villages is, um, yeah, it's bizarre. 

We're very sheltered round here and things like that.  

R: [00:23:41] Okay. And the last thing I want to touch on from your, your identity break down was 

most of them being white and female. Do you feel at all that being in an area that is probably from 

what you've described, not hugely ethnically diverse? Um, do you think that that has a range in how 

you experienced kind of the culture, the society that you live in? 

GRACE: [00:24:07] Yeah, well, it's a real shock. If you see someone who is, uh, what's the politically 

correct? Do you say coloured?  

R: [00:24:14] It's entirely up to you. 

GRACE: [00:24:18] Whatever the politically correct term is, uh, we don't have, uh, any, um, Asian 

families, Indian families. We don't have any black or mixed race families. Um, there's nothing like 

that around here. 

Um, I don't know why. Um, so I find that I try and be over the top probably with my, uh, yeah, I'm 

really accepting of it. Well, I am, but you know, in terms of in class and things, you try and really, um, 
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You make it an extra effort to make sure the kids know that , you know, it's okay. There's loads of 

different types of people. 

So much so, we showed this one video on Diwali and we, I think we scared them. Me and the 

teacher looked at each other and we were like, Oh my gosh, what we put on? It was the story of 

Diwali and this, this. Uh, this God or something was, um, but he was like murdering people. 

I don't know what it was. I can't remember now. Uh, but yeah, we always, so like consciously trying 

to be like, um, yeah, you know, look at, check out the different ways of, uh, culture and everything 

and, uh, probably too much. So, um, I always, I always tell the same story about when I dated 

someone that was Indian and I tell the kids and everyone, I know it's like, Oh yeah, we had bindis 

and I wore a nice, saree. 

And, um, uh, yeah. So, um, I think because we don't have it around here, you, I, I find myself, um, 

being over the top in terms of trying to show knowledge and understanding of it. Does that make 

sense?  

R: [00:26:03] Absolutely. So kind of going from there into the resourcing aspect of things, where 

then would you look for resources? 

Where did you find the reasons for the Diwali for example? Where do you get ideas?  

GRACE: [00:26:16] We, me and the teacher, we um, managed to find, um, uh, this charity that was 

selling off loads of Indian clothing, uh, we bought some boxes from the charity that we bought into, 

to do, so the kids all dressed up and things like that. So we have a huge box that we've now got of 

gorgeous authentic. Um, it's called the dressing up box, but it's not a dressing up box because it is 

real clothing that they would wear day in, day out type thing. Yeah. So we've got things like that 

from a charity, um, to be honest. So we are a little bit resource. Uh, scarce on culturally, culturally 

diverse toys. 

I did buy like a reborn doll. Um, couple weeks back that was black because we don't have, we didn't 

have black dolls toys. Um, so a lot of we've bought our own pocket to kind of um and, you know, 

sourced ourselves on the internet. Or like I say that charity then. Yeah. Yeah, because, um, school 

doesn't have the, the funds for whole new that that's the thing with this school. 

It's, it's so, when you look at the cupboard, it was full of stuff from 20, 30, 40 years ago, we've had a 

real good sort out recently since the teacher left after being there a long time. There's not a lot of 

culturally diverse resources apart from like, um, things that they brought back from Japan or. Um, 

but yeah, there wasn't a lot of, um, Indian or black kind of resources. 

So we're trying to do that, but by getting them ourselves and finding different things, or we've also 

found the Montessori style too, where we've got like the little peg doll was so there's no label. Hmm.  

R: [00:28:04] That's cool. If we move down towards where your cohort breakdown is, again I 

highlighted all white British one traveller. 

GRACE: [00:28:12] Yes, I do. Well. Is that the correct term? I wasn't sure if we should put Gypsy 

Roman or... 

R: [00:28:16] It's entirely how you, how they've asked and you choose to speak to them about it.  

GRACE: [00:28:21] Yeah. Tra, travellers, what they, uh, kind of refer to them.  
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R: [00:28:27] Yeah. Okay. So would you, have you had found that you had to work in any particular 

way towards dealing with, um, and, um, helping out with their cultural aspects or? 

GRACE: [00:28:41] Well, we've had a big clash, um, so much so they wanted to pull their daughter 

out because of thing, but that was just over, um, me. Yeah, on a football match, they got too 

competitive. And I was insisting on every child that turned up turn to play football. Whereas they 

didn't see that as the right view, they wanted to win. 

They wanted their child to be the main player so much so, that they got their child and another child 

to totally ignore me as a teacher. My, uh, rules on who's going to play. And we end up with too many 

children on the football pitch when we scored a goal with two and two children. And I told them, no, 

the goal doesn't count actually. 

Cause we've got to, I owned it to the person. So we've got too many on the pitch and there was a bit 

of the public. Um, where I got grabbed. Um, yes, but I wouldn't back down. Um, so I found it quite 

difficult, but after a couple of years now, um, they've started to now look at me. So, but we, w, 

they're quite tricky because there's a lot of time off and now they're allowed obviously time off for 

their horse fair events and things like that. 

But there is a little bit of a tricky, um, balance we need to try and find with them. Um, at the 

moment we've, we've done all right, though, their, their child is in school. Um, where most schools 

are shut, because they won't access remote learning. So we've offered, um, a personalized two hour 

or two days a week that they can come and we will do reading, writing, maths. 

R: [00:30:35] And have you found that there's been any difficulties in integrating that child with the 

other children in the school?  

GRACE: [00:30:40] No, because, um, the, this child is the last of seven. Right. And so they were well-

established 20 odd years ago. Um, because as much as the travellers, they stay in the same plot of 

land. 

Yeah. Um, but they travel around with the fairs and things. Um, so it's been quite good. Sometimes 

we've had them at school showing the carts cause they're dad makes the carts and does all the gold 

leafing on them and things. So we've taught lessons. Yeah. Um, it was just a personal thing with the, 

uh, the full group that went out of hand. 

Um, but you know, um, they're known to hold the grudge, especially if you don't back down. So, um. 

Yeah. But no, we're, we're pretty good within school with um, integrating and things it's um, and the 

kids do accept there's no, there's nothing there with any of the children because it's, um, it's kind of 

the norm for them. 

It's the only when we've had other family step in that are a similar culture that we've had some 

issues, but then they've left.  

R: [00:31:57] Right. Fair enough. That's interesting. Thank you. Okay. Let's go down to your chosen 

resource.  

GRACE: [00:32:12] Hopefully this was all right for you. 

R: [00:32:14] Is, as I said to you last week, it's not really to do with the resources to do with why you 

choose it, your assumption of that resource and the background of what it comes for. 

So. You wrote here, it is a great way to break the ice for the children. First start school in September 

as a continuous provision, not to talk targeted mass communication, language and personal social, 
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emotional development. Now, if we look at the type of resource that it is, do you think you chose it, 

there was a deliberate, uh, pass on your side to have it as abstract and not kind of personal to 

individual. 

To have people on the cover of it or anything like that? Or did you choose it because it's got bright 

colours and it's more accessible to kids of the age that you choose? 

GRACE: [00:32:58] Yeah. It's more, um, it's bright colours. It's kind of attractive. And, um, the idea 

behind it really, um, because of, uh, the game is and how much kids love games, that's my main 

thing. Um, you know, the shapes and numbers are perfect because even, especially at the moment 

with lockdowns and stuff, gosh, when we had that break, some of our, uh, reception missed a lot of 

their reception year. So the one expecting to know numbers one to twenty, being able to sequence 

them, you know, um, It's just a fun way of them not realizing they're learning, but they are. 

That's, that's my main thing behind picking it is I love anything that is, um, the kids don't really 

realize what this is doing for them. Um, because this, this hits so many different boxes in terms of 

that, especially for EYFS. Um, there’s so many things it can do for them, you know, in terms of 

confidence, talk to the other children, you know, organizing activities. 

If they've got a table, because what happens is a lot of time with this game is, um, I'll get out, I'll 

start it with one child. Then there's someone realizes I've got the game out and another one comes 

and then I end up stepping back because there's four or five children and they've got to organize it 

themselves. 

Hmm. Um, so you've got to, you know, there's usually one voice that kind of speaks out. They all 

take the different roles. They've got to pick the mini games. It's interesting to see how they do that. 

You see, because obviously if two children want one thing and the other children, don't, they ha how 

are they going to resolve it? 

Do they end up having a conflict or can they manage the emotions? And figure out, uh, a 

compromise or, uh, or, uh, well, we'll do that game and then do this game. There's so many things 

that is does for them apart from the obvious thing of, you know, numbers and shape recognition. 

Um. 

R: [00:34:53] Yeah, that, so it's a, so it's not just as, as you say, it's not just used as, as a mathematics 

resource. 

It's also used as a social and group dynamics resource. Yeah.  

GRACE: [00:35:04] That's the idea behind, you know, September the kids come in and so many 

children are a little bit like, um, ah, there's so much about school and this and that. And they're like, 

really, you go and you think let's just play a game and then they go ooh a game, and you're like, 

yeah, let's play a game. 

Let's make it fun. And then, so you just explain it to them and, um, they're off, you know, um, uh, 

they've got to talk, they've got to think. And it's even that, um, you know, you've got, depending on 

where you place things, you can have the it's the gross motor movement of being able to stretch 

your arm out and get to the middle of the table. 

Thinking, you know, there's loads of little things. If you watch that, that they, that they start doing, 

um, then you can even, uh, you know, the whole challenge. I think if you've got some year twos of 

playing the game is super easy for them. Hmm. Well, you kind of then go, right. Okay. That's the end 
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of that round whose one let's find out, count the cards we've got account, then it's like, okay, well, if 

we had you two as a team, how many have you got altogether? 

Um, okay. How many more did you get from the other team though? So, you know, we got 25 cards 

and the other team's got 13, they've got to work out the difference. So you've got to subtract them, 

you know, there's, there's all sorts you can kind of do with it um, And, uh, the kids have no idea that 

your, uh, checking out their knowledge and you can assess them a little bit with it. 

Cause you know, for even reception, you know, it can, they count to 10 count the count, how many 

cards they've got? Um, it's, it's, it's, it's really, I really like it.  

R: [00:36:33] That's good. Excellent. Well, thank you very much. Last, last question. You say you're 

teaching key stage one reception year one and year two. That's quite a large age difference within a 

small classroom.  

GRACE: [00:36:48] Yeah. And my maths group, we have from a five to a year... I've got a year four.  

R: [00:37:00] Right.  

GRACE: [00:37:01] Um, yeah, we go by ability. The class has got a big age and then we also grouped 

by ability.  

R: [00:37:08] Okay. And do you find that you perhaps have, um, like a, you socially group identify 

certain sections of the groups that you teach by their ability or by their age, for example, or by, um, 

the types of kids you've got in those groups? 

GRACE: [00:37:24] Yeah. Um, ability is a big thing we do in our, in our school. Um, cause we don't 

like the barriers of age. Um, uh, but also then we have to be quite delicate with that because then, 

like I say, I have a year four child that comes down, now a lot of them move classrooms to do this. 

And we had a little bit of a thing where the kids were. 

Uh, you know, they start to realize, hang on a minute. Well, this is a child come in and they're in your 

four. Why they in our class now? Um, so we've got to be really careful with, uh, who we'll pick in 

what group as well. You know, you couldn't, we couldn't put certain people in certain groups cause 

they would say something and the parents would then come in and. 

Who was he even mentioned the other day. Um, someone said something, um, about something. 

Oh, I think it was the year four parent said something, that, uh, one of the children in year two had 

mentioned that they weren't very clever. Um, But the parent had the opinion that because this child 

was from a certain family, that nothing would actually happen. 

So we have to be careful with who we put together socially and more of the parents than children 

actually, but, mm Hmm.  

R: [00:38:48] Excellent. Thank you very much. I'm going to stop the recording now, unless you have 

any questions for me? 

GRACE: [00:38:56] Hopefully I've answered things. Okay.  

R: [00:38:58] I'm just going to go ahead and stop recording. 
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Appendix 3 

Resources, 2nd data sets and transcriptions of 2nd interviews 

ordered by participant. 

 

1: Fictional cohort description 

Year 6 class:  

31 pupils. 17 boys, 14 girls  

Inner-city school in Preston Lancashire.  

The pupils are a mix of ethnicities and cultural backgrounds, with 6 pupils with specific EAL 

difficulties. 

 

2: Year 2 resource 

Crocodiles 
 

 
 

 

 
 

 
 

 

 
 

 
 

 

 

 

  
All crocodiles are meat eaters and feed in water. They are 

particularly successful in catching smaller animals because they can 

float up very close to their prey without being seen. 
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They predominantly feed on, fish, reptiles, crustaceans and medium-

sized mammals. 

 

 They catch animals at water holes in this way and, holding them 

under water, they back off into deeper water until the prey drowns. 

 

1. What do crocodiles eat? 

 

 

2. How do they kill their prey? 

  

____________________________________________

____________________________________________

____________________________________________ 

 

 
The long, powerful tail of the crocodile shows that it is a good 

swimmer. The ears, eyes and nostrils are all in a line on top of its 

head so that it can lie practically submerged waiting for its prey. 

 

3. How can you tell a crocodile is a good swimmer? 

____________________________________________

____________________________________________ 

 
Crocodiles are the inhabitants of Asia, Africa, America, and 

Australia. These reptiles make their habitats in freshwater streams, 

lakes, wetlands, rivers, and brackish water.  

 

4. Where would you find crocodiles? 

___________________________________________________

___________________________________________________ 

 

5. Describe a habitat of a crocodile. 
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___________________________________________________

___________________________________________________

_____________________________________________ ______ 

According to the wildlife experts, the longest crocodile ever 

recorded is 23 feet (7.0 meters) in length.  The average lifespan of 

these animals is about 60 – 100 years, with the oldest croc ever lived 

died in Russia at the age of 130 years. 
 

6. What is length of the longest recorded crocodile? 

___________________________________________________ 

 

 

7. What is the average age (lifespan) of a crocodile? 

(Rehab, 2012) 
 

3: Year 6 resource 

 

• Occupation: Military Commander and King of Ancient Greece 

• Born: July 20, 356 BC Pella, Macedon 
• Died: June 10, 323 BC Babylon 

• Best known for: Conquering much of Asia and Europe 

Biography: 

Alexander the Great was the king of Macedonia or Ancient Greece. He is considered one of 

the greatest military commanders in history. 
 

When did Alexander the Great live? 
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Alexander the Great was born on July 20, 356 BC. He died at the young age of 32 in 323 BC 
having accomplished much in his short life. He reigned as king from 336-323 BC. 

 
Childhood of Alexander the Great 

 

Alexander's father was King Philip the II. Philip II had built up a strong and united empire in 
Ancient Greece, which Alexander inherited. 

 
Like most children in Athens, Alexander was tutored as a child and learned mathematics, 

reading, writing, and how to play the lyre. He also would have been instructed on how to 

fight, ride a horse, and hunt. When Alexander turned thirteen, his father Philip II wanted the 
best teacher possible for him. He hired the great philosopher Aristotle. In return for tutoring 

his son, Philip agreed to restore Aristotle's home town of Stageira, including setting many of 
its citizens free from slavery. 

 

At school Alexander met many of his future generals and friends such as Ptolemy and 
Cassander. He also enjoyed reading the works of Homer, the Iliad and the Odyssey. 

 
Alexander's Conquests 

 

After securing the throne and getting all of Greece under his control, Alexander turned east to 
conquer more of the civilized world. He moved swiftly using his military genius to win battle 

after battle conquering many peoples and rapidly expanding the Greek empire. 
 

Here is the order of his conquests: 

• First he moved through Asia Minor and what is today Turkey.  
• He took over Syria defeating the Persian Army at Issus and then laying siege to Tyre.  

• Next, he conquered Egypt and established Alexandria as the capital. 
• After Egypt came Babylonia and Persia, including the city of Susa. 

• Then he moved through Persia and began to prepare for a campaign in India. 

At this point Alexander had accumulated one of the largest empires in history. However, his 

soldiers were ready to revolt. They wanted to return home to see their wives and children. 

Alexander agreed and his army turned back. 

 

http://www.ducksters.com/geography/country/greece_history_timeline.php
http://www.ducksters.com/history/mesopotamia/persian_empire.php


408 
 

 

 
 

Death of Alexander 

 
Alexander only made it back to Babylon where he became suddenly sick and died. No one is 

sure what he died from, but many suspect poison. Upon his death the great empire he had 
built was divided up amongst his generals, called the Diadochi. The Diadochi ended up 

fighting each other for many years as the empire fell apart. 

 
Fun Facts about Alexander the Great 

• He was supposedly related to the Greek heroes Hercules from his father's side and 
Achilles from his mother's side. 

• When Alexander was 16, his father left the country to do battle, leaving Alexander as 
regent, or temporary ruler of Macedonia. 

• He tamed a wild horse named Bucephalus when he was a kid. It was his main horse 

until it died of old age. Alexander named a city in India after his horse. 
• He never lost a single battle. 

• Legend has it that the Temple of Artemis burnt down the day of Alexander's birth 
because Artemis was busy attending the birth. 

• His best friend and second in command was the general Hephaestion. 

(Ducksters, 2016) 

 

4: Year 7 resource 

-Religion 

In Medieval England almost everyone believed in God, and that heaven 

and hell were real places.  

http://www.ducksters.com/history/mesopotamia/babylonian_empire.php
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Religion was a very important part of people’s lives in Medieval times. 

It gave great comfort to people whose lives were hard. 

 

 

 

 

 

 

 

 

The people of England followed the Roman Catholic religion, led by the 

Pope in Rome. It was the only religion in England at this time. 

 

The biggest building in a town or village would be the church.  

 

Church services were held in Latin, so ordinary people couldn’t 

understand them.  

 

Latin was the language of the Church, but English was the language of 

the people. 
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Medicine 

Things were different in Medieval times. Although there were 

doctors, most of them didn’t know much about the real causes of 

illness.  

 

Some doctors believed that ‘bad’ blood was a cause of illness. They 

thought the answer was to make the patient bleed so that their ‘bad’ 

blood would disappear.  

But, they didn’t know when to stop bleeding the patients and 

some would die because they lost too much blood. 

 

 

 

 

 

Did you know???? 

A common cure for headache in the middle ages was 

to ask a doctor to drill a hole in the side of your 

head. People believed that this would let out the 

evil spirits trapped there. This method was called 

‘trepanning’. 
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Law & Order 

There was no police force in England in Medieval times. If you saw 

someone committing a crime you would shout as loudly as you could 

and everyone would have to help to hunt for the criminal.  

Everyone believed in God in medieval 

times. They believed that God 

helped good people and 

punished bad people.  

 

 

 

 

 

 

 

 

 

 

Sometimes to settle an argument the accuser and the accused would 

fight. Both sides would select their weapons and fight for as long as 

possible.  
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People believed that God would help the innocent, and so the first to 

surrender is guilty and must be punished by being put to death.  

 

 

 

Fun & Games 

In Medieval times ordinary people didn’t have holidays. Instead, 

there were a number of church festivals and feast days throughout 

the year.  

Our word ‘holiday’ comes from the words ‘holy day’. People had to 

make their own fun using whatever they could.  

Some of the amusements were so popular that they are still used by 

us today. These include: 

• Conkers – brought to England by the Normans 

• Football – no rules, referee, or limit on team sizes 

• Bowling – wooden balls were used to knock down skittles 

• Golf – clubs were simple and the ball was leather stuffed with 

hair 

• Wrestling – all sorts of fighting games were popular 

• Archery – England always needed trained archers 

• Ice Skating – people strapped sharpened animal bones to their 

shoes 
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Whether you were rich or poor, you had to make your own fun in the 

Middle Ages. There were no cinemas, or theatres to visit.  

 

 

Towns and Villages 

England was full of small villages in the Middle Ages. Most people 

lived in these villages and farmed the land.  

 

Most of the land was owned by the lord of the manor, who was 

usually a 

knight.  

 

Some of the 

people 

travelled to other villages because they had special jobs such as 

being a carpenter or a blacksmith.  
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When William conquered England in 1066 there were only about 10 

towns in the whole country. London was the largest with about 

10,000 people. 

 

More people lived in small villages in the countryside, with no more 

than 50 people living in them. After 1066 towns began to grow.  

 

By 1400 about the number of towns grew to 300. By this time 

London’s population had grown to over 40,000. 

Knights 

William the Conqueror brought the first knights to England in 1066 

to fight King Harold. As a reward for fighting, William gave them 

land.  

In return, they promised to spend 40 days a year fighting for him. A 

knight’s training would start at 7 years of age. He would probably 

come from a rich, noble family.  

 

 

 

 

 

 

 



415 
 

To amuse themselves knights organised tournament to practice their 

skills.  

Knights would meet in a huge field, divide into two teams and spend 

the next few hours fighting each other.   

A suit of armour was expensive but they often looked the same. 

 

Knights added things to them so that they would be recognised.  

 

Some knights would even add things to their helmets. 

(Christian, 2012) 

 

5: Participants’ written reviews and/or transcripts of 2nd interviews 

concerning participants’ reception of the resources. 

Zac’s second data set review of resources and interview transcription was combined 

with his first interview as these were integrated for the participant’s ease and time 

constraints. 

 

Willow. 

Willow did not provide a written review of the resources that were sent. 

Second interview, Willow. 13th March 2021. 14:04. Duration of interview: 22 mins, 53 secs. 

R: [00:00:00] I mean, cause I forgot entirely that we hadn't done this, this conversation.  

WILLOW: [00:00:05] Oh, I thought you were just waiting for other people.  

R: [00:00:08] Well you said you wanted to wait till after the 11th at one point, I think you said, so I 

was waiting and then I'd forgotten that I'd done it so, right it's being recorded now.  

WILLOW: [00:00:16] Okay. 

R: [00:00:17] Okay. Excellent. So I will share my screen very quickly. So if you. You don't have to 

necessarily look at, uh, things. See the, the, uh, the fictional cohorts. So it's a year, six class 31 pupils, 

17 boys, 14 girls. Inner city school in Preston.  



416 
 

WILLOW: [00:00:35] Yeah.  

R: [00:00:36] Um, mixed ethnicities and cultural backgrounds with six pupils with specific EAL 

difficulties. 

Yeah. Okay. With that in mind, the first one was the crocodiles one. What did you think about this 

one?  

WILLOW: [00:00:50] Quite visual. I liked it. Um, so what, so are they compatible comprehension 

based questions? This one was more compassion based, but the other ones weren't.  

R: [00:00:59] Yeah.  

WILLOW: [00:01:00] So yeah, I thought, um, it was good. You, it's good for EAL children, but maybe 

it will be easy for the rest of them. 

R: [00:01:14] Yeah. 

WILLOW: [00:01:14] In year six, but it's good for EAL children because it's quite visual. It's short and 

sweet and you can really, they can take out the, the information from there. Um, but for the rest of 

the class, it's too easy because you just assume that, I just assume that they could do better than 

that. I don't know. 

R: [00:01:36] Okay. 

WILLOW: [00:01:36] Yeah. Um, you need to make sure that the EAL children knew the vocabulary 

first, maybe you could have a vocabulary mat there? Um, or pre taught the vocabulary at some point 

during an intervention in preparation for the class? 

R: [00:01:53] Cool. Fair enough. What do you think of the, um, the font? 

WILLOW: [00:01:59] It's comic sans? They use that quite a lot for dyslexia based don't they? There's 

another one, what was it? Tahoma! They use that for dyslexia as well. Yes, that's really good. Um, 

yeah, that's a good font to read. We use, um, Tahoma, and comic sans in our reports we use comic 

sans, so it's, um, easily, like you can read it easily. So, no, it's, that's a good font.  

R: [00:02:19] Fair enough. That's cool. Okay. Um, anything else you thought about it or what was 

that about it?  

WILLOW: [00:02:26] No, I thought, um, you could give instructions more on the paper. So for 

example, you might've given them verbal instructions. 

So for example, for my highers in year six, I would have told them to write everything out, um, on, in 

their books rather than on the lines, because some of them would write more than that. So, but for 

maybe the developing or the EAL, that's a good amount that they can write, but for your greater 

depths. Um, possibly expected they'd want to write more than that. So maybe you can give them 

that sheet between two on the table and then they can write the answers out in their books.  

R: [00:03:07] Yeah.  

Cool. Fair enough. Um, we'll move on to the second one then, which was the Alexander the great 

one. What did you think of this one?  

WILLOW: [00:03:18] Um, I didn't like the font. 
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Cause I thought it wasn't as easy to read as the other ones. So just like bear that in mind so you 

could change this word. You can just easily change it so easily. You can read it. Um, I thought it was 

more, um, based or what's the word I'm looking for? Um, not keyed toward, um, Aimed at that's the 

word it's more aimed at year sixes because it was low it's, um, because of the wording and the type 

and how it was written. 

Um, there'll be a good topic for them to do. Um, but it is very wordy. So I don't think your EALs 

would access that easily, you'd have to work with them in a group or give them maybe an easier, 

um, aid to work with.  

R: [00:04:07] Yeah.  

WILLOW: [00:04:07] Yeah. But again, it's really good. Cause I like how it's laid out and you've got 

clear subheadings so that they know where they can get the information from. 

And if they're going to make a fact file on this paper that you've given them, for example, then they 

know what the sub subheadings needs to be and what their paragraphs need to be. But the font isn't 

very accessible, very accessible for EAL. 

R: [00:04:30] Cool. Fair enough. When you think about the topic.  

WILLOW: [00:04:34] Um, ancient Greece is like year five topic isn't it? But you could use it for year 

six if you adapted it. It's not a problem, but you usually use it in year five, sometimes year four, 

although, um, I think that's changed now. So yeah. Um, so if you could use it for year six, as long as 

you adapt to maybe make it more creative, like for key stage three. So they're kind of accessing it 

like that. 

Yeah, but I think it's, um, it's hard because I think it's important to learn about these things at the 

same time, maybe you could have picked something that's more relevant for key, for year six, rather 

than based in ancient times. Like they could have done that previously and now they can get 

something that's maybe more relevant when they're going to secondary school. 

So for example, we don't do the Victorians in year six anymore. We do it in year five.   

R: [00:05:27] Right.  

WILLOW: [00:05:29] And then in year six, we've done like something called our changing world, 

which is like a, an inquiry based topic.  

R: [00:05:35] Okay.  

WILLOW: [00:05:36] So looking at sustainability and energy and things, I think I just found that more 

interesting maybe for them when they're going off to secondary school, but I love ancient Greece. 

I think it's a great topic. Definitely keep it, but maybe just not year six.   

R: [00:05:49] Fair enough. Okay. Um, and the last one was the medieval one. What did you think of 

this one?  

WILLOW: [00:05:57] I thought this was very interesting topic for RE and especially you can link it to 

medieval times if you're doing like the dark ages or the stone ages, that'd be great. 

I really like the font. Um, I think it's really good for your developing EAL or SEN children because the 

pictures are quite vibrant and you can create a lot of discussion about the pictures, but, um, needs 

to be a little more. Fact-based for greater depths than they're expecting. Yeah. So I, I would have 
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given, so I would have given that to my year three or fours, the greater depth, um, and then they 

could have done it themselves independently. 

And then in year six, I would’ve maybe given it to the developing or the SEN or ones who were EAL.  

R: [00:06:49] Cool. Fair enough. What do you think about the use of SpongeBob?  

WILLOW: [00:06:54] SpongeBob! Personally, never seen SpongeBob, haven't got a clue. Um..  

R: [00:07:00] Do you think it's appropriate for the year group and the topic I  suppose as well?  

WILLOW: [00:07:08] Not, SpongeBob, not for the topic. 

There's nothing really to do with RE. You could have chosen something, something else maybe. Um, 

but no, I think. SpongeBob maybe year four. So for example, I have used to have stickers, SpongeBob 

stickers, where's Wally stickers. And now my year sixes don't even look at them. Whereas in year 

four they were like, can we have a sticker? Can we have a sticker for this work? So I don't think they, 

I don't think they'd appreciate SpongeBob. 

R: [00:07:41] Yeah, it's um, it's not actually in our RE resource though. It's just type the, the first 

heading is up as religion. Isn't the actual resources just for the medieval time. So it's just a, it's a 

history resource.  

WILLOW: [00:07:51] Okay. So the history resource, um, definitely I personally, I wouldn't have 

chosen SpongeBob. Um, I don't know. 

I don't know why I wouldn't choose a SpongeBob.  

R: [00:08:03] No. And then the, the, um, what they talk about, do you, do you, are you happy with, 

with the topics that I mentioned in there?  

WILLOW: [00:08:11] So yeah, I think it's, yeah, I think it's fine, but like I said, you need to kind of give 

them more information or more detail. Because it's quite, it's quite simplistic. So, if you want to give 

year sixes  really in-depth research skills, you need to give them a harder piece of work in order for 

them to like, use their summarizing research and like, skills, whereas this one is quite simple (t). 

R: [00:08:46] Okay. That's fair enough. Right. I'm going to stop sharing my screen.  

WILLOW: [00:08:51] Okay.  

R: [00:08:53] And I'm going to pose you another question. All right. All three resources are actually 

not for years six. Only one of them is for year six. Um, one of them is actually for a year two class.  

WILLOW: [00:09:07] A Year two class? 

R: [00:09:08] Yeah. And one of them is actually for a year nine class.  

WILLOW: [00:09:12] Year nine class? 

R: [00:09:13] Yeah, so 13, 14. So which one do you think, which ones do you think go where? 

WILLOW: [00:09:20] So the SpongeBob one was probably year two and the ancient Greece. One's 

probably year nine.  

R: [00:09:26] Okay, no. The crocodile one is year two.  

WILLOW: [00:09:29] The crocodile one is year two? 
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R: [00:09:31] Yeah. It's from a topic from, um, the school, from a school in Egypt. Okay. So it's more 

kind of local based and the language is more geared towards year two, for that, for that specific 

topic. 

WILLOW: [00:09:44] Really? 

R: [00:09:44] None of these are my resources, by the way, they're just resources I have, um, the, uh, 

the year six one is the Alexander the great one. Okay. So the, a large amount of information. With 

time times, new Roman, they're clearly not focusing any, towards any differentiation in the class, but 

it is specifically that. 

And then the, um, the, uh, the history one is for year nine and it's not for a, um, uh, specifically 

special educational needs grouping or anything is just a year nine class resource. So with that 

information, what do you think of them now? 

WILLOW: [00:10:34] I, I don't think someone's planned or knows their cohort very well. Um, because 

that year nine there's hardly any information. Like it was really good information, like very simple 

dates about medieval times and like the knights and what it's linked to and the conquering, but for 

year nine, they should be looking at, I mean, when I was thinking of my textbooks at year nine, that 

was, that's nothing like that at all (t). 

Um, the year six one I think is aimed at really well, apart from, I think the topic. Like I said, I don't 

think the topic, ancient Greece, should be in year six, but if you, if you keep, if you adapt it, you can 

teach it in year six. So I think that was very good, but I still don't think you need to use times new 

Roman. Um, but the crocodile year two, I supplied in year two very recently, and there's no way they 

would have been able to read that. 

So unless that class. Is very, very greater depth. There's no way you'd have to read it all together. 

You'd have to read it to them. They wouldn't be able to access that. You might get them to say, can 

you circle the word crocodile? Or can you circle a noun in that they might be able to spot that. But I 

do think they could do that independently. 

And you're trying to, I think pre-teaching, you need to try and get them to do things as 

independently as possible, rather than spoon-feed them. So I think you'd be spoon feeding them 

that topic. I'm so shocked that that crocodile is a year two.  

R: [00:12:02] So you think there's, there's an issue with pitch? 

WILLOW: [00:12:05] Mmmhmm, yes! 

R: [00:12:07] Um, do you think equally that there's possibly an issue between secondary and primary 

in expectations of what they expect classes to be able to, or year groups to be able to do? 

WILLOW: [00:12:17] Yeah, no, and yeah, and I, it seems like they aren't expecting them to do much 

at all if they're using that topic. Um, whereas in year two, they're expecting us to do a lot because 

they've given them that, I mean, that crocodile one same font as the year nine one, same sort of 

information, same type of sentences. 

Maybe just not as many pages. Let me just double check. 

R: [00:12:42] Cos there's about seven pages in there.  

WILLOW: [00:12:44] Yeah. So the, and that's for year nine, whereas I don't think they've pitched 

those two well at all. Whereas the year six one, I would think it was pitched okay.   



420 
 

R: [00:12:53] Mmmhmm, and then the expectation side of things, do you think that secondary 

teachers tend to have lower expectations of the capabilities of their pupils? 

Than, than, than say year five were or six teachers would have of theirs?  

WILLOW: [00:13:06] I don't know if I could say that based on just that one piece.  

R: [00:13:10] Not just on that one, but in your experience in general, or would you not know?  

WILLOW: [00:13:16] I would not know. Um, 

I wouldn't know. I think that maybe they would do in key stage three, so you're a year, seven and 

eight because they've just come up from key stage two. So maybe they would pitch it a bit lower 

because they're not sure of, and obviously transition might be difficult. So maybe a seven. Okay, but 

year nine, you know, that's their third year of school, of secondary school. 

I think you should be able to pitch it better then, because you'll have had the data from surely from 

year seven and eight about your pupils. So I think it should be able to pitch it much better. Yeah.  

R: [00:13:54] Yeah. Because I mean, I know from my experience, that's when you'll know yourself, 

even with year fives and year sixes, even with the younger years, when you've got a class that's 

yours class for the entire period of time, you tend to in your mind, see them as older than they 

actually are. 

So you can, you can sometimes pitch it. Maybe not necessarily you have higher expectations of the 

class because you know them so well. And can in an, in essence kind of spoon-feed them to begin 

with until they know what they're doing.  

WILLOW: [00:14:21] Yeah.  

R: [00:14:22] Um, I think that's secondary teachers because they tend to only have them for one 

hour to two hours a week. 

They might not have them full time. And then obviously you've got transition as well as the fact that 

the kids are going through puberty. I think they, they tend to have a lower expectation of the level of 

work that they can possibly get. Then having said that I've spoken to teachers who work in. For 

example, private schools or grammar schools who haven't got that expectation.  

WILLOW: [00:14:46] Yeah.  

R: [00:14:46] So I think that's, that's the difference. What do you think?  

WILLOW: [00:14:50] I think private schools certainly would have different expectations in secondary 

than state schools. A hundred percent. You don't have as many pupils, um, classes and forms a 

smaller, you might have less, what do they call them? 

Prep time. I don't know what they call it in secondary school where they... 

I didn't know what they, well, I think they would have. I think in, I think in state school, there's much 

more pressure to go, go through the works. So they probably aim it lower. Whereas in private 

schools there's, the children are just maybe have a different attitude to learning so you can give 

them a higher expectations. 

R: [00:15:35] Yeah. Yeah. Where would you work, what is your preference, do you think on, on even 

working in state or in private?  
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WILLOW: [00:15:46] Um, I prefer privates because, of the smaller classes, because as a teacher, I can 

really build a relationship with my students. If you have a private, private primary or secondary. 

Whereas when I've supplied in a class of 30, I only recognize maybe five children during the day or 

during the week that I'm there. 

And I, I kind of like gravitate towards those because they don't, there's just so many of them, it's 

just, it's literally a sea of faces. They're just too many. And you can't, you can't. It's impossible. So 

you're teaching more to them, the majority and getting the majority through rather than occasional, 

individually, whereas my class, because there's only 17 of them, I can practically cater to nearly all of 

them. 

R: [00:16:32] So it's far more personalized? 

WILLOW: [00:16:33] Yes exactly. Um, and I probably feel the same in, I think the secondary probably 

would be the same because the children are just, even though the same going through puberty and 

their age, I think that's just such a level of expectation from home and the themselves and the 

school. 

So I think they would have more of a, a better, they would have a better attitude to learning. I think. 

Yeah, I prefer private.  

R: [00:16:58] Fair enough. And what are you, what do you think of the national curriculum? What's 

your experience with the national curriculum so far?  

WILLOW: [00:17:05] I think it's got too much in, so for example, I'm doing year six maths and I've 

been teaching it now for the year, and it's crazy about all the things they want to put in. 

It's absolutely ridiculous. And I think that's the same for English. All this grammar that they put in. 

Grammar is obviously important, but it should just be for sentence structure so that you can write 

free flow. I think there's too much. I really like how they changed it. I think it was a couple of years 

ago because they first, they were like, it's just English and maths and they, they focused on that. 

And now they weren't saying, no, you have to focus on foundation subjects as well. So I like how 

they changed back to that. So I just think it's jam packed. I think there's too much and it's very 

separate as well. So English is by itself. Math is by itself. Everything's by itself, you should try and 

incorporate everything together. 

R: [00:17:52] Yeah.  

I think that that's a difference between the governments that we have, the old, the old, um, uh, 

topic theme-based education, like mixed, mixed curriculum education that we had was very much a 

structure of the labour party. And then that clearly changed in 2010 when the conservative party 

came in because the conservatives tend to always base it very much on their own educational 

background, private school from the eighties period, they had splits subjects. 

They focus very much in that way. Um, and yet every teacher I've spoken to prefers the. The topic 

theme based one.  

WILLOW: [00:18:32] Yeah, because I remember in primary school, I had maths by itself. But 

everything else was mixed. Everything else was mixed, but maths, maths was by itself, but we did 

link it in the other lessons. But I remember, I just remember the maths lessons cause I hated them. 

That's why they stick out my mind. But everything else, even English, I had no idea what a verb was. I 

had no idea what a noun was, because then when I moved to secondary school and I had an 
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entrance test, it was all, what's the subject verb agreement. And I failed this one because I had no 

idea because you didn't get taught, you didn't teach it. And I think my English is fine. Um, and I really 

like reading and I'm really good at creative writing, so I don't think you have to be taught all this 

crazy grammar. Um, and also it's just, I think what did my head teachers say? Cause we went and 

talked to him about white Rose maths. 

Nice in my class are finding it really hard because they haven't done it all the way through primary. 

And he said, Oh, it's because the government's, you know, Michael Gove pushed it back. So like, 

everyone was going to be two years ahead. So like year six is doing year eight work and year fours 

are doing year six work, which is true, especially in English and maths, and I think that's really harsh. 

I do think it's really hard because they're not enjoying, my class enjoy school because we don't have 

to be very strict with that, but when I supplied and I saw what the year fours were doing, I was like, 

this is really strict.  

R: [00:19:49] Mm hmm. Yeah.  

WILLOW: [00:19:51] Very hard.  

R: [00:19:52] So you, do you think, do you think the, the focus in the national curriculum, and as you 

say, with the, the, the pressure being placed on the pupils, do you think that's, um, connected to a 

form of competition that, that the government feels they need to be in against other competition, 

other governments from other countries? 

WILLOW: [00:20:07] Yeah, I think that's why they brought in maths no problem, Singapore maths 

and White Rose to be in competition with maths, like from East Asia, especially when I was in 

Kazakhstan. I know that the parents weren't happy with our maths because we had abacus initially, 

and then they changed to Singapore maths because a lot of parents said your maths is too simple. 

Um, so I think they are trying to step it up with the maths. And there is, there are some great things 

about Singapore maths and White Rose, like the reasoning and getting them to reason. Yeah. But if 

you're going to teach it so subject based, it's not functional. They still don't understand why they 

need to use it that way. 

It's, it's hard. But I think they're just putting a lot of pressure on them for that. So maybe that's why 

it's hard to pitch your resources and figure out what you're doing, because you've got to do so much. 

And that's probably why the secondary school in year nine, they've got to go through so much on 

the curriculum, they're just going to have low expectations maybe. Oh, they take this. They can do 

that. That's fine. I think maybe the same in year six sometimes as well. I've ticked this. That's it. It's 

good. It's good. Yeah. That's how it feels in maths. Sometimes I ticked it. I don't have to worry about 

it again. That's good. 

R: [00:21:17] Absolutely. So it's like a machine function where they're just being put in one and 

done, and they're being spat out. The other having passed the system. Yeah. Uh, an actual 

comprehensive education.  

WILLOW: [00:21:28] It is well, yeah. An actual comprehensive education. Yeah.  

R: [00:21:33] All right. Thanks for that. That's um, that's interesting. Do you have any questions? 

WILLOW: [00:21:38] Um, Nope. No, I'm okay. No questions. Okay.  

R: [00:21:45] Um, what we'll do then is hopefully for next week, I will set up the last meeting 

between yourself and two other people.  
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WILLOW: [00:21:54] Okay. 

R: [00:21:55] Um, I'm looking at the moment. I'm looking at Friday, but it would be Friday evening, 

Friday afternoon after school time.  

WILLOW: [00:22:03] That, afterschool is fine. I finish at four.  

R: [00:22:06] So I'll just try and look for a late afternoon, early evening time. Okay. If that's Friday, 

um, but I'll send it out to yourself and then the two other people to see what they think. Okay. At 

the moment, if that's okay. Um, that conversation, won't be, it won't be about resourcing 

particularly that will be to do with more, to do with identities and impact on your identities and how 

you've used your identities. 

Generally identity. 

WILLOW: [00:22:34] Kind of similar to the first meeting, but with talking to different people about it?  

R: [00:22:37] Yes.  

So that and your experience throughout. Is that okay?  

WILLOW: [00:22:42] That's fine. Yeah. Sounds good.  

R: [00:22:44] Okay, then I'll stop recording. 

 

Quentin. 

Second interview, Quentin. 2nd February 2021. 14:05. Duration of interview: 33 mins 37 secs. 

QUENTIN: [00:00:00] There we go.  

R: [00:00:10] Cool. Right. Did you get a chance to have a look at the resources I sent you? The three 

of them? 

QUENTIN: [00:00:17] I did.  

R: [00:00:18] What did you think of them to begin with?  

QUENTIN: [00:00:20] Um, 

R: [00:00:22] first impressions of them? 

QUENTIN: [00:00:26] I wouldn't, well, I probably wouldn't use any of them for different reasons, 

but... 

R: [00:00:32] We’ll go through each of them as I said in a minute, it's just, I want your initial kind of, 

views of what you think of them...  

QUENTIN: [00:00:40] Yeah, it’s like, I’ve sort of had to think of where to use them, the crocodile one 

was the easiest one to sort of see where I'd use that, but I wouldn't use it with um..A.  

R: [00:00:49] A Yeah. Six class?  

QUENTIN: [00:00:52] Well, no, not for the main body of the class no.  

R: [00:00:57] No. Okay. Let's um, I'm going to share my screen. 
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And then... 

QUENTIN: [00:01:06] Did you make these resources yourself? Do you really love them?  

R: [00:01:09] No,  

QUENTIN: [00:01:10] I don't want to properly slag them off there.  

R: [00:01:12] Nope. They’re random resources that I got from random places. Where are the 

pictures? Well, that's very annoying. 

I actually opened them up earlier. I don't really want you to see what, hold on two seconds. I'm 

going to stop recording my screen for a second.  

QUENTIN: [00:01:28] Okay.  

R: [00:01:29] Right. So you can carry on watching just so I can open them back up again, because it 

shouldn't have done that. I don't know why it's done that, but it has.  

QUENTIN: [00:01:35] Do you not want me to see what folder they’re in? 

R: [00:01:41] Oh, that's why it's uh, yeah. Um, wrong, I’m looking at the wrong files and thinking that 

they're images and they're not they're word documents. Right. So the first one we'll look at is the 

crocodile one.  

QUENTIN: [00:01:53] Yeah.  

R: [00:01:54] What's your initial thoughts on this one?  

QUENTIN: [00:01:56] I thought for a year six class, it was much too much spoon-feeding.  

R: [00:02:03] Yeah.  

QUENTIN: [00:02:03] Like for I'd want them to like the fact that its broke, at first. I thought that's not 

a lot of text, is it? But then they’ve broken it down haven’t they?  

R: [00:02:10] Yeah.  

QUENTIN: [00:02:10] The text comes directly after the question. Um, I thought that's probably 

maybe more a year. I don't know year. Year. That's what they're do in the key stage one SATs init? 

That's how they're, the readings presented in that?  

R: [00:02:23] Yeah.  

QUENTIN: [00:02:24] So that's not very challenging for my, for the year sixes, but, I thought it'd be a 

really good resource, and also it's only teaching retrieval skills really, isn't it? I think there's one that 

you could argue was inference. 

Um, but like retrieval skills. If I was wanting my year 6 to do retrieval skills, it would be a much more 

challenging text than that, but I did think it'd be useful for maybe, I mean, what was the spec? Was 

there were six SEN kids?  

R: [00:02:51] Yes.   

So the breakdown is of a year six class. 31 pupils, 17 boys, 14 girls, inner city school in Preston, mixed 

ethnicities and cultural backgrounds with six pupils with EAL difficulties. 

QUENTIN: [00:03:03] So I think for your, for maybe kids who aren't working at year six level... 
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R: [00:03:06] Yeah.  

QUENTIN: [00:03:07] That’d be a quite useful resource for them to do independently because there 

is a lot of almost like, say almost spoon-feeding in there. There was one question as well. One 

question I really didn't like, um, where was it? Where would you find crocodiles? 

And the paragraph is, they’re inhabitants of Asia, Africa, America, and Australia. They make their 

habitats in freshwater streams, lakes, wetlands, rivers, and brackish water.  

R: [00:03:34] Yeah.  

QUENTIN: [00:03:34] And so well which, which answer are you looking for? Like, the question isn't 

clear, which bits? Yeah.  

That'd be, I'd reword that probably.  

R: [00:03:47] Yeah. What year group would you say? You'd think that this should be made for? 

QUENTIN: [00:03:54] Now you're asking. Year two, three, maybe.  

R: [00:03:59] Yeah. And if you thought it was for year two or three, you think the um, the, the, the 

kind of language use like predominantly and, uh, uh, crustaceans also, that sort of language is fine 

for that year group period?  

QUENTIN: [00:04:12] No. But then that, I would teach, if I was teaching year two or three, I do that, 

um, what's it called? Like reciprocal reading, where you go through and you look at any words, you 

don't understand first.  

R: [00:04:23] Yeah, pre reading any way. Yeah.  

QUENTIN: [00:04:24] Teach those vocabulary skills, but no, like I say, I might be tempted to even just 

reword it.  

R: [00:04:30] Yeah. Okay. So that's, that's the first piece that I sent you. The second piece I sent you 

was on Alexander the Great.  

QUENTIN: [00:04:39] Yeah.  

R: [00:04:40] What did you think of this piece?  

QUENTIN: [00:04:42] Well, it's a fact file init?  

R: [00:04:43] Yeah.  

QUENTIN: [00:04:44] So if I was teaching Alexander the great, I might give them that as a, one of a 

number of resources to highlight and take information from.  

R: [00:04:57] Okay.  

QUENTIN: [00:04:58] It seems quite well written, I’d change the font.  

R: [00:05:00] Yeah. 

QUENTIN: [00:05:01] It's the, it's the As isn't it. They’re using that different A. 

R: [00:05:06] Yeah. I think the font is Times New Roman that most of the time. What sort of font do 

you think you normally use for yours?  
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QUENTIN: [00:05:12] It’s ah, Sassoon, it's the, any, basically anything that looks like calligraphy.   

R: [00:05:17] Right.  

QUENTIN: [00:05:18] Or like cursive, should I say? Not calligraphy.  

R: [00:05:20] Cursive Yeah.  

QUENTIN: [00:05:21] I think it's the C, CCS something or Sassoon primary infant.  

R: [00:05:25] Yeah.  

QUENTIN: [00:05:27] Um, the other ones in comic sans though init? 

R: [00:05:30] It is.  

We'll get onto that other one in a second. So what year group would you think this one is for the 

Alexander the Great one?  

QUENTIN: [00:05:36] I would give that to a year six class. It's it's a nice, it'd be a nice, um, WAGOLL.  

R: [00:05:44] Yeah. 

QUENTIN: [00:05:45] It would. It's written. It's sort of broken down nicely. It's got like an 

introduction. So you don't, if you didn't know who Alexander the Great was, there's a bit further 

down with bullet points where it uses like a, first, next, after. So that's all good modelling.  My main 

concern with that would be, why would I be teaching kids about Alexander the Great? 

I've got a real bugbear about some of the things we teach in history, particularly in like, what was it? 

Uh, an inner city Preston school, right? Um...  

R: [00:06:18] Yeah. Yeah, that's a, that's a question. I'm going to come back to you on that question 

in a second, if you don't mind?  

QUENTIN: [00:06:22] Okay.  

R: [00:06:22] Um, but it's a good, it's a good thing to bring up about that. 

Um,  

QUENTIN: [00:06:27] As an example for them pick information out of, or maybe to highlight the 

features of a chronological report? That's all right. Yeah.  

R: [00:06:37] Fair enough.  

Let's get onto the third one, which was on medieval period. What did you think of this one?  

QUENTIN: [00:06:44] Didn't like it.  

R: [00:06:46] Tell me why.  

QUENTIN: [00:06:48] Um, it's not, I wouldn't even say it was a good, it don't have a title for starters. 

If a kid handed this into me, I mean, this is the sort of writing I'd expect from a year six kid who 

wasn't particularly concentrating, like the information's there. I might use it. If I was doing medieval 

history, I might use it myself just to pull bits and bobs out of, but um, like it's not written in 

paragraphs. 
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There's no introduction. There's no title. It got comic sans.  

R: [00:07:21] Yeah.  

QUENTIN: [00:07:22] The one you sent, I didn't know if this was a trick, but the one you sent me, 

that picture of  SpongeBob obscured, a lot of text. So, I didn't know if you do not on purpose.   

R: [00:07:31] No,  

QUENTIN: [00:07:32] But yeah. And it's stuff like, um, everybody in medieval times believed in God, 

that's the kind of sweeping statement you want to avoid really init? 

R: [00:07:41] That's another interesting. Yeah, that's something I wanted to mention. I'm just gonna 

stop sharing my screen for a second. So you don't have to stare yourself back to it and yeah. Yeah. 

On the language of that one, where, where it says certain things along the lines of everyone used to 

believe in God, or they all believed in God at that time, it's, it's making a number of inferences there 

isn't it? It's, it's saying things in a certain way. What did you think of that?  

QUENTIN: [00:08:25] Um, I think, I suppose when you, even with year 6, right, that you do have to, I 

don't wanna say dumb things down, but you don't want to get into nuance and semantics too much, 

but, even so, I would still avoid saying things like that. Cause it's, I mean, I'm no medieval expert, but 

it can't be true.  

R: [00:08:26] Yeah.  

That's true. I mean, I think for me, it's a statement along the lines of, um, I'll share it again so that we 

can read through it. So, so in medieval times, almost everyone believed in God. I think that's not just 

the fact that they're making a sweeping statement about the people at the time, but it also kind of 

makes a statement nowadays that people don't believe in God. 

QUENTIN: [00:08:48] Yeah, very true. 

R: [00:08:49] Which I think was an interesting aspect of this one. Um... 

What do you think of the, the, the,  

the, I mean, you've already said written in comic Sans, the types of imaging that it's used.  

QUENTIN: [00:09:02] Yeah.  

R: [00:09:03] You mentioned SpongeBob. Do you think it'd be inappropriate, um, set up for, for a 

year six class, perhaps? 

QUENTIN: [00:09:11] In the terms of the way it's laid out. I mean, as you scrolling down, like it's got 

bullet points, it's got a like, a did you know a box? 

I think that stuffs fine, but a lot of the things, especially further at the top, like you've got one 

paragraph sentence and things like that. I don’t think it's appropriate. The pictures are fine. They're 

just not captioned.  

R: [00:09:31] Yeah.  

QUENTIN: [00:09:32] So, you know what, like that one, the one on the top left there. I don't know 

what that is. 
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R: [00:09:37] Yeah. So if you had, if you had a choice in all three of these resources, which one would 

you tend to choose before you chose any of the others?  

QUENTIN: [00:09:47] Um, I suppose simply because it could be used as a resource for SEN kids in a 

standalone lesson, like a standalone discreet reading lesson, the crocodiles one.  

R: [00:09:58] Right. 

QUENTIN: [00:09:59] I think if I was teaching Alexander the Great, probably that that one would be 

quite useful.  

R: [00:10:03] Okay.  

Right. So before we move on to some of the questions that you, the points that you raised to 

actually talk, and I'm gonna, I'm gonna ask you to, it’s kind of a little quiz section, but a little idea to 

think about, one of these resources is for a year a two class, one of them is for a year six class, and 

one of them is for a year nine class, from different schools. 

Which one do you think would be where?  

QUENTIN: [00:10:31] That's a good question, who made them?  

R: [00:10:36] They are from different schools that I have worked at.  

QUENTIN: [00:10:41] Right. I suppose the Alexander the Great one, I'll be tempted to say was year 

nine.  

R: [00:10:47] Okay.  

QUENTIN: [00:10:49] The crocodile one, sorry. It's this one that I can’t place, it's the medieval one.  

R: [00:10:57] Yeah. So you say the crocodile one is which one?  

QUENTIN: [00:11:00] I don't know. The medieval one, right. Is I wouldn't give, is either a really poor 

resource for year six, or, a really poor resource for year two. Um. 

I don't know. I'm guessing. I would say that's year six and the crocodile ones year two.  

R: [00:11:25] Okay. So, the crocodile one is year two.  

QUENTIN: [00:11:29] Yeah.  

R: [00:11:31] And it's a year two resource from, um, an international school that I worked at when I 

was in the Middle East.  

QUENTIN: [00:11:40] Yeah.  

R: [00:11:41] It's not a resource I created, but it is to do with, uh, I suppose, animals in the local river 

system. 

Cause I lived in Egypt. So it was to do with the Nile. So they were talking about animals in that re 

river system, I suppose. Um, That's where that one comes from.  

QUENTIN: [00:11:59] That's good that.  

R: [00:12:01] The Alexander the Great one is a year six resource.  

QUENTIN: [00:12:05] All right.  
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R: [00:12:06] And that comes from a years. Six, sorry. Yep. We'll get to it. 

This one. So this one comes from a year, six class for, um, a school in Bradford.  

QUENTIN: [00:12:17] What was it used for? Bradford? When did they do Alexander the Great in  

Bradford?  

R: [00:12:21] History. 

QUENTIN: [00:12:23] Well, yeah...  

R: [00:12:24] It was, but I mean, I suppose History and English combined, uh, it was, I can’t 

remember the name of the school. I'm not going to name it even if I could remember, but it's uh, 

yeah, but, um, it's, it's a, it's a resource that I got from that school at that time. 

QUENTIN: [00:12:43] Yeah.  

R: [00:12:44] And this one is a near nine resource from a secondary school also in Bradford. 

And it wasn't a secondary class for, um, learning difficulties or anything particularly, it was an 

English... it was a history class.  

QUENTIN: [00:13:04] Right.  

It’s a funny one int it? 

R: [00:13:08] With that information, what do you now think of these resources?  

QUENTIN: [00:13:11] Um, I still like the, the year two, one, I think that's a cracking resource for year 

two. I could use it in year six absolutely. Uh, the Alexander the Great one, depends what you’re 

doing with it, but yeah. 

There's loads of accessible information on there. Um, they could use that for a research topic. They 

could, like I say, they could use it for text mapping for, um, so they know what a non-chronological 

report looks like. Yeah. The other one, I don't know what's going on.  

R: [00:13:46] Do you think? So here's another question to pose for you. 

Do you think that there is a discrepancy between the year nine one and the year six one particularly, 

reveals kind of even bigger discrepancy in pitch and expectations between primary and secondary 

teachers when it comes to their pupils?  

QUENTIN: [00:14:06] If that's the standard. Then yes, but I don't know who made that resource. 

Like it could have been, could’ve been a bad day and I don't know what they’re using it for, it could 

have been, um, that's what a bad one looks like...  

R: [00:14:23] yeah,  

QUENTIN: [00:14:24] You could definitely take information from it, but like, yeah. It's, I mean, even 

language wise, it's the, it's the least ambitious of the three it’s, I don't know, man. Let me have 

another look at it. 

R: [00:14:38] I'll share again. So... 

QUENTIN: [00:14:40] I've got it here.  
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R: [00:14:41] Yeah. I think there's, it's viewable that there is a stark difference on the type of 

language used. The amount of language used, the amount of information given for the year sixes. 

QUENTIN: [00:14:51] This looks like, something that I would have written for year six, not the actual 

layout, but sort of, there was no police force in England in medieval times, if you saw someone 

committing a crime, you would shout as loudly as you could. I'm pretty sure I've written, something 

like that, where I've really had to simplify something for the lower kids in the class to sort of access 

independently.  

R: [00:15:14] Yeah.  

QUENTIN: [00:15:16] I don't, I don't know what's going on in year nine with that. 

R: [00:15:19] No. So have you had the chance to work at all, much with secondary kids?  

QUENTIN: [00:15:27] Only when we did the PGCE and you have to go and spend a, a week there.  

R: [00:15:31] Right. Right. So you wouldn't know about the, the, how much difference in expectation 

there is with yeah. Between year six and then year seven? It’s a question I'm going to have to ask ah, 

some secondary teachers I'm speaking to, because I think I've found, I've found that there's an 

expectation value that we have, I say we, that primary teachers have with their students that 

sometimes outstrips  the expectations that secondary teachers have for their students. 

And I think it's dependent on the kind of. How you view your pupils in their year group. So primary 

teachers tend to view their year six pupils probably in internally. And you could agree with this. Tell 

me if you agree or disagree with this, but I would view your five and year six pupils while I'm working 

in the school as that much older than they probably are. 

And have a slightly higher expectation of, what do you think about that?  

QUENTIN: [00:16:24] Yeah, I think there is. I think it's also because you spend so much, like they are 

your class. You're not seeing them for an hour a week. They’re your class and you know, back to 

front, inside out what they're capable of. You've got the data for every area. 

Whereas if you've, I suppose if you've seen them once a week for history, you don't know what to do 

in maths. You probably don't know what they're doing in English. You're just processing them, 

processing them almost. So I suppose you would try and make things as simple as possible, but even 

then it wouldn’t. 

R: [00:16:53] Yeah, now, returning to your, the point you made about, um, teaching of Alexander the 

Great, or, um, medieval studies to the class in Preston, um, of mainly multicultural kids. Hmm. Dig 

further into that for me. What, what's your opinions on, on suitability for cohort when it comes to 

that?  

QUENTIN: [00:17:16] I don't think there's any... I'm just going to plug my laptop in... 

R: [00:17:18] Yeah.  

QUENTIN: [00:17:18] I don't think there's anything wrong with teaching ancient Greece. And I don't 

think there's anything wrong with teaching medieval history. In fact. I would have thought that 

medieval history as a topic would have been more appropriate because it was more general and 

you’re just, sort of learning almost, things were different a long time ago, but there’s a big thing 

about like cultural capital isn't there? So it always annoys me that we do the six wives of Henry the 

eighth, because Henry the eighth was a very sort of significant ruler. But that, that weren’t really 
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what was significant about him, that he got married six times. But then can you teach the 

reformation to primary school kids? It's probably a waste of time. So just, why are you teaching it 

all? Save it, do it later. Um, but I think you've, you've to sort of, I don't know, like we, I teach at 

school in Bradford and the topics that we do, are, Saltaire, Haworth, the Bronties um, I've ended up 

doing the history of policing for some reason. 

I don't know, but it's, I think it's more relevant than Henry the eighth and his 6 wives. Um, and then 

you do another one that would be like the Olympics. So Ancient Greece, but you do the Olympics 

cause that's got a tangential link to it. But I... I think we do touch on Alexander the Great. I wouldn't 

spend too much time on him because I think so far as when you’re teaching history, you’re not 

teaching, you know, they don't need to come out of it knowing who Alexander the Great was, they 

do need to be able to look at sources and analyse sources, and things like that. I think there's better 

ways to do it then... something that they'd be interested, but it's fairly irrelevant to the... 

R: [00:18:56] Well, this, this leads to another question of the kind of incongruence between the, the 

national curriculum as generated by the current government and the conservative government in 

general and national curriculum would be generated by a labour government because the labour 

government, were the ones who initially instituted the concept of learning the skills. So learning a 

particular skills in history of using sources, as you say, or, um, finding, um, key facts and working to 

the learning objective to actually learn what the skill is that you need rather than the facts that you 

learned about.  

QUENTIN: [00:19:31] Yeah, making a time-line. 

R: [00:19:33] Yeah. Whereas the conservative view has always been very much that same kind of 

concept of, people should know facts. You should know who this person was and what they did. Um, 

and the, the skill of being a historian is seemingly to be, um, less pushed to the fore than the actual 

acquisition of the knowledge of what the history is, which side do you, I think from what you've said 

to me, you seem to fall more on the side of teaching the skill, but do you think that there's, there's 

relevance to either side or one, one should be more pushed than the other? 

QUENTIN: [00:20:07] I do think the thing that your focus should be on, teaching historical skill, but in 

the same way, you could say, well, if you’re teaching art, you teach them how to draw, they don't 

need to know who Van Gough, was, but you do. I do think you need to, there is stuff that you need 

to know. Like I said, the sort of cultural capital, if you're an English person, or a British person, living 

in Britain, you do need to know about the Tudors. 

You do need to know about, you know, World War Two,  that's what I was after, and World War 

One, and stuff like that, that stuff should be taught, but I don't think setting specific targets for, you 

need to know Henry the Eighth had six wives and one of them were divorced and one of them were 

beheaded. I just think you need to maybe pick and choose a bit more carefully, what the 

expectations are. 

So like the Wars are great cause it's, you can look at it and you can, you know,  you might even be 

able to talk to people who lived through it and it's still very, you know, we still feel an impact of it 

now. And like the Victorians living in Bradford, look out the window. Well, there's a Victorian city 

that wasn't there before the Victo... before the industrial revolution. 

So I do think that stuff’s relevant and dose need to be taught. But I think that historical skills, also 

like, if you're going to teach, if they say you need to teach, going back to Henry the Eighth had six 

wives. How you going to teach that? Guys Henry the Eighth had six wives, I'll teach you a rhyme.   
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R: [00:21:28] That's as quick as it is. Yeah.  

Yeah. So when we look back at the, uh, the year two resource, which, as I said to you, was focused 

on the environment that the kids lived in at the time, it was, it was a, a topic lesson that they were 

learning about. So it was talking about the types of animals that they have, in the, in the Nile river, 

do you think that there's a push or lack of a push in this country now for having kind of a local 

environmental or local focused history and geography lessons?  

QUENTIN: [00:22:11] The school that I, the school that I’m working at has, very much built that into 

the curriculum. Like I said, this, this time round, the history, my first or the only topic I've done this 

year was, um, Whitby. 

R: [00:22:23] Yeah.  

QUENTIN: [00:22:24] We didn't go. We were meant to go to Whitby, you learn about Bram Stoker. 

You learn about Whitby Abbey, you learn about Henry the Eighth. Um, and then the geography was 

all on coastal erosion and things like that. So I think that's. Yeah, with reading. Was that a reading 

activity or do you just want to talk about history and geography? 

R: [00:22:41] No, that was reading as well. Any, any resource and the way it's used.  

QUENTIN: [00:22:45] Reading, I'm more interested in getting a variety. Like if you're doing discreet 

reading, guided reading, just try and have a complete variety of stuff out there, because the kids I 

work with do not like reading. Cause they don't know what books, they don't read enough to know 

that there are good books. 

So we try and give them a bit of everything. Hmm. And you know, of course it can link to topic. Um, 

but yeah, history and geography, I think, should, not all, I think if you do three a year, at least one of 

them should be, uh, a local thing.  

R: [00:23:17] Yeah. I think at the moment, um, this month it is currently black history month. 

Um, does your school, have you been in schools that are focused on anything to do with black 

history and how, if so, how have they done that?  

QUENTIN: [00:23:31] Um, I've worked in, like, we did a guided reading lesson on it.  

R: [00:23:35] Okay.  

QUENTIN: [00:23:36] Um, but there's one black guy works in the school that was like, this is, you 

know, sending out resources every year, and management just, they sort of dragged their feet with 

it a bit. 

We had this thing where, you know, every class is named after an author?  

R: [00:23:49] Yeah.  

QUENTIN: [00:23:50] And he got really upset because there were no black authors. Not that there 

are... no black authors on the classes. So he was sending a list of, look, have you tried these, these, 

you know, these kids are all Muslim, have you thought about any Asian authors for the class or?... 

Of course they hadn't, it doesn’t help that the woman who was in charge of it with black as well. So, 

um, but yeah, I've very, well rarely worked in a school that's paid any more than lip service to it.   
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R: [00:24:16] Right. And do you think that there's a kind of discrepancy in, in the, kind of the, the 

politics attitude that the school might say it does and the council might say it does to the actual, as 

you've just stated the behaviour and the actual reality of how it was pushed? 

QUENTIN: [00:24:34] Yeah, probably they do do like, they do like assemblies. So the Monday 

assembly is always like, um, some sort of PS... not PSHE is it. Some sort of theme like that. Um, but 

it's not like every week is on racism, or things. Black history. You might mention... again, this guy, he 

got really upset because the teacher did, the head teacher did an assembly on Martin Luther King. 

And he was like, why didn't he ask me to do it?  

R: [00:25:04] Yeah. 

QUENTIN: [00:25:04] And I sort of thought, I don't really, you know, you’re not a gatekeeper. But 

that, again, that was a point, they never consult him on it. This a PowerPoint was very much like, I 

haven't read this PowerPoint. We're going to rush through this PowerPoint on Martin Luther King. 

There, we've done it now. 

So I think, yeah, definitely. 

R: [00:25:26] There have been arguments that the, the, the concept of black history month as 

coming from an Afro-American point of view is very much based towards that structure and that 

there's not a lot of focus on, for example, Asian and black British people within the black history 

month push. So the fact that you had a PowerPoint that was based on Martin Luther King and things 

like that, did the person that, did the person who you, was at your school to have anything to say 

about that, or were they more unhappy about the idea that they?...  

QUENTIN: [00:25:54] No, he didn't comment on that at all. No, to be honest it didn’t occur to me 

until you said it just then, but yeah. 

What do you think they want you could do about that?  

R: [00:26:08] Yeah.  

QUENTIN: [00:26:08] But it doesn’t, the curriculum is it? It's like...  

R: [00:26:15] How do you find the national curriculum nowadays? That is, obviously not, how do you 

literally find it, but what do you, what do you think of an actual national curriculum nowadays?  

QUENTIN: [00:26:24] Um, I really like the maths. I really liked the way it got broken down into. 

So quite systemized, like, so you do yeah. Your concrete, and then you pictorial, and then you're sort 

of using it, and then you're applying it. I really liked the way they broke down those skills and things 

like bar modelling and stuff, that I think before it was, again, sort of paid lip service to it, but, um, 

and the, the SPAG in English, I remember when we started doing it and it was like, Oh, what's a 

subordinate clause. 

Why would they ever need to know what a subordinate clause was? And actually that sort of almost, 

systematic way of writing sentences with a subordinate clause and an adverbial, a fronted adverbial, 

and a prepositional phrase and all that stuff. And how quickly the kids took to that in 2014 or 

whenever it was. 

Yeah, I think that's really good. The, I don't know what to say about like, things like geography and 

history, because if you, if you look at the history on the national curriculum, there's nowt there is 
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there? Hmm, but then is that a good thing? Because it gives you a chance to be creative and, I'll be 

honest. I haven’t looked at the national curriculum in a very long time. 

I get like, at the school I'm at the TLR, there’s TLRs who sort of take all that stuff and put it on a plan. 

And then I just work out how I hit the targets on that. And they're all like national curriculum targets, 

but yeah, it's, it can be a bit obtuse.  

R: [00:27:59] Where do you go to, to generally find resources for things like the maths or for 

science? 

Do you, how do you, do you make them yourself or do you find them in specific places?  

QUENTIN: [00:28:09] Maths is um, white Rose Hub, uh, Gary, that Gary Hall, it’s all old SATs, old 

SATs questions. There's a dearth of them for maths, uh, English, Twinkle, science. Trying to 

remember the last time I taught science, it's been a funny couple of years. 

Um, must get it from somewhere, but yeah, probably I'll probably Twinkle as well, history because 

we're doing things like Whitby and the police, I’ve made those myself. I don't mind investing a bit of 

time in that, geography. The woman I worked with is the TLR for geography. So she does all that. 

R: [00:28:51] Right.  

QUENTIN: [00:28:52] I think she gets them off to Twinkle. Twinkles great innit? 

R: [00:28:55] Yeah, fair enough. Um, when it comes to maths, when you're teaching maths, how do 

you, how do you answer the question of why are we learning this? Or where does this come from? 

What are we ever going to use this?  

QUENTIN: [00:29:06] I think the kid, the kids in my class don’t have the nonce to ask that, um, no, I 

have to tell them that I have to. 

Um, if we start something new. Like when we started percentages last week, I made a point of 

saying, look, this is what it is, and this is why we learn it. And it's like, look, it's just another way of 

saying a fraction or an easy way of telling people are much of, you know, give them an example. Like 

if I said, I've got, you know, this many pounds and I give you this many, you don't know. 

But if I say I'm giving you 50%, you'll know what that means. Um, yeah, the kids don’t ask that no, 

no, they're not switched on enough.  

R: [00:29:49] Have you encountered any difficulties with parents’ expectation and when you're 

teaching maths? 

QUENTIN: [00:29:57] Let me think. 

There's one guy this year, not difficult, is there's one guy this year who is a governor whose son is in 

my class. Um, when we went to the remote learning, I rang him and said, look, were putting this 

stuff online. And he was like, ah, I've been doing home learning for like six months now, I'm already 

quite, way ahead of you. 

I was like, ah that's fine. But I can tell from the kid being in school that you already knew a lot of the 

stuff we were doing. I'm trying to think. There was a fellow a couple of years ago who, I think, not to 

generalize, but we’ve had this a lot, the parents. The pushy parents are really into the maths 

because they want them to be doctors in this school where there's a lot of, uh, Muslim. 
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It's mostly Muslim kids. Uh, so they're not as interested in English. I'm like, yeah, you can. He's great 

at maths, can’t read very well. It’s like, I want him to be a doctor, I think you need to be able to read 

to be a doctor, mate. Yeah. Uh, yeah, but not really problems with the expectations being too low 

and, no, they don't really challenge it. 

I think we teach maths quite well. 

R: [00:31:10] Cause, um, from my experience with teaching mainly Muslim kids in the middle East, 

you tend to find particularly with those sorts of pushy parents, that they are more worried about, as 

you say, maths as a subject than English. But interestingly that the struggles that the kids have. 

Tended to be more on image and like, um, geometry and rotation and those sorts of things, because 

the parents don't put any stock in a kind of the visual image side of mathematics. Yeah. Yeah. Um, 

have you found that at all or have you found anything interesting that, that, that tends to come in 

different way? 

QUENTIN: [00:31:46] No, the parents are not. They're not terribly involved with things like 

homework. If I'm being honest, they're quite happy that we're doing it in school. And I know when 

I’ve rung home over lockdown I’ve had a few parents going, Oh, we just don't understand how you, 

you know, you teach it differently to how, we learnt it. 

And I'm like, yeah. But then before bar modelling and pictorial and concrete was a big thing, they 

used to say that then as well, I was like, yeah, I went to school when you went to school and I don't 

think I learnt it this way either.  

R: [00:32:14] Yeah. I mean, I've, I've had the conversation with parents where I’ve said basically. 

You probably just don't remember learning in a different way, because you tend to only remember 

that the latest one, the last one that you got taught. Cause that's the one that got stuck in. You don't 

tend to remember when you were in year two, or year three or year four, when you got learned, you 

learned bridging through tens and chunking and all those things. 

Cause that's the step up to the point where you get to the methodology. So I think parents tend to 

forget that.  

QUENTIN: [00:32:42] It tends to be a thing.  

R: [00:32:44] Yeah, that's interesting. All right. I'm trying to think of this. Do you have any questions 

that you'd want to ask me?  

QUENTIN: [00:32:52] No buddy. All, good.  

R: [00:32:54] Okay. Um, what we'll do then is this is the last meeting, just with the two of us 

together. 

I've got three other people on waiting to do this, um, stage three meeting with once that's done, 

then I'll get in touch and try and organize. Like one day, a time that you're all together, you can all be 

together for the larger meeting. Is that okay? Yeah. I'm hoping it will be next week, but it might be 

the week after, depending on availability of... 

the rest of the people. Okay?  

QUENTIN: [00:33:28] Yeah, that's fine buddy. 

R: [00:33:30] Excellent. Right. I'm just going to stop the recording. 
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Patricia. 

Second interview, Patricia. 4th Feb 2021. 12:56. Duration of interview: 39 mins, 36 secs. 

R: [00:00:00] You should see a thing coming up in a minute,  

PATRICIA: [00:00:07] inshallah. Okay.  

R: [00:00:11] Yep. Okay. Continue.  

PATRICIA: [00:00:14] Right. So I had to look at the resources that you sent me. Thank you for those.  

R: [00:00:18] Good. What do you think of them initially to begin with before we go through them 

individually?  

PATRICIA: [00:00:23] Um, I thought. They were for a lower ability. Um, all three of them, I would 

class as a low ability for the year six class. 

R: [00:00:38] Okay.  

PATRICIA: [00:00:39] Um, even as EAL, um, of course dependent on what they are keen on anyway. 

Will determine how much they already know. Um, but the nice thing was, although I would say they 

were resources for lower ability. There's plenty of scope to extend the learning on all of them. Right. 

Okay. So you could have set that, um, say as an extension task or, um, linked it to homework maybe, 

or, um, or even to other subjects. 

R: [00:01:16] Okay. That's absolutely fine. So let me just share my screen quickly.  

PATRICIA: [00:01:20] I've got them on minimized at the bottom, so... 

R: [00:01:23] That's fine, but we can, we can have a look through quickly. Can you see my calendar at 

the moment?  

PATRICIA: [00:01:28] Yep.  

R: [00:01:28] Okay. Right. So the first we're going to look at it. This one, the crocodile is one.  

PATRICIA: [00:01:36] Okay.  

R: [00:01:37] What did you think of this one as a resource?  

PATRICIA: [00:01:42] I liked the picture and, um, I think the font size is set very well, especially as I 

say for lower ability.  

R: [00:01:50] Yeah.  

PATRICIA: [00:01:51] Um, a lot of short sentences, which makes it easy to read. 

Um, A couple of, um, that they could have looked up either in a dictionary or a thesaurus, 

predominantly, crustaceans, reptiles, although they should have heard the word reptile before.  

R: [00:02:15] Yeah.  

PATRICIA: [00:02:16] Um, certainly that if they're following the national curriculum, they should 

know that by year four. Anyway.  
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R: [00:02:23] Yeah.  

PATRICIA: [00:02:23] Um, Submerged was another good one, another good word.  

R: [00:02:30] Yep. What did you think of the questions?  

PATRICIA: [00:02:33] Um, I think it was nice in the way that some of the questions, had a little bit of 

blurb beforehand, which saved like going backwards and forwards on the papers. Um, but there was, 

um, I, uh, if I had done that as a resource, I would put on there an open-ended question.  

R: [00:02:59] Yeah.  

PATRICIA: [00:03:00] As opposed to all closed questions.  

R: [00:03:03] Do you think this question is okay. Crocodiles are the inhabitants of Asia, Africa, 

America, Australia. These reptiles make that habitats in freshwater streams, lakes, wetlands, rivers, 

and brackish water. Where would you find crocodiles?  

PATRICIA: [00:03:18] Yeah, but for that, for a lower ability, they've got to, um, copy that really?  

R: [00:03:25] Yeah.  

PATRICIA: [00:03:25] To answer your question, which means from there sucks for them as a success. 

Yep. Again, words they might need to look up brackish. I think they will have heard the continents 

before and will know the difference between fresh and salt water. 

Um, but I would have liked to have seen some questions that they would have had to have 

researched either on a computer or something that they might already know again, as I said, open-

ended questions.  

R: [00:03:58] Right. So if we look at the, um, cohort breakdown, You've got the, uh, inner city school 

in Preston, Lancashire, the pupils are mixed ethnicities and cultural backgrounds, with six peoples 

with specific special EAL difficulties. 

Which groupings do you think you'd probably use it mostly for that that's, a, that's crocodile 

resource? 

PATRICIA: [00:04:19] Um, I would say is lower.  

R: [00:04:24] Lower. So the lower, the lower English, probably the English language, special  

difficulties?  

PATRICIA: [00:04:28] Yeah, but, uh, for the, for the children who are your middle and top range. I, 

um, I would have put extra questions there for them so that when they look, when all the children 

are looking around, as far as they know they've got exactly the same task to do, there's no, in their 

eyes, there's no different differentiation between the groups. 

R: [00:04:51] Yeah.  

Okay. Let's look at the secondary source. The second resources is the Alexander the great resource. 

What did you think of that resource?  

PATRICIA: [00:05:00] Um, a lot of information. Um, that was again, very simple language. I would 

have given that to my middle group, I would have cut down. Um, the information for my lower 
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group, I would've given them a, uh, a more practical. Um, task, for example, where you've put, he 

went to, um, this is this start of page two?  

R: [00:05:37] Yeah.  

PATRICIA: [00:05:38] He moved through Asia Minor. What is today? Turkey blah-blah-blah, that bit 

there, I would have given them, the map that's underneath bigger, and ask them to plot, so that 

they're physically looking at the information and plotting it on there. 

R: [00:05:56] And having some hands on work at the same time. Yep.  

PATRICIA: [00:06:00] Yep. That's what I would have done personally. Um, for the top group, I'd have, 

I'd have added an extension task on there. Um, 

Can you find three things or two things, depending on your timescale, uh, two other facts about 

Alexander that are not on this sheet.  

R: [00:06:27] Yeah. So making some extension tasks for research and ability. Yeah. That's cool. What 

do you think, um, what do you think of the font in comparison to the first fonts from, um...?  

PATRICIA: [00:06:37] Um, I think it's, um, a little on the small side. 

But with the amount of information on there that would then stretch it to three sheets, which for 

your lower group? Definitely. I think they would take one look at that and go, oh no.  

R: [00:06:50] Yeah. 

PATRICIA: [00:06:51] The only good, only good thing is what they would be a, or perhaps you would 

just increase the font size for your lowers. 

So again, when they're looking around the class, all the groups or the table, or however you've got 

your grouping, they still feel that they've got the same task this, um, they're not being, you know?  

R: [00:07:12] Yeah. So it's, it's, it's appropriately differentiated for the groups but still maintaining 

the same type of resource process. 

Yep. Okay. And the third resource, this a middle ages resource?  

Before, before you start, you need to, um, no, I didn't, I didn't make these resources, that I'm not 

personally attached to these resources. So if you have anything good or bad to say about them, you 

can say whatever you like. 

PATRICIA: [00:07:44] Uh, okay. Uh, again, a lot of information, six pages is a lot. I think maybe these, 

uh, pictures could be used. In a, in a, in A five size. So you've got the pictures separate. And, uh, 

perhaps they can match the picture. One of the tasks be match the picture to the, um, description or 

what they feel is the description. 

And if they're wrong, ask them to describe, you know, or tell you their reasons why they've matched 

that picture. That's quite a chunky document for year six. Your top ones will whiz through it. Uh, but 

for your middles and lowers, I would think just the sheer number of sheets would be enough to, um, 

to, you know, to put them off. 

R: [00:08:44] What do you think of the, the wording and the, the, the font style? Believed in God, in 

medieval times, they believe that God...  



439 
 

PATRICIA: [00:08:54] Yeah, there's a lot of references to God all the time. I don't really think that 

that's necessary. And in one of them, the word kids is used.  

R: [00:09:03] Yeah. 

PATRICIA: [00:09:05] Which I don't agree with. Kids are small goats.  

R: [00:09:09] Yeah. And what about the appropriateness of the, of, for example, this section?  

(Displays SpongeBob image)  

PATRICIA: [00:09:17] Well, not having taught medieval, the medieval period for quite some time 

now, I don't even know, honestly, what's appropriate. I would have to, I would personally have to 

check that. 

R: [00:09:33] Yeah.  

PATRICIA: [00:09:34] Um, 

R: [00:09:38] Did you think the use of the SpongeBob character in the did you know box would be a 

good idea?  

PATRICIA: [00:09:47] Yeah, I did like that. That's different as opposed to the picture that's under law 

and order, which is, is very, um, antiquated. Um, I don't think that, I don't think that that would 

really be necessary. The fact that you've mentioned the punishment, is enough without having to, 

I'm not saying that's traumatic, but it's not a picture I personally would have inserted there (referring 

to image of person being thrown into river). Yeah. I do like the one with the Knights and the jousting. 

Um, I would've liked to seen maybe styles of armour, or perhaps that would be a task. An extension 

task. Design your own armour. 

R: [00:10:41] Yeah.  

PATRICIA: [00:10:42] Um, or, you know, draw your own armour. 

There's a lot of facts here about how about the size that towns grow. I think your middles would 

struggle with that because 1066 is a very, very, very long time ago, and when we've got 1066 in two 

of the three sentences.  

R: [00:11:12] Yeah.  

Um, yeah, there's no timeline. There's no, the actual imagery tends to actually move from, I would 

say probably looking at it. 

You're looking at around 900 to around about 1300 actually. So you've got a good mixture of. Of 

different periods in that medieval period. That's not necessarily pointed out, there's no...  

PATRICIA: [00:11:32] Um, I think that the information about how the towns were growing that 

would have been better pictorial with the numbers underneath. Rather than written in sentences. I 

did like the picture of the two modern day Knights. Having, having their, uh, practice.  

Um, I don't know if it's necessary again, to have the double spacing.  

Again, cause that's, you know, six pages. Erm, the last bit was nice. Some knights add things to their 

helmets. So what would they add? Perhaps the children could either research that, list that, or 

guess.  

R: [00:12:18] Yeah, create their own form as well.  
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PATRICIA: [00:12:23] Yeah. 

R: [00:12:24] Okay. So as three possible resources for the, um, fictional cohorts, which one would 

you be most likely to use if you were to have to use one of those? 

PATRICIA: [00:12:45] Um, I think the crocodile. 

R: [00:12:50] Okay. You've already, you've already explained why you liked the crocodile one, but 

what, what reason do you think is, do you think the crocodile one's better in general than the other 

two ones?  

PATRICIA: [00:12:59] I think it's a good start point. It's a familiar animal. They've all come across or 

seen, um, you know, that particular animal, if not, they've seen it in cartoon form. 

And a lot of children's books contain crocodiles.  

R: [00:13:21] So appropriateness to the, the fact that the children will have actually had some, some 

knowledge of it pre-existing beforehand. It might not necessarily be towards them personally, but at 

least I've seen things and... 

PATRICIA: [00:13:30] Yeah, and it's not so scary. I mean, it's a scary animal, but, um, it's not so scary 

as say putting, um, the picture of the law and order in front of them, no context in that. 

So you're starting from a familiar base. There's lots of scope for, um, extension, discussion 

vocabulary. Um, where if they’ve seen this animal, was it just in a book? Did they go to a zoo? Have 

they been abroad, especially if they're EAL children, you know, perhaps they have them in their 

home, in their home country. 

Um, You know, I mean, of course you can link that to a religion. The ancient Egyptians worshiped 

them as do, um, the Hindus. Uh, which again, can open up discussion. Why, how long for? Uh, and 

then you've got some good open-ended questions. How many teeth has a crocodile got?  

R: [00:14:38] Yeah, so it's got a lot of, a lot of mixture into different areas as well. 

PATRICIA: [00:14:42] It's a lot, for me, it would be a lot, a lot more beneficial. 

R: [00:14:50] Excellent. And what do you think perhaps that the, the appropriateness of the middle 

ages for the particular class in a particular area? So that they're in Preston, Lancashire, the fact that 

they're probably that you have a number who are of English as a second language as well. And.  

PATRICIA: [00:15:10] Again. Um, as I said, it's been a long time since I have actually a, middle ages 

was in year seven when I was in the UK. 

Um, but I think you'd have to tie that I wouldn't have given that unless there was somewhere nearby 

that we could have gone on, on a school trip. Where we've seen armour, where we've seen, 

perhaps, um, a jousting tournament. I know local historical societies do do things like that. I know 

there's one in Kent, but I don't know about Lancashire. 

Um, William, the conqueror. I would look at perhaps a museum trip. I would do outward education 

before I sat them down at a table with that resource. 

R: [00:16:07] Cool. Thank you. So I'm going to give you a little bit of a, um, a thing to think about 

quickly and it's, it's. And I'd be interested to see what your, your opinion is of this. These three 

resources are from three different places. One is for a year two class in reality. One is for a year a six 

class in reality, and one is for a year nine class in reality. 
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Which ones do you think are which?  

PATRICIA: [00:16:37] Year nines for the medieval.  

R: [00:16:39] Okay.  

PATRICIA: [00:16:40] Crocodiles. Your younger.  

R: [00:16:43] Yeah.  

PATRICIA: [00:16:44] And your religious in the middle...  

R: [00:16:47] and the Alexander the great in the middle, you mean?  

PATRICIA: [00:16:49] Yep.  

R: [00:16:50] In year six. Okay. You're correct. The, the medieval and religion resources for year nine. 

Do you think that's a good and appropriate resource for a year nine class? 

PATRICIA: [00:17:01] Um, that depends on the class is what I would say. Um, and again, I wouldn't 

give them images like that. Until, um, I had actually done some outside educate, outside the 

classroom education. Certainly when I taught the Middle Ages in year seven, we went around 

Norwich looking for plague sites, um, jousting sites. 

Um, we use the internet and then we went on a field trip before we actually went into the 

classrooms. So they were aware of churches that were around in the middle ages.   

R: [00:17:47] Yeah.  

PATRICIA: [00:17:47] And you know, they've got a hook.  

R: [00:17:52] Yeah. And the use of the imagery as well, we got the church on the right, and then for 

example, the one on the left, which is quite small when you first know that it is actually an image of 

hell and people burning and being tortured in hell fire. 

PATRICIA: [00:18:04] I think they'd enjoy that. I wouldn't say it was appropriate, but I think, year 

nines would love it. But so again, would they just see, um, pictures of nights being bounced off the 

backs of horses. In that respect, I don't think SpongeBob is appropriate.  

R: [00:18:24] No. No. And do you think the, the Alexander, the great one is a normal appropriate one 

for year six?  

PATRICIA: [00:18:35] Um, with content. Yes. I mean, they will have done or looked at, um, ancient 

Greece earlier. So this is really on a spiral curriculum now, you're just re-touching on something that 

they should have heard of or should have done. Yeah. Um, again, a lot of information, but it's, it's 

what you do with it. 

R: [00:18:57] Yeah.  

PATRICIA: [00:19:00] What your intent, what your learning objective is?  

R: [00:19:03] Yeah.  

PATRICIA: [00:19:05] Um, I think this has got the one, the word kid in it.  

R: [00:19:10] No, that was in the, uh, the middle, the middle ages one. Yeah. That's for the year nine 

as well.  
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PATRICIA: [00:19:19] I still wouldn't use the word kids.  

R: [00:19:21] No.  

And then the crocodile one was for the year twos. 

Do you think now that you've, you've, you know, it's for a year two class, do you think it's 

appropriate for that year group, that age period? 

PATRICIA: [00:19:33] Um, vocabulary, I would take out crustaceans and, and use and use an 

alternative word there. Yeah. Yeah. I would just change the, um, the vocabulary. 

R: [00:19:53] Yep. Cool. So I'm going to stop sharing now and come back to, so you don't have to 

stare at yourself. There you go. So in terms of, um, resourcing in general and for, um, how the 

national curriculum works in teaching to, to learning objectives, et cetera, do you think that the 

national curriculum has worked well in terms of teaching English and history in the last or in English 

culture or English and religion in the last few years. 

PATRICIA: [00:20:32] Well, it's a British curriculum. So you're basing your history on British history. I 

think it needs to be expanded as to the effects on other cultures. Um, for example, you know, what 

was India like during the Victorian times? It wasn't very nice for Indian people unless they were 

higher up the cast system. 

So I think those kinds of things need, those, I'm using that as one example, those kinds of things 

need to be addressed. Um, what about the crusades? You, it, we have now got a lot of, um, our 

children whose, whose roots are Arabic. We need to be very sensitive in how that's dealt with, um, 

and it needs to be included, why the fight happened between Muslim and Christian. 

And of course the Muslim children in your class need to feel secure enough to, um, to discuss it, 

whether they are year four or year nine or year eleven, it doesn't matter. It's about, you know, 

having that safe space and that everybody's opinions, you know, have to be valued. Um, I'm just 

trying to think of the top of my head. 

I don't think there are very many Greek children in Lancashire. I know there are in Birmingham, but I 

don't, you know, again, the ancient Greeks had, instead of looking at it from a ones, one side, which 

is the British side, I think that the curriculum has to be re-tweaked.  

R: [00:22:15] Yeah.  

PATRICIA: [00:22:16] And you can't just teach about our culture, our reasons for invading a country 

or dominating a country. 

It has to be seen from both points of view.  

R: [00:22:26] Yeah. Do you, do you think it's a better skill or a better tactic to teach the learning 

skills, for example, um, historical skills and historical research skills rather than on specific subjects 

within history, or is it better to teach facts as the history, as the history as, the curriculum may 

stipulate? 

PATRICIA: [00:22:46] Well, history is great, but early history is down to a diarist or a document, um, 

which we don't know is even accurate, although it might be a primary source. I do think that children 

need to know about primary and secondary sources. That they do need to be able to look at five or 

six articles, documents, whatever, and form their own opinions on, on the content of them, um, and 

that it does depend on your point of view. And theirs will be different from, uh, a born British child. 



443 
 

Who's, um, you know, parents may have been in the military or they may have a great grandfather 

who was in India, although their opinion is important. They have to be made to understand that, um, 

those actions had an effect on the local population and, and your Indian or Hindu children, or even 

Pakistani children still have a, you know, a real input on that. 

And that history is seen. Yes. Okay. This battle happened on this day. Um, But they have to be able 

to use the difference between fact and opinion. And although the facts are there, it happened at 10 

o'clock and it finished at four o'clock in the afternoon. All those kinds of things. They have to be able 

to separate the facts and then give their opinion. 

And that's important. I don't think there's an awful lot of time in the curriculum, as it stands at the 

moment, uh, to allow for those kinds of things. Although as, when you're planning a unit of history, 

it's for me anyway, it's very important that you allow those kinds of discussions to take place. Hmm, 

it's important. 

R: [00:24:53] Do you think that the curriculum currently, as it is being designed from a conservative 

government background, which is very much based on, for example, the learning, the facts of Henry 

the Eighth had six wives and world war one started at this point, and these were the main players in 

it, as comparison to the national curriculum when the Labour party was in power, which was very 

much focused towards the learning objective of learning the skills required. Which one do you think 

is, is more valuable or do you think that both have value?  

PATRICIA: [00:25:22] I think they're both valuable. And I think as, um, as the practitioner, you must 

ensure that the students in your class have the opportunity and the practice to learn the facts. As 

well as learning the terms of, of history that makes them a better all-round historian. 

Um, and of course they need a safe space to do that with a team or a, or a teacher who, who's 

willing to allow them to explore. Form their own opinions and separate the fact from opinions, as I 

say, primary and secondary sources, those are important and they need to know those terms and 

when to use them. 

R: [00:26:09] Yeah.  

So in terms of, not just for history, but for history, geography, RE, English, do you think that 

resources are available in total to actually broaden it, to be more culturally aware or more, more 

practically aware of the types of children that you may have in your class.  

PATRICIA: [00:26:27] There are resources out there, and of course your, um, EAL parents are, uh, are 

a fantastic resource. 

Um, again, it is down to either you as a class teacher yourself or within a team to make sure that 

you, um, extrapolate as many different sources of information as you can, to give your children the 

best experience, be it historical, geographical, go out and see places, talk to people who've been or 

have them in to talk to the children. 

Here's your oral history as well as your oral geography. Um, it is about making the curriculum as 

cross-curricular as possible, so that children see the links. History is linked to religion, and 

geography, and maths and science. That they are not independent subjects that need to be, um, 

critically put in their pigeon holes.  

R: [00:27:36] With that in mind. 
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Do you think that it's, it's, um, more appropriate, um, necessarily within primary, but even possibly 

within secondary to teach, um, the, the, the in embroiled. Kind of, um, subjects within the topic or 

should it stay separated?  

PATRICIA: [00:27:57] No, it should be, in my opinion should be more cross-curricular. I mean, I've 

done that in a school I was in, in Egypt. I sat with the deputy head of, um, early years, we looked at 

the topics and the resources we already had, and we re-jigged so that the school didn't have a huge 

expense. We looked at, um, things that were studied and then encouraged, with the year group 

leaders. We sat down and said, right, what science goes in here. What maths can we do in here? 

What English can we do? Within, going back I suppose, to the old topic work, we gave each topic a 

heading and then took parts of the national curriculum and put them together under a new 

umbrella. But so as if, for example, if the children didn't get area first time round in mathematics, 

the fact that they went to the pyramids as their Egyptian, um, studies, they have to measure and 

work out the area physically what the pyramids. Um, so if they didn't get it in class, they would get it 

by doing it practically. So you get two or three bites of the cherry rather than just, right we're doing 

area for, you know, 10 days in the curriculum and move on. . And that was a lot more successful at 

the end of the first year of re-jigging the curriculum. Um, assessment results went up by about 

roughly it was about 8 or 9% just in the one year because the children were going, and they had to 

have every half term, they had to have an outing, which was tied to, to that. 

So, you know, that was successful. English certainly went up. Their, um, writing abilities for 

conclusions in science, improved immensely as well as the factual stuff. So...  

R: [00:30:17] Yeah, when it comes to, um, attitudes towards the kind of the social identities of your 

children, do you think that there's a discrepancy or, um, or that there's a viewable discrepancy 

between how primary teachers viewed their children and how secondary teachers view their 

children? By which I mean primary teacher, like a year five or year six teacher may have higher 

standards or higher, higher opinions of attainment and levels of their children, than a year, eight or 

year nine teacher who sees them once a week. 

PATRICIA: [00:30:55] Um, there's always going to be conflict about primary and secondary. We have 

them, you know in primary, you have them all day every day apart from then, separate language 

lessons. Uh, but you certainly have a deeper connection with, them than you would in secondary. 

Having said that the secondary have got some things they have to get through. 

So it's come in, sit down and get on with it. Here's the learning. Bye-bye see you on Tuesday. Um, for 

us, um, primary practitioners, we can steal a bit from another lesson because the students, nine 

times out of ten, haven't got to move classrooms. Uh, which means that our relationship, um, and 

depths of knowledge tends to be a lot stronger with our students. 

We allow more oral time, discussion time, circle time, or how, however you want to label it. Um, we 

give the children more opportunities to be independent, right or wrong. We try to just encourage 

the learning, not just say, Oh, that's right, or that's wrong, or you got, so now you've got 60% instead 

of 80%, also the attitudes of parents change. 

Um, certainly early years and primary, they want them to achieve, but they're also happy for them to 

go off and do these, um, side projects or extended homework sessions where when, once they go 

into secondary, the parents are even more demanding. That the child perform, especially in a private 

school because they're paying for it. 
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Yeah. So, I mean, I would rather be a primary than a secondary teacher because you need time to 

get to know that child. Um, and know their strengths and weaknesses. To encourage them on, 

whereas in secondary, it's probably not even their class. Their tutor knows them as well as, as we, as 

we, as primary practitioners do. 

And. And the children find it hard to adjust. They are used to having a teacher, their class teacher, a 

teacher in their year group or learning assistant, who they can open up to. And suddenly in 

secondary, that support mechanism is taken away. Hmm. The only people who get support are 

children who are statemented or the lab technicians in the science laboratory. 

There aren't, uh, or there isn't anywhere they can go. And if they have got time in their break or 

lunch to go to find their tutor, their tutor is probably doing something else or with someone else.  

Uh, and I find that quite difficult.  

R: [00:34:12] Yeah.  

Thanks. So the final question, it's currently the, um, the celebration of black history month over in 

the UK and in America as well. 

Have you had the opportunity to do anything for black history month in your teaching previously? If, 

so, how, and do you think it's been appropriate for the grouping of the pupils that you've had and 

how did you find the resourcing for it?  

PATRICIA: [00:34:42] Um, in my last school, we had a PSHE coordinator who kept us abreast of what 

was coming up. 

And, uh, black history month, you know, was the month where we all tried to adapt the curriculum 

to include a famous, coloured person or an event depending on the year group. And, uh, she was 

very helpful. And also because of us having that new curriculum, we tried to tie it in any way. Um, 

also for the assembly, the assemblies of that months, where, what children had done in their class. 

Which they came up and showed, uh, or showcased to the rest of the school and, um, just made 

their particular person or the, the situation they were studying a lot more user-friendly and certainly 

the older children, the year five and six children related back to previous years. So year six would 

say, well, when I was in year five, we did that, but we didn't look at that. 

Or we didn't look at that aspect, um, which again was linking their learning. Uh, and certainly in 

Egypt. Um, as I know you are aware, some families can be really, really racist. Um, but the children 

didn't carry their parents', um, hang-ups with them. They were, they much more open and, and 

certainly, years five and six will tell you quite happy to talk about this here with my friends, but not 

talking about it at home. 

They could make the distinction that that is something that would upset their parents. And they 

didn't want upset parents and they certainly didn't want their parents coming in and upsetting their 

class teacher or their friends. Uh, the little, the younger ones found it a bit hard and the more 

progressive parents were fine with it, but some of them were quite staunchly, um, Orthodox in their 

religion too. And that was just, you just didn't do it. It does make it difficult. But within the UK you 

have the parameters of being fully open and, uh, discussing that, in fact, letting perhaps the, the 

coloured children lead and the others follow.  

R: [00:37:37] Do you think the, the, the, the types of resourcing for it, and even, even the, the, the, 

the way it's taught within the UK and outside of the US is particularly appropriate, given that it tends 

to be quite US centric in what it bases itself on. 
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I mean, earlier you mentioned about refocusing history, so that you could look at the post-colonial 

periods and how it affects, um, what's your thoughts on that?  

PATRICIA: [00:38:03] No, I think, um, black people have been undermined in very many countries, so 

I don't think that's just a US thing at all. Um, the British certainly did it and certain countries within 

Africa, do it and do it today. 

It's relevant today. Uh, you know, South Africa is another one. Um, you can look at practically any 

history and look as, whether it was colonial, being colonized by France, Spain, and the coloured 

people or Africa, African based people, uh, were always looked at as second class. In some case they 

weren't even classed as human. 

And so I don't think you can, anybody can say that's an Americanism, the Americans like to say that, 

but that, that is across all cultures. And we need to address what we've done as Brits and the French 

need to, and the Spanish do, uh, you know, from, from their aspect and their colonial outposts and 

their treatment of people. 

R: [00:39:23] Hmm. Thanks. Right. Do you have any questions you might want to ask me?  

PATRICIA: [00:39:30] No. Thank you. 

R: [00:39:31] Okay. Um, just come down to stop the recording. 

 

Olivia. 

Resource feedback for fictitious Year 6 class 
31 pupils 17/14 

Inner city 

6 EAL – what difficulties, what languages, what levels are they at in their first languages? 
What is the TA situation, and do they speak the same language as any of the EAL students? 

What is the sex education policy? 
 

1. Crocodiles worksheet 

 
(Very simple compared to the Alexander fact sheet) 

 
Is there a zoo in Preston? If so, have any of the pupils been to visit it, and can you get a 

school trip together if there’s any fictitious budget left? 

 
P.1 -Explanation of ‘meat eaters’ ‘prey’ ‘crustaceans’ possibly ‘mammals’ and ‘water holes.’ 

Is there a reason for not using ‘carnivore’? 
 

P.2 – ‘practically submerged’, ‘inhabitants’ ‘brackish’ ‘lifespan’ ‘recorded’ 

 
The sentence ‘Crocodiles are the inhabitants of….’  could be simplified to  ‘Crocodiles can be 

found in….’. They are not the only inhabitants of Asia, Africa, America and Australia. Are 
any of the students or their parents/guardians previous residents of those places, and if so, 

have they seen any crocodiles in the wild? Have any of the pupils seen one at a wildlife park 

or zoo, and can any tell you the difference between an alligator and a crocodile. 
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   In the final paragraph, ‘According to the wildlife experts’ – I would change to ‘According 
to wildlife experts’ and give a source if necessary. When it comes to the measurements, that 

would be a good opportunity to use a tape measure for groups to measure out 23 feet. If the 
classroom is small, out to the playground. You could chalk out a crocodile. 

   Lifespan can be compared to domestic pets. Including an abbreviation (croc) towards the 

end of a text when it hasn't been previously defined is unhelpful to the EAL students. I’d 
change it to ‘The average lifespan of these animals is 60-100 years old. The oldest crocodile 

lived until it was 130 years old. It lived in Russia, which is such a large country it covers 
Europe and Asia.’ 

  Add a brief box at the end with differences between alligators and crocodiles. 

 
 

 
 

 

2. Alexander the Great fact sheet 
 

My knee-jerk reaction is irritation at the upper-class male privilege permeating the two pages. 
I find Greek mythology a tedious heap of excuses for male writers and painters to glorify 

sexual violence, incest and bestiality. 

 
  The level of base knowledge assumed in the text is very high. I don’t think it’s suitable for 

the age group suggested in its current state. There is a huge number of obscure terms within 
these two pages. It would be useful if all the modern country equivalents were identified e.g. 

The Balkans to Pakistan. 

 
P1. Dated language – ‘conquering’ rather than ‘invading and colonising.’  Some of the EAL 

students may very well have come from countries that were similarly invaded by 
neighbouring countries. They may have witnessed war crimes and be hugely traumatised. My 

Yemeni student struggled with loud noises as he and his family had been subject to the Saudi 

bombing campaign. 
 

 

 

When did Alexander the Great live? 

 

In a time when women were possibly fictitious, from the sound of it….. 

No mention he was married to Roxana, Darsine and Parysatis and possibly homosexual. 
 

Capitalise ‘King.’ King Philip the Second (II). 

 
Childhood of Alexander the Great 

 

‘Like most rich children’ in Athens, the capital of Greece. 

Was King Philip a slave trader? Do you cover anything about modern slavery in Year 6? 
Can anyone make a living as a Philosopher in modern times apart from those born into 

money? Looking at you, Alain de Botton…. 

Is the class already aware Homer is the author of the Iliad and the Odyssey? If cartoon 
characters are included, it would be funnier to put Homer Simpson with a speech bubble 

saying ‘Not me!’ here, rather than Sponge bob in the Middle Ages fact sheet. 
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Alexander’s Conquests 

 

What throne is being referred to here? 

‘the civilised world’ implies there is an uncivilised world. Echoes of Monty Python, but 

believing your ancestors are Hercules/Heracles “12 labours” and Achilles smacks of 
 

“Took over Syria”. Hugely insensitive given the current situation in Syria. 
 

P2. 

 
P2. Fun facts – 

• Theological questions to anticipate from students – How is a human related to 

Hercules and Achilles? 

• Does Greece still have a monarchy? If not, why not? If they did, would the modern-

day Queen or King go around invading other countries? 

• He’s not a baby goat. 

• How did the people in the Indian city that already existed and had its own name feel 
when the aforementioned Greek King decided to change the name of their city to the 

name of his horse? Eddie Izzard has a great sketch on this in terms of the British in 

India. ‘Do you have a flag?’ from ‘Dressed to Kill’: (0:55) 
https://www.youtube.com/watch?v=_9W1zTEuKLY 

• A fact and a legend are not the same thing. It would help with reading comprehension 

if the facts about Alexander’s life were in chronological order. 

 
 

What is Alexander’s legacy? 

Any discussion of the Elgin marbles? 
 

 
3. Medieval England fact sheet 

 

This is on a similar level to the crocodile worksheet 
 

P1. Religion 
 

Roman Catholicism was “the only religion permitted to be practised in England at this time.” 

It’s really important to emphasise the religious freedom in modern-day England and the 
freedom to not have to believe in anything. 

 
 What’s the biggest building in Preston? Where is the nearest place of worship to the fictitious 

school? How many different types of places of worship can the class name in the city? 

 
P2. Medicine 

Whilst adding Sponge bob is funny, is the fictitious institution permitted to use the imagery in 
terms of copyright? Is there a more Medieval-looking character you could use to state facts? 

 

P3. Law & Order 
 



449 
 

“Everyone would have to help to hunt for the criminal” – first time I’ve heard of this. What’s 
the source? 

 
Going back to P1, the opening sentence is ‘almost everyone believed in God’. On this page it 

states  ‘Everyone.’ This isn’t easy for reading comprehension. ‘The first to surrender was 

considered guilty.’ 
 

 
P4. Fun & Games 

Define Normans for EAL students. 

Whilst there were no cinemas, Geoffrey Chaucer would like to have a word in terms of 
literature: https://www.poetryfoundation.org/poets/geoffrey-chaucer 

  
There were Religious plays performed in the vernacular to educate and reinforce Christian 

doctrine – York Mystery plays, for example. https://www.bl.uk/medieval-

literature/articles/medieval-drama-and-the-mystery-plays 
 

The image is of jousting knights, but is not captioned. In an ideal world I’d say get a bus 
together and go on a trip to Leeds Armouries, but I think they only do jousting in the school 

holidays. 

 
Remove repetition of ‘make your own fun.’ 

Include the Bayeaux Tapestry – it can be viewed online 
https://www.bayeuxmuseum.com/en/the-bayeux-tapestry/discover-the-bayeux-

tapestry/explore-online/ 

 
 

P5. Towns and Villages 
 

Capital letter for Lord. 

 
Repetition of London – I’d put in a sentence about Preston size-wise to make it easier to 

imagine for the class. Again, are the class already aware of a rough Medieval timeline and 
that William I was an invading French nobleman? How is he similar or different to 

Alexander? 

 
 

P6. Knights 
 

I’m not up to speed with the history curriculum, but is are there resources that provide 

another view of the Crusades? ‘The Crusades Through Arab Eyes’ by Amin Maalouf exists, 
but its an adult book and again, “ALLABOUTTHEMEN!!”. I don’t want the fictitious girls in 

the class to become disengaged. 
 

I’d clarify what and where the land the knights are given is. Is William giving them French or 
English land? Harold was King of England, England was invaded by the French nobleman 

William. 

Repetition of ‘added things’ 

 

https://www.poetryfoundation.org/poets/geoffrey-chaucer
https://www.bl.uk/medieval-literature/articles/medieval-drama-and-the-mystery-plays
https://www.bl.uk/medieval-literature/articles/medieval-drama-and-the-mystery-plays
https://www.bayeuxmuseum.com/en/the-bayeux-tapestry/discover-the-bayeux-tapestry/explore-online/
https://www.bayeuxmuseum.com/en/the-bayeux-tapestry/discover-the-bayeux-tapestry/explore-online/
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…………………………………………………………………………………… 

Second interview, Olivia. 3rd March 2021. 16:30. Duration of interview: 40 mins, 15 sec. 

R: [00:00:00] Second. There we go.  

OLIVIA: [00:00:08] Yes. Recording is started.  

R: [00:00:10] Okay.  

Right. I will share my screen as well. Share screen is screen one rights. You should see your feedback 

here.  

OLIVIA: [00:00:23] Yes.  

R: [00:00:24] Yeah. So I'm not going to, I have read through all of it, but I'm not, that's what I've 

particularly highlighted is more to do with themes within the actual write-up that you've written. 

So everything I've read is more to do with, um, identity theme and everything in blue was more to 

do with teaching theme. Does that make sense?  

OLIVIA: [00:00:45] Yeah. 

R: [00:00:46] Okay. So, um, First thing I think it's worth doing is looking at the actual resources 

themselves. And you can just talk me through what you think of them. And then, um, we can talk 

about the themes afterwards if that's okay. 

OLIVIA: [00:01:03] Yeah. 

R: [00:01:04] Right. So the first one was the crocodiles resource. What did you think of this? 

OLIVIA: [00:01:16] Personal to me in the sense that. It, there were a lot of differences between it 

and the other resources. Well, particularly the one about Alexander. I mean, year six is completely, 

that's not my area at all, but it seemed to be quite a difference between those two, especially.  

R: [00:01:39] Okay. In expectations. You mean? 

OLIVIA: [00:01:46] Yes. Yeah. And presentation and yeah, I think I looked at that one first and that 

seemed again because the class is it's fictitious. It's, it's hard when you don't know the kids 

personally, because you can judge things better, so I was, yeah. I was thinking, well, like, are, are 

these words. You know, okay. For all of the students, you know, that kind of thing, really. 

R: [00:02:21] How are they appropriate. 

Yeah. So you said to begin with, um, mainly for this one, it was, uh, you came along more with, um, 

specific teaching, uh, statements. So are any of the students or their parents from previous residents 

of the places? So it's relevance to the background of the children. Um, and have any of them been to 

a wildlife park or zoo, so have they seen them? 

Um, and then, you know, the opportunity to do things like tape measure out how long 23 feet is so 

you can actually see. So the use of the resource for like cross-curricular and also in, in comparing, 

um, in, in, in comparing to real life experiences.  

OLIVIA: [00:03:03] Yeah. Yeah, because from, in, from what I, I know, sort of early years, resources 

are obviously it's a lot more hands-on and, you know, things worksheets in themselves, they're, you 

know, a bit, a bit of new territory for me so... 
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Yeah, that's my own bias. Really.  

R: [00:03:28] That's absolutely fine. And what'd you think of the language used, for example, uh, 

crustaceans, um, and habitats and those sorts of things.  

OLIVIA: [00:03:37] It's not, perhaps not as differentiated as it could have been. Um, but again, I don't 

know the levels of, of the class. Um, I mean, if some of the. 

You know, you can have buddy systems with some students and things like that, and pre-teach key 

language beforehand. So yeah. That, you know, that could, that could help for sure.  

R: [00:04:08] Fair enough.  

Okay, we'll move on to the one that you had a lot more to say about, which was the...  

OLIVIA: [00:04:15] I'll try and keep it short cos you do not want to be transcribing my... 

R: [00:04:19] No, that's absolutely fine. So the Alexander the Great piece. Um, if we go to your write-

up. So there was most, a lot of the themes here were, are identity themes, and then there was a few 

on the actual learning theme. So the learning themes. Suitable for the age group suggested in the 

current state, you weren't necessarily sure it was suitable for the year six age group. 

Um, and um, you think it would have been better to use the, um, symbol for like, Homer Simpson 

rather than SpongeBob in the other reference. 

Yeah. Yeah. Use of language is not a baby goat, as in, that's referring to the kid concept of calling 

things, kids, um, and then fact differentiation between facts and legends. So that's that sort of thing. 

The idea of what is reality and what is a made up mythology, for example?  

OLIVIA: [00:05:32] Yes. Oh, randomly. Well, not randomly. 

I've been to my bookshelf. And I forgot to tell you about this, which I would use as a counterpoint. 

And it is, it's called The World's Wife. 

It's Carol Ann Duffy and it's The World's Wife and it's a collection of different figures in history, but 

say from a female perspective, right. So there's Quasimodo and there's, there's Medusa and there's 

all kinds of things, but it's yeah. Kind of goes some way towards. Balancing a lot of the literary 

cannon of the West.  

R: [00:06:03] Yeah. So if we go into that, because the first thing you said was that, and your knee-

jerk reaction is irritation at the upper-class male privilege, permeated the two pages, um, Greek 

mythology, you find Greek mythology, tedious. 

Um, as an excuse for male writers and painters to glorify sexual violence, incest and bestiality. Talk 

to me more about. Where this, where this feeling comes from and how, why it reaches you like this.  

OLIVIA: [00:06:34] All right. Um, I think initially it's a combination of, um, classical art in particular, 

been very elitist or feels very elitist, um, and the perception that, you know, if you're working class, 

you can't enjoy art or you don't, you can't appreciate it. 

So like my dad's mum, my grandma had, uh, Like a print of Lowry and she really enjoyed it because 

that was her, it related to her and her life. Yeah. It's not all statues and things like that, but I think 

looking into it more. I did, um, English at A level. Um, one of my lecturers at college was, um, 

privately educated, and the impression I got often from him is that not only was teaching, uh, you 
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know, the, the sixth form college, we were at kind of beneath him, but there was all, a lot of 

favouring of the guys in the class.  

R: [00:07:47] Right.  

OLIVIA: [00:07:48] Because it was, there were like six guys and me and Lisa. So yeah, it was, I mean, 

it was a small, small college. 

Um, but also it was, this had this kind of element of surprise that how do you either know or enjoy 

or, I don't know. I just, some of that is particularly from him. Um, cause I, I don't like the attitude, 

that because you have a certain knowledge base and because you have a certain education, you're 

somehow, it's your destiny to be, to be in power, basically to, to have all the, you know, to be what's 

the word, um, automatically admired. 

Um, is it's like it's, uh, I guess it's kind of a, a club. Isn't it? An exclusive club. If you look at it.   

R: [00:08:44] Yeah.  

OLIVIA: [00:08:45] The government, if you look at lots of power structures, it's funnily enough, how 

many have gone to similar schools? How many have this, this similar kind of knowledge base, and 

then same with just not, not ever really seeing female artists. 

Or anything like that, even, you know, we're fortunate and in England, like the galleries and 

museums are free. You know, that's lovely, but also when you go around the, the elder works 

particularly like in Leeds, Leeds gallery, sorry. It's, you know, it's wall to wall Victorian and romantic 

and all of this, and it's similar themes and it's really one-sided and boring. 

And it's like, oh, there's this, you know, another naked woman. And there's another, whatever, 

another landscape. And it's not. You know, you think that's a very limited choice of artwork that 

you're choosing. Why are you constantly choosing on opportunities, you know, that only depict 

these things and I know it's trends and that kind of thing, but it's just this. 

Oh, and again, at university, I had a couple of different tutors in English, um, and one of them was 

asking about why. Why, and how do I know about, it's not Cupid. It's the opposite of Cupid and he 

fires arrows with iron ends and creates hate rather than love. So I'd put something about that in an 

essay I'd written. 

And, um, I got hauled into his office and he said, well, how'd you know about this? I was like, well, 

how, how would I not know? You know, all right. I was probably, I spent perhaps spoke in a broader, 

Northern way than I do now. And I certainly dressed lot more alternative than I do now. So it could 

have been a combination of that, but it was just that irritation of someone thinking because you look 

or sound a certain way, you have particular knowledge, but that's another issue, but yes, that's kind 

of the basis of my, of my irritation for all of this. Like it's always been though. It seems to be the, Oh, 

if you know the classics or whatever, and you went to an expensive school, then there's, there's this, 

but I've met a few people who've gone to, you know, fee paying schools and it's not. Some people 

are very aware of the privileges in life. 

And some people are completely blind to them. You know, it's things like, even in housing, it's like, 

no, my parents are not going to help me get a house in any way. I do not have an income, a private 

income, like this kind of thing. And it's not, it's not always meant of, you know the prize, it's just, 

some people genuinely can't see past their own face, but that's, again, I think some of that is the 

choice of, um, perhaps there's a higher degree of people maybe considering doing English language 

and literature from certain feeder schools in Wester that I just happened to end up in, you know, I 
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don't know, but that's the basis of my annoyance. Yeah. And it's a bit, let's look down on people who 

aren't like us. Let's just paint naked ladies. Cause we all like that, uh, and we're not going to have any 

space in galleries for people who are not white, not rich, not women, you know, that kind of thing. 

And we'll only pay this, these things cause we can dictate what is, you know, well, I guess at the time 

it's paid for, I mean, not so much now, but. 

Yeah, that's, that's kind of the basis of it. And the start of the, I'm going to be quite ranty about this 

resource.  

R: [00:12:46] Yeah. Do you think that the, the choice of the use of Alexander the Great being that it's 

part of the topic of Greece, rather than looking, rather than the freedom of looking at other parts of 

Greek society or Greek culture, do you think that that's something that is just indicative of the, the, 

the kind of, um, uh, the masculinity. And as you say, the, the private school classics approach to 

education that's maintained in the curriculum?  

OLIVIA: [00:13:18] Yeah. It's a biased historical curriculum. Isn't it? I mean, we were not taught at 

school about half the atrocities that go on in, you know that the British carried out, the English 

carried out or the Belgians or that kind of thing. 

It's that curriculums have tended to be written by certain groups of people who have a certain 

interest and, and perhaps want to push a certain narrative. 

R: [00:13:55] Um, yeah. Okay. So let's carry on looking at the themes. Um dated language, 

conquering rather than invading, and colonizing. Um, Um, some of the students might have 

witnessed war crimes if they've come from certain backgrounds. 

So this, this taking into account, the, the identities of yours pupils... 

OLIVIA: [00:14:26] I mean all right, they're fictitious, but I'm assuming when there's a range of inner 

city, if, if it's not first-hand, it will be, could be second or third hand, you know? In that sense.  

R: [00:14:40] Yeah. And do you think, do you think that it's, it's fairly, or far more common in general 

for resources, particularly for history or for it, or cross-curricular like English language, literature 

slash history to not take account for current, um, current world and the current political concepts or 

social identity concepts. 

OLIVIA: [00:15:03] Yes, but particularly history, I'm not, not really sure why that is. Um, I mean, 

English is, is moving slowly, but perhaps very slowly, but yeah, history seems slowest down. 

I don't know why... 

You don't want to alienate students and you don't want to even say if you are historian, you don't 

actually want to alienate the next generation of historians do you? Why, why would you want to do 

that?  

R: [00:15:43] Yeah, but then this brings up the, the concept that is history being taught in schools, 

particularly primary, but also secondary, is that re really being taught for the idea of bringing 

children into the, the, the career of being historians, or is that more deliberately teaching facts in 

order to that's a culture and be continued based on previously taught facts? 

OLIVIA: [00:16:07] Uh, yeah, that's, that's very true. Yeah. It's the second, second rather than the 

first.  
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R: [00:16:14] It's not always, I mean, because obviously within, within the Labour government's 

curriculum, there was very much a focus on learning the historical practices, finding resources and 

not using timelines, but, uh, working out in comparison to, um, different regions and what was going 

on in those same regions. And that's where a lot of those looking at the, the Hindu, the Hindu Kush 

areas of history came in through the Labour party period, rather than the Conservative party period. 

It just hasn't been removed. But I think you tend to find, particularly within the history departments, 

that's most of the curriculums are based very much on the conservative, as you say, the types of 

education they got from their schools. They learned about Alexander the great. So they learn about 

Julius Caesar. They learn about Napoleon. That's what everyone should learn about. So it's just, it's 

one of those odd things. 

OLIVIA: [00:17:14] But it's, but it's not to say as well that there are historical figures that are hugely 

interesting and would be. I think more interesting for the students, but they're not particularly 

focused on and that's, you know, that's an oversight for sure.  

R: [00:17:32] Yeah. And I also think perhaps there's an issue with whether the teacher wants to 

focus on other historical peoples, as you say, you've got that book there that comes from the female 

perspective of different, um, Historical figures. 

There's a large number of people who perhaps either don't know that book exists. Haven't gone out 

their way to find that book or rely on the resources that they've already got or that the school's 

already got. And therefore it's easier for them to continue teaching the same topic continuously 

because they've already got the resource there. 

OLIVIA: [00:18:01] That's yeah, that's true. There's teaching. There's not a lot of time in teaching, 

really for, for exploration and things like that, but you, I think if you try and make the time, you do 

get more from it and you can create something, but, you know, it's sometimes also it's, your, the 

school kind of might have a scheme of work and that could affect things so, yeah.   

R: [00:18:31] Absolutely. Okay. Let's move further down, um, get to the medieval England fact 

sheets. What did you think of the medieval England fact sheets in general?  

OLIVIA: [00:18:45] The presentation was similar to the crocodile. Um, yeah. 

R: [00:19:01] Yeah. It's use of comic sans as well and things. Yeah, 

OLIVIA: [00:19:11] I think it was, you can get in, if you look at all three of the resources the medieval 

one was the longest, and you could go in a lot of different directions with it, um, 

I'm not sure it, perhaps. 

Was quite, it's quite broad. 

So it's more a friend. It was friendlier than the Alexander worksheet for sure. Um, but it also again, 

would take, um, some pre-teaching. Yeah. And it's again, it's, it's covering specific topics, isn't it?  

R: [00:20:04] Yeah. What did you think of the, we mentioned, um, uh, use of cartoons earlier. What 

did you think of the appropriateness of the use of, um, SpongeBob? 

OLIVIA: [00:20:14] It was just out of nowhere, you know, you it's. It's always, you know, you, it's 

good to have a knowledge of what your students enjoy and what, what are the trends and interests 

of the class. Um, but you've got to relate that as well to what you're teaching and don't just put it in 

because you want to seem, relatable to them because kids, kids can spot that a mile off. 
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You know, that there'll be at least three kids in the back of the class going, no, like, what are you 

doing? That kind of thing. I feel like it was a good gesture and it would have made people smile, I 

think for sure. But there were probably other, you know, you could use maybe a historical figure 

from that era as a little talking head or something like that, you know, create a hook or something 

certainly memorable to focus about like, um, horrible histories. 

R: [00:21:17] Yeah. 

OLIVIA: [00:21:19] So they've obviously they've got their own, you know? Characters, style and 

things. 

R: [00:21:28] Yeah. What did, you mentioned the broadness of the, the, the range of information 

that it's got. What do you think about that broadness given that the Middle Ages actually spans 

about 500 years?  

OLIVIA: [00:21:42] Well, you, you can't necessarily cover early data, but, um, I mean, was it 

supposed to be kind of a summary, summary sheet of the topic or. 

R: [00:21:55] Yeah. I mean, you mentioned it goes from the Norman invasions and I mean, middle-

aged is actually probably started about 200 years before the Norman invasions. And then it goes all 

the way up to the 16 hundreds, which is the beginning of the Renaissance. And it's, uh, it's, it's quite 

a broad area of history.  

OLIVIA: [00:22:12] I think it's, it's perhaps at times a teacher wanting to create some kind of 

document that is, I don't know, basic, you might need to learn about these things because they 

might be on a test type thing. 

Um, but you know,  

R: [00:22:33] so on the, the teaching feedback you gave me, you mentioned about, um, what's the 

biggest building in Preston. Um, where is the nearest place at worship, talking about the different 

religions that were mention that are current now. And then in, in relation to, for example, the, the 

crusades. And do you think that's guidance within the history curriculum or within this particular 

piece, but also I think within English as well that they take or don't take enough concepts of other 

stances when it comes to history? 

OLIVIA: [00:23:05] Well, just, just from my own experience of it. Not really, not at all, not at all, but 

it's, it's hugely one-sided and it's usually you're learn about you. Don't learn them at the extent of, of 

the destruction and you know, the, the other side of the stories until,  mostly till you leave school or 

you go, obviously you go to places that are, are different or you, you sort of join the dots?  

R: [00:23:40] Yeah. Yeah, no, absolutely. Okay. So obviously the, the three resources weren't really 

created for one class, um, in reality, one of the resources is for a year two class. One of the resources 

was a year six class and one was for a year nine class. Yeah. Which year groups do you think would 

take which? 

OLIVIA: [00:24:07] Alexander the Great is the highest year one! 

R: [00:24:12] Do you think so? 

OLIVIA: [00:24:14] Uh, yes I do.  

R: [00:24:16] And you think, so you think the medieval England one would be four? 
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OLIVIA: [00:24:19] I think the medieval one would be for year six.  

R: [00:24:24] Okay. So in reality, the, you're right. The crocodile one is for the year two class. Um, 

and it was from one of the schools in Egypt that was using a creative curriculum. So it was the idea of 

trying to match it to the fact that they live close to the Nile and there's crocodiles in the Nile at 

certain points.  

OLIVIA: [00:24:42] They could have put that in there though! That would have been perfect! Yes. 

More local. Yeah. I know it already is, as you said, like a local creation, but more!  

R: [00:25:03] Yeah, absolutely. So that's, that's from year two class, the, the Alexander the Great one 

is from the year six class.  

OLIVIA: [00:25:11] What? You can tell I'm an early years teacher can't you, that's embarrassing.  

R: [00:25:19] You're not the only person to have made the disconnect. And then the, uh, the middle-

age is one is from a year nine class. Yes. So with that information, what do you think to the 

appropriateness of both the Alexander the Great and the Middle Ages resources? 

OLIVIA: [00:25:38] No, not particularly. At all. Um, I, yeah, I wouldn't have put that in that way. I, 

unless, unless the year nine resource was, no, I don't. I want to say for a bottom set year nine, but 

the year six one no, not at all, certainly not for, not for my, not in my experience of being a year six  

child.  

R: [00:26:17] Yeah.  

OLIVIA: [00:26:19] And I, you know, just for myself, I had a fairly decent reading age, but no.  

R: [00:26:26] Do you think that, um, there's a disconnect between the expectations between 

secondary teachers and their pupils and primary teachers and their peoples? 

OLIVIA: [00:26:37] Yes. I, I think there is, but some of the can be, I don't imagine it's particularly easy 

for secondary teachers because they have incoming pupils from a whole variety of primary schools, 

like a huge variety at the different levels. Um, and they also will not see the same children every day, 

but they even, even saying that, I think those two are badly pitched. 

Yeah. But then again, I don't know if it's a setting issue or not.  

R: [00:27:23] The, the, um, Alexander the Great ones comes from a normal, well I say normal, comes 

from a general comprehensive primary school. Um, it doesn't come from a private school. It doesn't 

come from, it comes from a normal comprehensive primary school. 

They, uh, the middle ages, one comes from a normal, comprehensive secondary school in Bradford. 

OLIVIA: [00:27:50] What would be the proportion of EAL learners though?  

R: [00:27:53] The school itself was 90 to 95% Asian.  

OLIVIA: [00:27:58] Yeah.  

R: [00:27:58] With around 80%, probably English as a second language. They did not.  

OLIVIA: [00:28:03] And that makes more sense then.  

R: [00:28:04] Yeah.  
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They didn't differentiate their lessons for history. So you'd have a mixed group for history. Um, and 

that would be one particular resource that they used for the year nine class in history when they 

were doing the Middle Ages. 

OLIVIA: [00:28:23] I think it could be done better. I'm not a history teacher though, but that just 

comes across as, not...  

R: [00:28:35] from the messaging and everything else. You'd, you'd change things if it was you?  

OLIVIA: [00:28:40] Yeah. Yeah.  

R: [00:28:43] So the, the reason behind me, obviously giving you these resources and then making, 

making you do all of this work and having a look at it, is, isn't really so much to, to, to, I'll stop 

sharing my screen for the moment so you don't have to see yourself, um, isn't so much for me to 

test you on your, kind of your teaching ability on, on choice of resources, it's more to look at your 

initial reaction to those resources. So the, um, your initial reaction, your, your, um, how you received 

the, the resources is fundamentally where I'm coming from within my research is based on your 

social identity and identities, and that's how you receive any form of media. So you process that 

media that you receive through whatever identities you have and you create a dialogue with 

yourself or with other people. And then you reflect that, that message back to either the person who 

sent you the message to begin with, or those around you, with that in mind, do you think that the 

messages intent or intended within say the, the Alexander the Great one. Or the, um, the middle-

ages one. Do you think that their intended messages are the same messages that you received 

yourself?  

OLIVIA: [00:30:02] Oh, no. Not at all. Not, well, no. Their, their purpose is, is to provide information, 

um, for the students, but through, yeah, through my eyes, you know, some of them are not 

particularly engaging or as engaging as they could be, and they're quite one-sided. 

Yeah. It's, it's. It's two things isn't it really, it's you’re, you're a teacher and then you're also an 

individual, but then your students are also individuals. Um, and depending on where you teach and, 

and the makeup of your students, you know, it's, so much is, is knowing your own class and knowing 

the students that you teach. 

R: [00:30:57] So do you think it's, um, it's important or it matters how the teacher receives the 

resource? If the intended message is intended for the pupils? 

OLIVIA: [00:31:17] I think you would prob, you might respond better and perhaps teach with my 

enthusiasm to something that you resonate with, but you shouldn't mainly, because it's you, at the 

end of the day you need to do the best for your students.  

R: [00:31:36] Hmm.  

OLIVIA: [00:31:37] Um, but I would say if I, from what I see in those resources, I would try and make 

the ones that I consider one-sided, I would try and make them more even. If things like, um, when 

you spoke about the school in Bradford, one of my friends did her part of her skit in, now then was it 

Rowland Park? Or somewhere, somewhere near there. And she was, when they did World War Two, 

she was finding out, um, people like Noor Inayat Khan and more relevant figures in, for, for the 

students. 

And, you know, these people are out there, but you have to really go digging for them because 

what's presented is, is not relatable. So yeah, I would, I would tinker with it, that kind of thing. I 

would alter, if it struck me as blindingly one-sided, which some of them do. Um, but yeah, you 
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shouldn't, you should also not kind of force your, your personality and your personality, your 

particular beliefs on a class. 

Cause you are, when you've signed the teacher's standards for a reason, and if you don't think you 

can uphold that, then you know, why teach?  

R: [00:33:01] Yeah. So do you think, do you think there's any dangers present in teachers just taking 

resources from something like TES or Twinkle or something like that, with ease and rapidly using it, 

rather than creating their own resources and taking the time to look at the messaging within their 

own resources. 

Do you think that there's an inherent problem with either one of those concepts?  

OLIVIA: [00:33:27] Well...  

R: [00:33:27] Which would you prefer?  

OLIVIA: [00:33:29] Oh, in an ideal, in an ideal world, I would have all of the time in a working week to 

create personalised resources for my students. The reality is often there is not time in a working 

week, but there needs to be, and the teacher needs to, check resources that they, they use from 

places, um, for, for bias and for sense, and for you know, narratives that they might not clock at first 

glance. You know, if I was a, not if I was a crocodile, perhaps someone from a different background, 

and a bloke and, and, and. And a Roman Catholic, or I'd been raised Roman Catholic and that kind of 

thing might not, I would perhaps see things a lot, differently too how I see them. So yeah, you gotta 

be aware of your own biases and check, just because the resources provided, it doesn't mean it's 

good quality. I mean, you, you know, there's an absolute rubbish on TES. You know, just cause 

someone's made a resource and uploaded it doesn't mean it's any good. And some people kind of 

get stuck in their ways. 

Um, and like you say, they've got a resource stash for every year and they don't really want to 

change it because you know, that's the work on top of work on top of work. Yeah. But you know, 

you've got to, you've got to try and do the best while the students.  

R: [00:35:07] No, absolutely. And what about resource, go to resource websites like, um, uh, by BBC 

bite-size and those sorts of things that's tends to come from media companies that may have 

political backgrounds behind them. 

Do you think that there's, there's, they're, they're worth continuing to be used or that they need to 

be screened first or? 

OLIVIA: [00:35:32] I'd say screen first because there is. There is a bias, um, and there's, that should 

be avoided where, where possible. And it's not, it's not okay for any particular, you know, media 

company owner to have a monopoly on things, but that is what's happening now. And that's, that's, 

uh, a dangerous road to go down, I think, and to be on, that level of power and influence is so 

insidious. It's like when you look back and look back and look back or, you know, play that who owns 

what, what does Rupert Murdoch own? 

So many things that, that kind of thing, you don't realize the, the nature of it until you go looking. So 

yeah, they do need to be screened.  

R: [00:36:28] Fabulous. That's great. Thank you. Um, you got any questions?  

OLIVIA: [00:36:33] Um, Um, I'm still a bit shocked about the different resources there, but what are 

the next, what's the next step on your, was it, uh? 
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R: [00:36:47] Well the last meeting we need to have now that I've done yours I can set up, um, at 

least the first of the last two meetings is to set up a time between yourself and two, maybe three 

other people where we can have the group conversation. Yeah. And the group conversation will 

either be about the type of resource you'd make for, um, a particular lesson for a particular class. 

Or it might be that the four of you talk about a resource that's already created, um, a bit like you've 

done now, but amongst each other. So they've just come to go along with, um, what you think of 

that resource. Um, obviously I think now that schools are starting back on the eighth, we’re going to 

have to it's time constraints become a little bit more difficult now. 

So it's likely to be something I'll try and set up for an evening, um, when people are free. So 

hopefully it will be within the next week or so, and I'll let you not, but it's, it's clearly going to be a 

time and a day that everyone's available. Um, even if it's over a weekend or something, cause it 

might only be for an hour to an hour and a half. 

Does that sound okay? Yeah. Cool. Yeah. And that will be, that will be the last one. So that'll be an 

interesting one to, to work through.  

Okay?  

OLIVIA: [00:38:07] Yeah. I hope it's kind of in the, the area of what we need and is, is useful. So...  

R: [00:38:17] Oh it absolutely is. It's, it's why I've as I've highlighted themes because the next stage 

after this, in doing the, um, the, uh, uh, Uh, in writing down everything that everyone's said, the 

transcripts in transcribing, um, is then creating themes, which then gets coded. 

So then how many times people mentioned this type of thing, how many times people consider this 

thing to be more important than that's and that sort of thing. So that, that then goes into the coding 

process. So that's, that's when that's when I could start my analysis.  

OLIVIA: [00:38:50] So how much longer do you have a PhD? 

R: [00:38:53] Um, well, I should hopefully have the first draft done, hopefully by the end of April. 

Um, Though I'm starting to think that might be a bit wishful thinking. So it might be the end of May. 

Um, and I'd want, I'd want my, my second draft done then if it is made by the end of July, um, with 

the hopes to have my final draft submitted by September, because that's when my final draft will be 

submitted. 

Um, I wouldn't actually get, I wouldn't actually graduate until January next year. So I could feasibly 

have it sent in by October, but it takes some while, obviously for invigilators to read and things like 

that. So that that's when that would be. So we'll wait and see how that turns out. I've got a couple of 

conferences I've applied for, so we'll wait and see if I can get it until those conferences as well. 

But again, they're in there and the end of summer into the beginning of autumn, so I'll have done 

my, yeah, I'll have done all. I've done most of the research by that point and come up with some 

conclusions. Hopefully we'll figure out. We'll figure out it will be interesting. Yeah. Yeah. All right. I'll 

stop sharing. Not sharing. Stop recording. 

 

Nigel. 
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R: [00:00:00] Have you had a chance to have a look through those resources? 

NIGEL: [00:00:14] Uh, I have yeah. Yeah. I've got them printed out, so I've got them in front of me. 

So.  

R: [00:00:18] Excellent. What we'll do is we'll start off looking at the breakdown for the, the, um, 

fictional cohort first so we can make sure we're on board with that. So fictional cohort is a year six 

class of 31 pupils, 17 boys and 14 girls from an inner city school in Preston in Lancashire. The pupils 

are a mix of ethnicities and cultural backgrounds with six pupils with specific EAL difficulties.  

NIGEL: [00:00:42] Yeah.  

R: [00:00:44] When I say a mix of ethnicities and cultural backgrounds being as it's Preston, there's 

clearly going to be a large number of Asian backgrounds in there. 

NIGEL: [00:00:53] Yeah.  

R: [00:00:54] Um, but there might be a mixture of some traveller, uh, community there as well.  

NIGEL: [00:00:59] Okay.  

R: [00:01:00] Which tends to be a lot of the mix in Preston. Okay. So have you come across those, 

that form of mixture, makeup of a class before?  

NIGEL: [00:01:08] Um, yes and no. Uh, yes. The, uh, Asian background, certainly. Yeah. Uh, not so 

much the traveller community. 

R: [00:01:17] Okay, fine. That's absolutely fine. The type of thing you tend to find that there's a 

difference with the traveling communities is obviously they, they move around a lot. So you tend to 

find that they take a lot of time. The kids take a lot of time off when they go for, um, fairs and those 

sorts of things, and then come back. 

Um, and then you've got differences of opinions and in how they, they want things done, the 

Romani obviously have their own language as well. So it's, it still comes in as a second language 

community as well, sometimes as well. So that's an interesting facet. Right. Take a look at the first 

resource, which is the crocodile comprehension resource. 

What did you think of this to start off with?  

NIGEL: [00:02:00] Um, well, it was, it was nicely broken down I thought. Uh, so you get a bit of text 

and then you get the questions. Um, uh, got the, got a picture, which is, which is good. Um, the, the 

font, the font size and style is, is kind of, I would suggest quite, uh, good for the kids. 

Um, I would have thought any, any more able kids would find that a bit too easy though, and not 

challenging enough.  

R: [00:02:31] Yeah.  

NIGEL: [00:02:32] Um, one of the questions was a bit vague, I thought about where would you, 

question four.  

R: [00:02:40] Yeah. Yeah. What would you find crocodiles that's been brought up before as well? 

Yeah.  

NIGEL: [00:02:44] Yeah. So, but you know, you w where, where would you find them? So are you 

talking about which continent or whereabouts in those continents, would you find them? So, I didn't 
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think that was massively clear. Um, but yeah, certainly all peoples will be, uh, I would have thought, 

apart from the, I mean, I don't know the level of the kind of EAL six pupils, but, If you can, if you can 

read then you're in with a fighting chance of being able to do that. 

But, yeah. As I say, there's no kind of differentiation of more challenging questions later on for the 

ones who were, uh, more able in the class.  

R: [00:03:22] Yeah. Do you like it as a resource? 

NIGEL: [00:03:27] Uh, yeah, I mean, um, yes. I mean, if, if, if you're kind of doing reading 

comprehensions, um, yeah. It's, uh, you know, crocodiles is quite an exciting thing to do to choose, 

uh, perhaps doesn't necessarily catch the, you know, catch the imagination as it could do really. Um, 

but, but yes. Yeah, I can see it. I can see whoever's created that what the thinking behind it. Uh, and 

the thought about the access, accessibility issues. 

R: [00:04:07] Fair enough. What do you think of the font in general? Cause I've had people bring up 

the font before pros and cons.  

NIGEL: [00:04:13] Um, yeah, I, I like the font, it's of a good size, but what, I don't know. What is it? 

Size 14 or something. I'm not sure. I've not...   

R: [00:04:22] 16 it seems.  

NIGEL: [00:04:24] 16. Right okay. Yeah. So, so uh, friendly. And, uh, yeah, as I say, you know, you're 

getting a couple of sentences, then a break and then, so it breaks it down well for the kids really.  

R: [00:04:41] Fabulous. Fair enough. Unless you've got anything else to add about that particular 

one, we'll move on to the next one.  

NIGEL: [00:04:46] Uh, no, can't think of anything, unless, unless there's something you want me to 

particularly comments.  

R: [00:04:52] No, there'll be more to comment on after.  

Okay, the second one was the Alexander the Great one. 

NIGEL: [00:04:59] Yeah, yeah, yeah. My, my least favourite of the three.  

R: [00:05:03] Okay.  

NIGEL: [00:05:04] Um, yeah, the, the old time times new Roman never, never a particularly child-

friendly font. I don't think, um, uh, it was interesting. I was just listening, just listening to the radio 

this morning and they were talking about, uh, you know, the history of history of dead white men. 

Uh, yeah. Yes, he's a classic one of those and a lot, a lot of, I mean, it's broken down, but a lot of 

fairly dull, dull facts and ones, which I wouldn't have thought, you know, I was thinking about how 

can I relate to this? And I wouldn't have thought the kids could relate to it all really. Um, the fun 

facts about Alexander the Great is, is a terrible misnomer, I could only find about one fun fact in 

there, the rest are as dull as the rest of the others. So. Um, yeah. Uh, not, not a fan of that, of that 

resource at all really.  

R: [00:05:56] Fair enough. What was, what was the, uh, the radio thing saying about the, the history 

of the dead white man concept and what are you, what your thoughts on that? 
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NIGEL: [00:06:04] Uh, so, so it was, it was in the issue about somebody, somebody had written book, 

written a book about, um, uh, the British empire and its effects on racism in, in Britain today. Um, 

and so that the author was arguing that, you know, it was a major issue. And when he was at school, 

you know, it was, it was just history of dead white men that, that he came across a never saw brown 

faces in, in any of his history lessons. 

Um, whereas somebody else on, I didn't quite catch who it was, um, uh, arguing the opposite really, 

that things had changed, and uh, uh, you know, the curriculum had changed. And so, that, the issue 

that the bloke was raising was kind of out of date.  

R: [00:06:51] Okay. We'll come back to that conversation after the third one, but that's definitely 

something I want to keep in mind. 

NIGEL: [00:06:57] Right. Okay.  

R: [00:06:59] So. As far as the Alexander the Great one. Um, there's no questions in that one. So how 

do you think it would be used as a resource if it was a resource, particularly for that year six class in 

mind? 

NIGEL: [00:07:14] I get, I guess you could get them to write. I don't know if they're thinking of getting 

them to write a biography about Alexander the Great maybe, um, based, based on that, uh, or a 

storyboard of his life. Um, but there's so much in it that. And so many different concepts that I don't 

think the kids would understand that I think that really struggled to find what was, what was the 

important stuff you know, or the interesting stuff. 

Um, and that would be lost amidst a whole series of places and references, which that they just 

wouldn't, wouldn't get at all.  

R: [00:07:53] So it would require a lot of pre-teaching and breaking down.  

NIGEL: [00:07:56] It would, it would. And I would, I would imagine the kind of, you know, if you did 

set them to do some kind of biography of him, then you wouldn't get anything of any great, any 

great historical value out of it certainly.  

R: [00:08:07] No, fair enough. Okay. Then let's look at the third piece. The middle ages resource. 

What do you think of this resource?  

NIGEL: [00:08:18] Fairly long?  

R: [00:08:20] Yeah.  

NIGEL: [00:08:20] Kinda, me printer was going on for ages, I was thinking oh gosh, how many pages 

is this? So, uh, I mean, I'm guessing, I'm guessing this would be for some kind of kids that would be 

working on it for quite a long time and over half a term or something, projects and a topic based 

thing. 

Yeah. So, so, you know, you could doing group work, you could take maybe one each or something 

in the group. Um, so apart from it's, it's kind of a length of what, six ages then, um, it's quite nice, 

nicely set out in terms of, you know, the font, the fonts good, they've got images. Um, but again, 

again, I th, I think, you know, kind of could be done more imaginatively in terms of capturing the 

imaginations of the children really. 

Now, presumably the teacher might well have had something else to engage with them, but, um, 

you know, I think there's some missed opportunities there in terms of really kind of getting them to 
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engage and enjoy finding out about the middle ages. And I wasn't quite sure why you'd spend, 

you're not really, I don't think primary school, you're supposed to be spending much time on the 

middle ages anyway, that's supposed to, that's supposed to start in secondary school. So I'd be, I'd 

be a bit annoyed if, uh, I'm doing, I'm doing, as a secondary teacher, that they'd done loads of stuff 

on it and they'll say, oh boring, we've done this already.  

R: [00:09:48] Yeah. What do you think of the use of SpongeBob in the, uh? 

NIGEL: [00:09:57] Yeah. Uh, yeah, I guess a nice effort to look, to look engaging to the kids and 

somehow relate to them, um, a bit random, really.  

R: [00:10:12] And then, uh, also I think the, um, the, the, the, the kind of widespread nature of 

taking what 700 years’ worth of history and compiling it all into pages of quite  broad strokes. What 

do you think of that? 

NIGEL: [00:10:33] Yeah, again, again, kind of historically, then it's simplifying it an awful lot. Uh, and 

if it was the kind of history that their teaching, then. I'm not quite, I'm not really certain about what 

kind of historical skills they're going to get out of it. They're just getting a load of facts really. And, 

you know, it's the classic thing of history, just one damn thing after another, you know, so yeah. 

Um, you know, th, th, there's no kind of source work, well we can see some pictures and photos, 

but, uh, that's, that's not really the focus that, the focus is just, give them a load of facts. Which isn't 

going to, isn't going to endear the history to them. I don't think.  

R: [00:11:13] No. Absolutely. And that leads into the argument of, are you teaching historical and 

history learning skills that we use or are you just teaching facts? 

NIGEL: [00:11:24] Yeah.  

Yeah, yeah, yeah, yeah. Cause, there's, there's no questioning with it then, uh, yeah. Th, th, th, the 

picture sources, which you could be, he could, he can do lots of really interesting stuff and find some 

more engaging ones. These are just kind of, okay. Here's a picture of a night. Here's a picture of a  

church kind of thing. 

R: [00:11:45] Yeah. I mean, with, with that being said, also taking into mind, recent events sets 

Batley grammar. Um, the picture at the top, the very top left. This kind of brightly coloured black and 

red one. I don't know if you can actually make out what that is. A picture of.  

NIGEL: [00:12:03] Uh, I've only got a black and white version. 

I'm guessing, is it hell? 

R: [00:12:07] Yeah, it is. It's hell and there's a lot of people being tortured in hell. Um, I mean, 

obviously, I don't know if the teacher looked that closely, but it's, it's quite a large amount of people 

being strung up, and boiled, and burned and thrown into fire and such. Um, engaging, I suppose, 

from a perspective of kids, like a little bit of excitement, but would that be the most appropriate 

picture to use considering what's been taking place? 

NIGEL: [00:12:37] Yeah, I think it was just Googled Hell haven't they, or medieval image of hell and 

just banged it in.  

R: [00:12:43] Or they've just seen the image and just thought that was an interesting one to put in 

there.  
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NIGEL: [00:12:47] Yeah without giving it too much thought. 

R: [00:12:52] Okay, so what I'm going to do now is pose you a question.  

NIGEL: [00:12:57] Okay.  

R: [00:12:58] All three of these are actually from different age group periods rather than one. Um, 

one is from a year two, um, the classroom. One is from a year six classroom. One is actually from a 

year nine classroom.  

NIGEL: [00:13:17] Okay.  

R: [00:13:18] Which ones do you think went where? 

NIGEL: [00:13:23] Um, I would say the year two was the crocodiles. Uh, the year six was the 

Alexander the great and the year nine would be the, uh, the middle-ages one.  

R: [00:13:38] You're absolutely correct. You're the first person to get them all correct.   

NIGEL: [00:13:42] Good.  

R: [00:13:43] What do you think of the resources now with that knowledge in place?  

NIGEL: [00:13:47] Um, yeah, so, so going back to the crocodiles one, that, that, that makes sense in 

terms of, I've not, I've not taught year two, so, uh, certainly accessible. 

I mean, whether it's accessible to year two's I'm not. I wouldn't, I wouldn't, I wouldn't know really, 

um, um, but I can see how the, you know, it's a fairly simple, fairly simple. If you, if you can read and 

understand what you've read, then you can answer the question. So yeah.  

R: [00:14:20] It comes from a year two class in Egypt from a topic that's a local topic concept. 

So it's like local animals and local environment, even though, even though. None of them have ever 

seen crocodiles because they don't exist in that part of the Nile anymore, but it's still local to Egypt. 

So it was brought in as the idea of it's a local environment concept and a bit more entertaining, I 

suppose, for them. 

Um, the, the school that it was from does work on the national curriculum, nominally, but tends to 

also use something called IPC, which is the international primary curriculum, which tends to be a lot 

more creative curriculum, which is why it broadens themes with geography and English mixed 

together, et cetera. 

So that's, that's where this comes from, um, yeah. That's where it's that's, that's, that's , that's its 

background at least.  

NIGEL: [00:15:10] Yeah.  

R: [00:15:12] Okay. The Year six one, the Alexander the Great one comes from a school. From Leeds. 

Um, what's your opinion of it now knowing it's for a year six class? 

NIGEL: [00:15:27] I, I just think you'd struggled to engage the kids with it. Yeah. Um, it's not done in 

any interesting way at all. Um, and the, as I say, the, the, the places the, the vocabulary used, um, 

you know, virtually every sentence there's something you think, well, they're not going to 

understand what it is. 

R: [00:15:51] Yeah.  
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NIGEL: [00:15:52] Um, you know, where the places, uh, you know, so I'm, I'm just, just quickly 

scanning now. So, uh, the first, the first bit at the top, the four bullet points, uh, they won't know 

what a military commander is, they won't know where, presumably where Peller is, Babylon. Yeah. 

Uh, yeah. And then going on Macedonia. Um, 323 BC, have they done that? Um, what, you know, 

Kings, what, what did w what were Kings like at this point in this, in this period of time, and in this 

place, a stronger United empire? 

Uh, inherited, you know, it's just full of stuff that you just think every sentence is going to cause 

confusion to a lot of the kids. They won't have any idea about what they're looking for and therefore 

would probably just copy bits out.  

R: [00:16:52] Absolutely. Um, and what do you think of the um, the medieval ages one?  

NIGEL: [00:16:59] Uh, for year nine? 

Um, it was year nine wasn't it?  

R: [00:17:03] It was the year, it's from a year nine class from a school in Bradford.  

NIGEL: [00:17:07] Okay. Um, no, I don't know what they'd be using it for, as I say, you could do some 

group work or something. Uh, based around it because I was six, six pages. It is chunked, I guess. So 

it's accessible in that way. Um, but all you're going to get out of it is just a load of facts about the 

middle ages.  

R: [00:17:44] Yeah. And the, the, the appropriateness of the SpongeBob thing now, knowing it's for 

year nine. 

NIGEL: [00:17:49] Yeah, far too, far too young really isn't it. Yeah. And it doesn't fit with anything 

else that appears really. So if I, if I, if I was, I don't know, again, not quite sure what they're aiming 

for, then you're. You know, you, you've gotta, you've gotta have a much more of a hook than this 

than just a load of facts, you know? 

So a big, a big question to answer, um, something that's going involve kind of historical debate, use 

interpretations use of primary sources and secondary sources. Um, you know, something about, you 

mentioned, you know, you mentioned rightly about middle ages is a long period of time. You know, 

there's no concept of change over time here or continuity over time. 

Um, so yeah, typically at year nine that you've been working with them for two years. Yeah. Where's 

the, where's the skill development here and, you know, kind of, where's the big hook to engage year 

nines? Yeah, and you know, unless, they're very compliant and, you need to, you need to, and you 

need to engage them first and foremost before you can get getting going. 

R: [00:19:09] Absolutely, absolutely. So kind of, not necessarily coming away from the resources 

themselves, but to, to a more broader standard conversation we've been having the. The Alexander 

the great one. I remember. And I was in year six and I had sit with my entire class and write page and 

a half just copying the teacher's work on the board, just copying everything they wrote, which was 

the history of the Peloponnesian war. 

And I know I didn't remember any of it until I started studying it myself out of interest as an adult.  

NIGEL: [00:19:45] Yeah.  

R: [00:19:45] So the worth of it then was pointless. And the fact that they're still doing very similarly 

now, do you think that there's a discrepancy between the, the, what teachers think pupils are 
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capable of in primary and what teachers think pupils are capable of in secondary. So for example, 

that year six teacher there, with that work clearly expects, has a greater expectation of their pupils 

than perhaps I would argue the one from year nine with the medieval ages concept. 

NIGEL: [00:20:27] In terms of expectations of what, of being able to cope with dull, dull resources 

and not kind of kicking off and rioting for the kind of hour or two, whatever you work in. Um, I mean, 

with the year six resource you've got to have a very compliant class. Uh, because even, you know, 

even if they didn't understand it all and they'd done lots of background on it, it's not an inspiring 

resource to use. Uh, and so, and so the, you know, the teacher's not, not putting much thought into 

how, how, how engaging is this? Um, they just expect the class to kind of get on with it. 

R: [00:21:13] Yeah.  

NIGEL: [00:21:16] Uh, no, you know, you can use dull resources and try and get them to do it and 

things in an exciting way, but you're not helping yourself. Certainly. No, no. I think, I think with the, 

the, the year nine one, they've at least put some thought I would suggest in to, well, this needs to, 

this needs to be accessible to the kids first and foremost. 

So, you know, spaced out sentencing, you know, the gaps between the lines, broken up with 

pictures, et cetera. Then at least, at least that is, there's more thought being given to that. Um, 

But, if a history teacher was, was using this, they're struggling slightly to uh, to engage them. I would 

have thought, even though I can read it and access it. Would they want to? A year nine class, looking 

at this thinking boring.  

R: [00:22:15] Yeah. And do you think, do you think that there is a difference in expectations in 

general of what sort of work the kids can produce now that you've worked both in primary and 

secondary, the difference of expectations that the teachers have of their kids? 

NIGEL: [00:22:28] Uh, there can be, there can be. Yeah. I mean, I guess that depends on the, on the 

school and indeed on the individual teacher. Yeah. Um, I know that as a secondary teacher, using 

that year nine resource then for some classes that would be, well you got to make it accessible. 

There's no point in saying, well, they're year nine, so I'm going to give them some really, you know, 

loads and loads of texts and expect them to be able to access it, because that just doesn't work. You 

can get, just by using relatively simple sources though, you can get, uh, some higher level thinking. 

Um, and so, you know, if you're asking some challenging questions, then it can be actually quite 

useful to have relatively simple sources, which you can then compare and contrast, but I don't really 

see the, the images that are used. 

Um, and not that there's no kind of contentious issue there or, uh, I mean, if you're thinking about 

interpretations or something, then again, the text doesn't really lend itself to that particularly. So 

you cover, you're covering what the middle ages is like, but not. In any way, that's you kind of quest, 

you know, inquiry based really. 

R: [00:23:53] You're not developing any skills, no. 

Yeah. So with that in mind that you, you at any point would probably not have worked on your own, 

but rather more as a team or in a group, as a history teacher or a geography teacher. Certainly if 

you're in a primary school, you tend to work group planning. If your class is more, if it goes two year 

intake or more, the fact that teachers don't work in a bubble. Do you think that there's kind of any 

excuse really for this standard or this level of a resourcing?  
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NIGEL: [00:24:33] I mean, I guess it depends on the situation in the school really. Uh, you know, 

particularly the Alexander the Great one. That's somebody who's nocked that off in about two 

minute’s time. So, you know, you feel the pressure of getting stuff. If there's nothing there from 

previous years, you're the one who's got to create the resources then, uh, not really. No, there's, 

there's been not much this'll, this'll have to do and we'll try and wing it based on that. 

Yeah, but if you prepare things properly, then yeah. I can see how the year 9 one, they’ve put some 

thought into that into differentiating it, to make it accessible.  

R: [00:25:11] Yeah.  

NIGEL: [00:25:12] Um, but they've not really thought about the historical skills involved and, you 

know, I have had that where working, working, you know, in a team, we had, a not, a non-specialist 

in the team. 

And so we gave them some year seven stuff, resources to prepare, and it was, you know, it was 

fairly, fairly similar to the year nine resource here, and it was, you know, it was well-intentioned, 

he'd given it some thought about differentiation, but didn't really understand the historical skills 

involved. So therefore you just got a load of facts. 

R: [00:25:50] Yeah. 

NIGEL: [00:25:53] So, so, you know, but for year nine then, you know, I don't know what history 

teacher was necessarily thinking about that, and you know, I don't, I don't know them. They 

might've used it in a very imaginative way that I've not thought.  

R: [00:26:04] Yeah, absolutely. So again, with, with, with that in mind, and kind of thinking about 

what's happened with Batley Grammar recently with the, the teacher that's that showed the 

resource, the fact that teachers don't generally work in, in a bubble. And that groups tend to work in 

planning groups as well. And having worked in Batley Grammar I know they work in groups to plan, 

not so much what has happened since, but do you think that there's any excuse for it to have 

happened to begin with?  

NIGEL: [00:26:40] Well, difficult, difficult to comment exactly. Isn't it? Because. You don't, you don't 

know the whole story. You've only seen, I've only seen what's been reported. And that was, that was 

interesting. You know, hearsay develops about the whole story as well. So I was chatting to my 

butcher on the market. Uh, he said, oh do you fancy a job at Batley Grammar? You know, having a 

bit of a joke with me. 

And then I was thinking, well, I don't know what, what his take on it is. So it kind of, kind of circled 

around in quite a polite way. Um, and he said he'd been reading stuff online, that somebody had 

commented on it saying, you know, within, I think it was some kind of, one of those local 

independent politicians, uh, Oh, I think, I think I could be doing a terrible disservice, but I think with a 

quiet a history of, you know, probably BNP type stuff, uh, but was looking respectable as an 

independent politician, saying that, he'd claimed that it had been, so by, uh, the same, same lesson 

had been taught two weeks before by two Muslim teachers and nothing had been said. 

R: [00:27:50] I guarantee that's not true. 

NIGEL: [00:27:52] Yeah, exactly. Yeah. Yeah.  

Um,  
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So I'm cautious about comments on that because I don't, I don't know the full facts. I mean, I can see 

why a teacher might think that, uh, the Charlie Hebdo cartoons, is, is it a real kind of engaging  issue, 

which kids should be discussing, um, and you know, kind of based on what happened there, then, 

you know, you've got a real engaging kind of storyline there. Um, but then the issue of, you know, 

show showing images of the prophet Mohammed. Now I didn't necessarily, I'm not sure if I knew 

that you're not supposed to show any images of the prophet Mohammed. Now that's kind of 

something which, you know, you would, I would check, I would check, check with a Muslim member 

of staff, I think. 

R: [00:28:48] And that's what I mean about, we're not working in a bubble. Having that kind of 

feedback, ability to have things around.  

NIGEL: [00:28:54] Um, but I think, w, was it an RE lesson?  

R: [00:28:58] It was, I mean, I personally think a little bit, as you were saying, I think the teacher, 

cause again, I know the school and the school, like a lot of Bradford schools as well. Isn't the easiest 

of schools to work in with the cohort that they've got, particular from the social background they've 

got, not so much the religious background, but more the social kind of environment that they come 

from. So I think it's likely that that teacher was having problems, trying to engage those peoples. And 

then thought, I'll tell you what, we'll have a conversation. We'll have a real good discussion about 

something. And I'll, I'll bring in someone that can kind of elicit a response from them and have a 

discussion about it and decided that that would be the topic, that the idea of blaspheme and 

whether you've got the freedom of speech and concept of that. 

I think he's a victim of his own kind of need to, to engage if you know what I mean, in that is he's got 

the wrong type of audience. To try and make that form of engagement with, on that topic.  

NIGEL: [00:29:56] Yeah 

R: [00:29:56] Because there's a, whether it's 90% of the class or just 40% of the class, there's a 

number of pupils in that class who are going to be the sort of pupils who will go and tell their parents 

afterwards that they've been shown a picture of Muhammad, be portrayed as a terrorist with a 

bomb on his head, which is what the Charlie Hebdo picture is, um, and therefore it would then be, as 

you say, taken up by other groups, Who have axes to grind that have nothing to do with the school. 

So on one side, particularly as they were reported, there were gentlemen, there was a Muslim 

gentleman and he said he hasn't got any kids in the school, but he's got family members there. 

Chances are, he didn't have any family members there at all. He has that particular axe to grind as 

part of his community to not want to have that said. And then a bit like this politician and a number 

of other people who I've seen online, who then take the very hard line stance of freedom of speech 

is freedom of speech. And no one says anything about Christianity and this, that and the other, um, 

it's, he's kind of the teacher himself has kind of thrown himself into a fire that he didn't expect to be 

put into based on kind of a need that he wanted to fulfil at that point.  

NIGEL: [00:31:03] Yeah.  

R: [00:31:03] Which is unfortunate for him. Um, I think in having said that it was only five months 

ago beforehand, before Christmas, when a teacher in France was beheaded for showing the same 

image. 

So it's not like it's not in the public ear.  

NIGEL: [00:31:16] Yeah  
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R: [00:31:16] Or the public eye for this to have happened. What do you think of that?  

NIGEL: [00:31:20] Yeah, I mean, if it, if it was and RE lesson, you've got a trained RE teacher then... 

They, they sh, you know, these are the kinds of issues that surely the, they must have come across in 

their training and in the department, and the must have expertise on that. 

And so it's, it's amazing how you take such a contentious issue and just kind of almost prepare it 

carelessly.  Um, you know, you, you would, you would approach that approach the whole issue with 

great caution, as you say, based on what, what's happened in France, um, and to, to, to blunder into 

it without thinking about the consequences is, is. 

You know, I think we've talked before about, in one of the previous sessions about, you know, when 

I want to try teaching Islam thinking that would engage the kids. And I just thought this is, uh, you 

know, uh, this is this isn't, this is not a good way of, uh, engaging the kids at all, you know? Yeah, it's, 

it's winding them up. 

Um, you know, it's the same if you're ever teaching kind of issues about Palestine then, uh, you 

know, that was, uh, that was always a kind of tinderbox type issue, which...   

R: [00:32:32] yeah 

NIGEL: [00:32:34] which was good. It's a good to address it, but it's very difficult. Uh, when feelings 

in the community are very, very strong about it.  

R: [00:32:42] Yeah, and I think, it kind of leads back to the idea of expectations as well. To me. In 

that, yes, you may have pupils who were older. So year 9, year 10, maybe year 11, who are capable 

of having debates, uh, willing to have debate when it interests them. But I think as teachers, we tend 

to feel that we can bring up far more nuanced and far more adult conversations with pupils  to kind 

of elicit that debate when really they probably wouldn't even be having those forms of debates 

amongst each other, until they hit university period. 

I mean, I remember when I first started my degree, which was in Arabic and Middle Eastern studies,  

that I joined debate groups with Muslim girls talking about why they should wear the hijab, why they 

shouldn't wear the hijab and the arguments behind it. And it was really the first time they were 

having this debate amongst themselves more than anything else. 

Cause they'd never really, been taught to argue or kind of debate their own cultural background and 

social political religious background themselves. So. I think we're victims, as teachers, we're victims 

of our own needs sometimes to kind of have higher expectations of our pupils than necessarily 

they're possibly ready for, dependent on who they are, or where they're from. 

NIGEL: [00:33:53] Yeah.  

R: [00:33:54] What do you think?  

NIGEL: [00:33:56] Yeah, absolutely. Yeah. I mean, just going back to the Palestinian example then, 

uh, I can't remember the issue, some something that happened in the, kind of, it had flared up, and 

there'd been rockets fired and things. And so some of the older pupils, uh, as you, you know, you're 

talking about the kind of age issue then, um, had started wearing the little kind of lapels with 

Palestine, the Palestine flag on and had been kind of going round, chanting free Palestine. Um, so we 

kind of, uh, but by the end of the day, the younger kids that got hold of it and it changed to free 

Pakistan.  

R: [00:34:34] And so didn't understand the background behind it as well. Yeah.  
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NIGEL: [00:34:39] Oh yeah. Yeah. So, um, yeah, it's, it's. No, you've got, you've got to pitch it right. 

And check their understanding before you kind of dive in.  

R: [00:34:50] Yeah. Um, and the last, the last point I wanted to bring up was the conversation piece 

with you is I'm getting very, very new news. That's just come out. I don't know if you've seen today 

that there's a release of a report on, um, on racial cohesion and, and, um, racial disparity in 

education system in culture in general was just coming up and the findings is, is that apparently 

there's not much racial disparity in education anymore.  

NIGEL: [00:35:18] Right.  

R: [00:35:19] So comparatively compared to 30, 40 years ago, first of all, would you agree with that 

finding and secondly, do you think that that contradicts something like the Agebo report, which talks 

about why a lot of the teachers who tend to be white middle class in this country tend to not have 

the training to enable them to deal with issues. 

Like we've just been talking about. Because there's, they don't necessarily represent, or there isn't 

enough representation of the cultures that they teaching? 

NIGEL: [00:35:50] Um, yeah, so just, um, just trying to break that down. So the fit, the first point 

about the, uh, yeah. So I heard briefly this morning, just kind of dashing in and out of the kitchen as 

the radio was on. 

Um, yeah. I'd like to think that, I don't know, certainly in education then, things have moved on in 

terms of teachers being much more kind of aware, and sensitive to kind of cultural differences, and 

they're able to accept that and celebrate that. And I'm just trying to think, when was it? 

Probably five, six years ago. I know that one teacher that I taught with, uh, Uh, food technology 

teacher, I think was sacked or asked to leave because she, I think there'd been the debate about, uh, 

time off for Eid, always a contentious issue, how much time are you wanting, so I think she'd kind of 

eventually retorted with something like, well just go back to where you're from or something like 

that, if you don't like, so that that's, you know, that that's still there. Um, um, but I think we're 

moving in general towards a better, a better kind of understanding and way of teaching it and way of 

approaching it. And schools are, I would suggest a good uh, kind of place of social engineer into, you 

know, get the, get the next generation kind of, really much more accepting of,  of a multicultural 

Britain. But then of course, you know, you have, you have Brexit and all that kind of the undertones 

of that, you know, with Farage's poster at the time of the Joe Cox murder. 

Uh, you kinda think, well, I made, maybe that's just an older generation, you know, I think, I think a 

lot of older voters did vote Brexit, and younger voters didn't, voted remain. So I think, I think there is 

some kind of trend there, but then again, you know, kind of the, this spurious kind of culture war's 

going on, you know, it's, it's not, it's not clear cut certainly. Um, and I can't remember what second 

part of the question was now.  

R: [00:38:09] The second one, the second part of the question is, is, um, I'm not expecting you to 

have read this report at all, there's a report that came out in 2018 called the Agebo report, which is 

based on the idea, it was looking  particularly at PSHE and humanities teaching in secondary, and its 

findings were generally that because of the broader kind of societal makeup of teachers who teach 

those subjects tended to be from white middle-class backgrounds, that there was a lot of miss 

comfort or discomfort in broad and broaching specific aspects of the curriculum or conversations 

that could be had because of a lack of training, particularly concepts about race racism, and things 
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like that. Have you found that yourself, have you thought, or have you, have you come across 

aspects like that, that you found difficult?  

NIGEL: [00:38:54] I think, I think certainly as a humanities teacher, then, you know, I've had a lot of, 

a lot of conversation. I'm just trying to struggle to think I've had any training on it. 

Not really, no, but then you kind of, you know, uh, like chatting, chatting to like chatting to people 

like yourself then, and all the humanities teachers, uh, And I'd go, you know, if there's issues and 

issues in the news where you think, well, I don't really know enough about this then, you know, I've 

had lots of fantastic kind of colleagues from different ethnic backgrounds that I've been able to kind 

of go and ask and, and they welcome that because they, you know, that they want to, us to, you 

know, if I'm delivering it, to be informed about what people are thinking. 

So the nearest I came to any kind of, I guess racial training, uh, or issue issues around religion was 

that Prevent thing, and that was, uh, that was pretty terrible really, to be honest, it was a policemen 

and the police, I think. The police seem to see things in quite black and white, uh, again, perhaps a 

dangerous stereotype about police, but it didn't seem particularly sophisticated way of analysing it 

and you know, was uncomfortable with issue of, you know, someone's expressing the view in class, 

therefore, after a report them for, you know, potential terrorists. 

R: [00:40:23] Yeah.  

NIGEL: [00:40:23] Um, but that, that said, you know, I had an experience where I taught, uh, for 

three or four years, uh, GCSE humanities course, where I guess that ticked all the boxes in terms of 

British values and all that kind of thing. Um, and democracy and debate and all that kind of stuff, and 

one lad who I taught, about three years later, um, Went off and became a suicide bomber for ISIS, 

and I really felt well, I've really failed there, in that, you know, the way it was taught, the course 

content, you know, uh, I've, I've let, I've let him down badly there.  

R: [00:41:08] Right. That's interesting. A number of points there, including that point is, is the 

concept of self-ownership. Of the ability to, to rather than then fall back on the idea of, Oh, I haven't 

been trained so therefore it's not my fault, or I haven't had that kind of level of help, so therefore it's 

not my fault. So the idea of taking some self-ownership of your own education in asking people or 

doing your own research and that sort of thing is, is, and is important.  

Um, and that's the first time that's been raised as well. So that's interesting to me, um, and equally 

the idea of ownership of, of, of where your pupils go after they've left you, and the kind of the filial 

feeling, not the parental feeling you get around the kind of the kids that you've taught. How does, 

how does that, how has that affected you? I mean, obviously you've just mentioned this, but have 

you found that you've had more of a kind of a parental feeling about your kids, your kids once 

they've left when you found out where they've gone to afterwards? 

NIGEL: [00:42:09] Yeah, absolutely. Yeah. I mean, one of the things that, uh, I really liked at my job at 

Westboro, which is a local high school just around the corner to me. Is that still now I'm bumping 

into kids, uh that I taught, and it's, it's been, it's, it's a great joy is that, and I think that, particularly 

with the school, like it is then, uh, that sense of being, we're all part of the same community, not just 

the school community, but where we actually live as well is, is, is really important to me. 

And that I think made me a more effective teacher in that school. Um, you know, it's not always 

been, not always been easy, you know, uh, you know, just, just through the day it was running 

around the park and three, three ex-pupils, you know, likely lads, you know, giving me a load of 

abuse, you know, quite good nature, but abuse none the less. 



472 
 

Yeah. So it's, you know, it's, you know, it's a double edged sword in that sense, you know, kind of 

the, some kids you'd want to avoid outside of school, and, and lot of teachers say that, you know, 

the need to get away from that, but, and, you know, I've had conversations with particularly kind of 

kids who've gone on to, um, you know, they're always, they're always kind of, uh, nice kids and you 

see them going on to do, you know, you know, on to university and things like that, or just, just 

become, you know, really friendly, mature adults, you think well, I hope I've contributed to that in 

some small part into their success in life really, not necessarily if it's a profession, but just as people. 

Yeah. Um, and, and, you know, and, and that, that is tremendously satisfying.  

R: [00:43:47] Excellent. Do you have anything else you might want to add?  

NIGEL: [00:43:52] Um, can't think of anything. 

No, just, uh, just thinking about, just thinking about pupils and what they've gone on to do. Then I 

had a similar kind of reaction to a boy who, uh, I taught a number of years ago, who, you know, just 

watching the news one night and his, his photo appeared and, uh, he'd been killed in a road, by a 

roadside bomb in Afghanistan, in the army. 

And again, that, that terrible sense of, well, you know, you know, should I have taught him not, not 

to go in the army or something. 

 

Grace. 

Second interview part A, Grace. 12th Feb 2021. 20:04. Duration of interview: 5 mins, 47 secs. 

R: [00:00:00] So you should see a recording message pop up again in a second. 

GRACE: [00:00:08] Yep.  

R: [00:00:08] Yep. Right. So, this is our third meeting and we're going to be talking about the three 

example resources I sent you for, um, a fake cohort. Now, even though you’re not a primary teacher, 

you do have kids of the age groups that could be appropriate for these resources. So I thought it's 

still relevant, really for you to be able to look at them and have a think about what you think of 

them. 

So if I just share my screen quickly.  

GRACE: [00:00:41] Yeah. Not a problem. Yeah. I have been in the junior classroom as well before, 

but obviously it's not my age group as such. 

R: [00:00:50] Presentation. I don't want to... 

GRACE: [00:00:51] That's like me on my maths lesson. No, no, shared the wrong thing. Sorry.  

R: [00:00:59] Oh, no, there it is. Okay. So you should be able to see, can you see the cohort 

breakdown in front of you?  

GRACE: [00:01:05] I can yes.  

R: [00:01:07] Yep. So the cohort breakdown we said was a year six class 31 pupils, 17 boys, 14 girls, 

inner city school in Preston, Lancashire. Pupils are a mix of ethnicities and cultural backgrounds with 

six pupils with special, with specific EAL English as a second language difficulties. 
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Okay. Um, are you, what did you think initially of that cohort broke down?  

GRACE: [00:01:29] Uh, yeah, it's kind of a standard really. Uh, I would have expected for a town, um, 

primary school, class size. Yeah, 31 in a class. It's pretty average. Isn't it? Um, And, uh, you'd expect 

in Preston to have, uh, several children with you know, English as a second language kind of thing. 

So, yeah, that was pretty standard. I thought it's very different what we have, but, uh, standard. 

R: [00:01:53] That's good. Right. First one that I sent you is the crocodiles one. What did you think of 

this resource? What are your initial thoughts?  

GRACE: [00:02:04] For me, uh, it's not much of a challenge in terms of what's, uh, there, it's very 

scaffolded, but, um, yeah. 

Because the answer is right for them, which is great for comprehension, things like that. But for a 

year six class, I would've thought it was a little bit, um, simplistic, maybe, although I did think it was 

quite good for those with the English as an additional language, because, uh, the answers are there 

for them. 

They've got to find it a little bit because, um, sometimes it's not entirely clear. Um, so it might be all 

right for them. Um, although some of the language in it again might not be great for that specific 

group. So yeah. It's, um, It's something I'd expect more in a lower year if it was in my opinion 

anyway. 

Um, and, um, yeah, because it's not even like you've got the text and then the answers at the end, 

you know, where they've got to go through. Cause even that we do in year two.  

R: [00:03:06] Yeah.  

GRACE: [00:03:06] Um, so yeah, I thought it was, um, if you were going to. Put the class into abilities 

and you had a few children that needed that help in doing a bit of comprehension, then this was 

maybe what you give them possibly. But as a general class, um, I'm not convinced by it. It would grab 

attention because it's about crocodiles and kids would think that was a cool, and this and that, and 

the picture is very graphic. Um, but, uh, yeah, it's, um, it wasn't my. The one I would have picked to 

use...  

R: [00:03:40] For a year six class? 

GRACE: [00:03:42] Yeah.  

R: [00:03:43] That's great. What do you think of the language? You said the language was perhaps a 

little bit too difficult in certain stages.  

GRACE: [00:03:49] It's particular words, you know, crustaceans, even the word, I mean, particularly...  

(Recording restarted due to loss of clarity) . 

second interview part b, Grace. 12th Feb 2021. 20:11. Duration of interview: 40 mins, 49 secs. 

R: [00:00:00] Oh, okay. So let's go back into the crocodiles one. Was there anything else she wants to 

say about the crocodiles one?  

GRACE: [00:00:14] No, it's just, um, yeah, just for, for. It just doesn't seem right for year six class. Uh, 

unless you've got some lower ability in there that might need quite a bit of scaffolding and help and, 

cause you can use highlighters for that can't you? Highlight it. Copy it. Yeah. Um, so, yeah. 
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R: [00:00:38] What do you think of the font? 

GRACE: [00:00:40] The font is very, uh, clear and easy to read. Oh yeah. The font is very clear and 

easy to read. It is well laid out in terms of spacing and stuff, although they could do with a bit of a 

space between some of the questions and the text. Um, but, um, yeah, layout is user-friendly. 

Um, It's just, yeah, it's not, um, not what I'd expect for year six. Yeah.  

R: [00:01:06] That's fine. 

GRACE: [00:01:06] If you have low, I think the highlighters would be good on that one. Yeah.  

R: [00:01:11] Okay. Let's move on to the. Alexander the Great's one. And you said you've had some 

notes on this and what did you think?  

GRACE: [00:01:17] Yeah, this one, obviously the text makes it, I'll go with the text your way. 

The text makes it look a little bit more intimidating, for the, for the kids to read. I think it's not as 

user friendly is it? Um, the language in it is, um, If you don't have English as a first language, and 

you're not an, uh, able reader, this is quite daunting. I think they're gonna want to think it's a 

different language on some parts of it, but that's just because of the topics about, um, so to me, I 

think some year sixes could do this. 

I just feel like it would be a higher ability group because it's not very appealing in terms of its layout. 

The pictures look quite. Uh, you know, it's something you'd see in a textbook, isn't it really? Yeah. 

Um, so, yeah, for me, it would be for the more able, uh, it's got complicated language. Yeah. It's not 

very inviting. 

Um, although it's got really good subtitles, you know, to direct them. If they've got any questions, 

depending on what you're going to do with this, if you were using it as comprehension, um, they 

would be able to find the answers quite easily because of the layout. It's got some nice fun facts as 

well, which is cool. 

R: [00:02:32] Yeah.  

GRACE: [00:02:33] That always makes it interesting for kids. Cause um, anything that's a bit daft or, 

um, out of the ordinary, they do like to know and gets them interested. So yeah, I would have 

definitely put this as, um, a higher ability group in terms, just purely for the reading that they need 

to be able to read some tricky words there. 

Yeah. And understand them. It's even the dates because for some children, those dates are going to 

be a bit alien. Um, uh, yeah, so, yeah, but this wouldn't be very good for your cohort in the class, uh, 

considering about the, um, additional language students. I feel like they would struggle with this 

one.  

R: [00:03:19] Do you, what do you, what do you think about, um, culturally appropriate for the 

class? 

GRACE: [00:03:27] Well, It depends. If it's a topic, if you're doing a topic, then I guess it could be all 

right. I always feel like you've got to, it depends. Even with certain cultures in there, you know you 

got to be careful with what you do learn about, but they, um, I always feel like, um, information is 

good, you know, giving them all different views of different things that have happened. 



475 
 

And, um, yeah, I think, I think it's. I think it would be okay. Culturally, culturally wise. I've not got that 

much experience with, so, um, yeah, I think, um, I think if any issues popped up, you could address 

them with the class. Um, Yeah. I always wonder, when you sent me these, I was like, oh gosh. Am I 

going to give you the answers you're after, you know?  

R: [00:04:20] There isn't any real answers at all for this. It's more like...  

GRACE: [00:04:24] Because it's year six, it isn't something I would pick for my, unless you were 

specifically doing this topic, but I would probably search for something different within that topic. 

Um, yeah, it's not my kind of resource. With, um, with... 

Yeah.  

R: [00:04:42] So w, if you choose another kind of resource, what type of resource would you choose 

if we were doing this topic? 

What topic do you think it is to begin with?  

GRACE: [00:04:49] Well, it could be history, couldn't it, if you were doing about Alexander, it's just, if 

I was going to, if I was going to use it, I would maybe use this, but put it in my own format. Uh, 

because I find a lot of the time formats really important for the children. I know they have to be able 

to look at different formats of, but it all depends on the purpose. Is this thing where it's, um, you, 

you want them to be able to, a bit like, you know, when we give them, um, textbooks, you've got to 

research and pull out information. 

If there's something like that, then they need to be able to decipher and look at and understand 

different forms of texts. But if it was, um, if it was a whole class learning, uh, as a topic, I would 

change it. Um, but I'm, I'm one of those people that I'm more interactive with my lessons anyway. 

Um, so something like this would only be, uh, uh, if needs must for me. 

Um, yeah, I'd make it more fun.  

R: [00:05:45] Fair enough. That's great. Okay. And the third one?  

GRACE: [00:05:49] Okay. Out of all three, this is the best one, I think. Um, because I think it can kind 

of, um, it's good for. It's good for all the abilities. If you're going to pick one, one of these resources 

for the class, I would pick this one, um, because it's more user friendly. 

You've got your pictures, it breaks it up and the text is fine. Um, I like the spacing in it. It doesn't 

seem too daunting as much as it does spread over the most amount of pages. I think it's split into, 

um, the topics quite well. It is lacking a heading, so some. Uh, unless it's, um, introduced properly. 

The children might wonder, they'll have to take a minute to realize what they're learning about, um, 

because obviously the, like the religion there, that's just a subheading, isn't it? 

R: [00:06:40] Yeah.  

GRACE: [00:06:41] Um, so yeah, it's lacking the heading, which might cause a bit of confusion, but I 

do. I think it's well spaced. I think the language is, is, uh, is all right. It's um, probably spot on, I think 

really, uh, there's not a lot of challenging language in it, but you, there is room for that. You could 

set separate tasks. 

Um, to accommodate that. I don't, I don't believe in one resource for one class anyway, I think to 

make sure you've got different ones, but the SpongeBob yes. SpongeBob made me laugh. Cause, um, 
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yeah. Um, that's, they're trying to appeal to um, your audience, isn't it really whether it's the 

appropriate thing to... It might be a little bit immature for the age group. 

Um, But I think they would see it and have a bit of a giggle is they be like, Oh, check it out. You get 

their attention. Um, and obviously the little fact about drilling a hole inside the head, we all know 

kids live those horrible sciences, horrible, horrible histories, anything that's a little bit gruesome, but 

fun to know. 

Um, yeah, so I, I do like this one. I think there's scope. It's got a nice balance. Um, it allows for a lot of 

free choice as well, you know, what are the children going to do with it? Are they, are they 

answering questions from it? Is this something they're going to make leaflet or presentation from? 

Hmm. Did they get to pick one topic and then kind of go further with it? 

I do. W I do quite like it. This is something more that I would, um, kind of put, and maybe give a 

project to, the pictures are nice too, they're in colour.  

R: [00:08:15] Yeah. Talking about the pictures. What do you think of the pictures in general? 

GRACE: [00:08:23] Um, there's, there's some interesting ones, but I think that'll make the children 

talk kind of, um. You know, um, it is depicting the time quite well. Um, and it's going to provoke a lot 

questions. Like the one with the, almost like a cannonball, kids are going to think they're doing a 

cannonball into the river. 

So, um, yeah, I think it's...  

R: [00:08:48] Had you seen this image, I've just enlarged it? 

GRACE: [00:08:50] The tapestry?  

R: [00:08:52] Yeah. Have you seen what the image actually is?  

GRACE: [00:08:54] Oh, I printed off too small for that. Sorry.  

R: [00:08:56] It's okay. Cause I had to enlarge it now, but have you seen what it is?  

GRACE: [00:09:00] No, I haven't actually.  

R: [00:09:03] It's, it's hell and people being tortured. Yeah.  

GRACE: [00:09:05] Oh no, I didn't see this. 

Sorry. Um,  

R: [00:09:09] It was, that was, that's the point. It was kind of this small, so people didn't really.  

GRACE: [00:09:13] Yeah, no, I didn't notice that. Now you've put that. Maybe that's not very, um, 

appropriate. Uh, you might have a few parents, uh, having something to say about that, especially if 

you've got the cultural differences. 

Gosh, um, although I did show our children a video. Uh, and it was, had similar kind of thing. Not 

quite like that, but yeah, it was a little bit of a moment of going, Oh yeah. So I think that's not very 

appropriate. It's going to provoke a lot of questions and, uh, children will go home to parents and 

think you're going to have some complaints on that one. 

R: [00:09:46] Yeah. Or at least have, um...  
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GRACE: [00:09:49] This one's not too bad. It could be the, is it the, you know, the illnesses and stuff? 

It's not too bad. It's not too graphic. It looks. 

R: [00:09:56] yeah, I mean, you could, you could probably do with having some kind of, um, um, 

underlying statement of what the picture is.  

GRACE: [00:10:03] Yeah.  

Yeah. But again, I kind of liked things that provoke discussion. 

GRACE: [00:10:07] So, um, because I've seen a lot in my class where, um, speech and communication 

goes a long way before we do so much talking and communicating about things to gain the 

knowledge before we even put pen to paper.  

R: [00:10:24] Yeah. 

GRACE: [00:10:25] I feel there's a really, especially for your, the cohort in that class, it would really 

benefit to do a lot of talking about things. 

R: [00:10:33] Yeah.  

GRACE: [00:10:34] Like I said, I like things that are thought provoking.  (Cut in recording) So, um, I do, 

I like things that thought provoking and so I don't necessarily, I mean, I know captions are a good 

thing to have. 

They're a big tick box in terms of, um, children and what they need to know and look at. But yeah, I 

like, um, I like the idea of putting something out there and seeing if people ask.  

R: [00:11:08] Cool. Okay. Um, right. So now that we've got your, your, your feedback on what you 

thought of those. Um, the next thing is a bit of a, it's not quiz. 

It's a bit of a pop question type thing. The three of these are from three separate classes originally. 

So one of them is from a year two class. One of them is from a year six class, and one of them's from 

a year nine class.  

GRACE: [00:11:32] Okay. I got it. Yeah.  

R: [00:11:33] Which ones do you think were... 

GRACE: [00:11:35] Crocodile's year two. Year six is the SpongeBob one and year nine's the Alexander 

one. 

R: [00:11:40] Okay. It's the other way round.  

GRACE: [00:11:42] No way. Is it?  

R: [00:11:43] Yes. The medieval England one is from the nine class.  

GRACE: [00:11:47] Really?  

R: [00:11:48] Yes. From a school in Bradford.  

GRACE: [00:11:50] I've totally got that the wrong way round. Year nine. Really? No. Guess it explains 

the pictures. No, no, it's not. My son does harder stuff than that and he's in year eight. Or my, I 

might be way off like, you know, my cohort is, um, reception to year two, which is, you know, I think 

I'm, well, I'd say I'm good at, um, okay. 
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R: [00:12:23] So now with that information, what do you think of the appropriateness of the 

resources?  

GRACE: [00:12:30] No, the one that I, uh...  

R: [00:12:33] All three of them? 

GRACE: [00:12:36] What for the cohort?  

R: [00:12:38] No. For the, for the ones that they were given to. So for the, the crocodile.  

GRACE: [00:12:42] Yeah. Well, I said, I said, this is kind of thing we do in year two comprehension 

that one.  

R: [00:12:46] Well, that one comes from school in Egypt. That's a topic based on local environments. 

They obviously, they'd never seen crocodiles, but there are crocodiles in the Nile. 

So it's to do more with the kind of animals that they have in their country.  

GRACE: [00:13:00] Yeah, well, I, um, yeah, I know some, my year twos would enjoy doing that cause 

they're interested in animals, children and animals always go as well. Um, and I think despite 

geographic location, there's always an interest. Um, so yeah, I think year two, I would go, I would go 

with that as their comprehension. 

Um, the. Some bits would be a little bit tricky. I remember reading it and thinking, um, kind of the 

answer was further up than the question. It wasn't quite phrased the same, so they did need that 

knowledge.  

R: [00:13:39] Yeah. So it maybe needs to be reworked a little bit.  

GRACE: [00:13:42] Yeah. A little bit. Yeah. Um, Sorry. That's, that's my, my group. 

R: [00:13:49] Yeah, the Alexander the Great one. Do you think, what do you think of that for say your 

daughter's age group?  

GRACE: [00:13:55] I see when I was looking at this, you know, I said it was more able year six, not a 

problem, my daughter's age group and her ability. She could, she could navigate this and read this. I 

feel she would be okay with this. Uh, so I do feel there's some that within the year six that would 

find this hard though. Like say you need that reading ability. And, um, I mean, we all, we all know 

some. There's some year sixes that might be working at a completely different age level. And this 

would look very daunting and, um, tricky for them. 

So, um, yeah, I would, I would put this on, it could live it up a little bit. It's a bit boring. Yeah. I mean, 

I know the topic might. Yeah. I used to get, I get topics. We've got to have certain facts. You've got to 

learn things, but there's a way you can always make it more interesting and more appealing. Um, 

okay. 

So, yeah, but I would just be purely on the language is what makes me feel like it has to be a kind of 

a higher, higher level six. Um, I might be wrong on that one, but to me, that's what I would have 

thought.  

R: [00:15:12] Yeah, that was from a year six class doing the ancient Greeks as a topic.  

GRACE: [00:15:18] See when we did ancient Greeks we were all in togas, uh, just to make it come 

alive a little bit more. 
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We had a Greek party. Yeah. Uh, we do wow days to introduce topics. And then obviously there's 

the, the, you know, there's the things we've got to do, but, um, yeah, I was, I was in there for the 

Greek and, um, Yeah.  

R: [00:15:43] So have you, have you worked much with the national curriculum in general? The, if 

you have, what do you think of it in the way that it kind of puts itself forward for the subjects? 

GRACE: [00:15:54] This one, you mean for year six?  

R: [00:15:55] In general, the national curriculum. I mean I know for primary year, for infants, 

foundation stage it's different, but, uh, Have you had, have you been able to look at the national 

curriculum in general for primary and infants?  

GRACE: [00:16:08] I've had a look at, I know the clips and things like that. 

Um, but I'm, uh, uh, more in tune with the clips for science, um, English, maths, um, and for my age 

group. So, um,  

R: [00:16:24] What do you think of it for that?  

GRACE: [00:16:27] Well, this Alexander the great isn't my age group. Yeah.  

R: [00:16:31] But no, that the stuff you have seen from, for the national curriculum, what do you 

think of that for, for your age group? 

That science, English, maths?  

GRACE: [00:16:39] We've got the, um, looking at different species. You could go into the mammals 

and things and amphibians and reptiles.  

R: [00:16:49] No, but I mean, disregarding the, the examples I've given you in general, what do you 

think of the national curriculum that you've used?  

GRACE: [00:16:56] Oh, as in me? Not, not thinking of the...  

Um, ah, okay, right. Yeah. Um, it's okay. There's a big emphasis on the math and English, which I 

totally get totally get that. Um, but so much of an emphasis that we kind of lack a little bit of time for 

the other subjects. We kind of have to cram those in a little bit and sometimes, um, Sometimes we 

could do with maybe having a little bit more time for all that, because it just gets lost doesn't it? 

We ended up having to alternate, uh, topics like geography and history per, at half term and stuff. 

Um, just so we can make it consistent because we don't have time to do all those lessons in the 

week when we've got such a big thing on reading phonics, English, math. It's the whole morning 

gone and then the afternoon you've got to fit everything else in. 

Um, so, um, yeah, National Curriculum, cause you've also got to do this P S, P S C H E. However you 

want to say it now, some schools ingrain it within everything don't they? We have a specific lesson 

slot for it. Um, which again, takes up time. I know it's, you know, it's, it's in the guidance now and 

every school has to do it, which is fine, it's a really, really important topic, but because we dedicate a 

slot for it, that's one slot gone, um, uh, is this what you mean, what I'm talking about? 

R: [00:18:24] Yeah.  

GRACE: [00:18:24] So, um, yeah, it's, uh, maths and English are at the core of everything, but I do 

like children, they have so much interest in science, in the world around them. Uh, we did, um, we 



480 
 

did space, did a scheme on space and linked it to science. We did bits of maths with it. We did about 

geography because we were looking at the world and, you know, um, so we try and do things where 

we've got one topic and we explore loads within it as well. 

Um, and that kind of works quite well for us, to fit in everything we need for the curriculum, but, um, 

in Forest School I do science within it. Um, now I know, I know true Forest School is totally child led 

free learning. Um, but again, time-wise, I have to combine the two. Um, so some Forest School 

sessions, I can have a totally Forest School, that's just do child led, uh, have fun. I kind of get things 

out and see what they want to do and go with it. But there was times I have to, I have to actually fit 

the science curriculum in, seasonal change, things like that into my forest school, because we're that 

pressed for kind of time. But we want that experience for the children to have Forest School. 

Um, again, I'm, I'm not paid for that. I do, but the science teachers went, ooh, you can do this then. 

Yes.  

R: [00:19:46] So would you, have you, have you had any experience of creative curriculums?  

GRACE: [00:19:52] Oh, do you mean like, uh, art and music and things?  

R: [00:19:56] No. As in those are aspects of a creative curriculum, but the, before the conservatives 

came into, into power and changed the national curriculum to suit kind of their, their cultural 

narrative, which tends to be very much private school. 

Every subject is individualized. They all do the same subjects all the time, the same topics, every 

single year, people need to know facts, which is why they would do Alexander the Great's. Cause you 

should know who people are. Um, prior to them you had. Um, the Labour Party's idea, which was 

the, the creative curriculum aspects where you would have a topic. 

And then you would embed that topic with math, science, English...  

GRACE: [00:20:34] That's kind of what we do. 

R: [00:20:36] So those are aspects that was that, that is now, um, primary schools were taught from, 

let's say 2000 until around about 2008 to 2009. Um, that's, uh, Have you, have you had much 

experience with that?  

GRACE: [00:20:52] Well, we have it if I'm getting it right. 

Um, I didn't know that was what it was called, sorry. Um, we have, um, each, uh, each term has got a 

theme and within that theme we set our lessons. So like, um, the space one, or what do we call it? 

We've got names for each thing. And then that's it. Every lesson is around that. So you have to plan 

your history within it. 

Use your science, uh, what are the juniors do now? Uh, oh, no, we're doing it at the moment. We're 

doing, um, where we live kind of thing or about our local, our local area. I can't think of the name. I'd 

have to get more to get the specific name. We call them things. Um, so everything we do, uh, 

Geography, um, Science and things like it's all about our local area, where we live and the kids do 

projects to do with that. 

So... 

R: [00:21:48] Is it based on International Primary Curriculum by any chance? Or have you never 

heard of that?  
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GRACE: [00:21:54] I'd have to ask, the first time I got involved in all the planning meetings was 

starting last year where I've been going and doing them. So I've been trying to listen in and go right, 

and figure out what we've been doing. 

I know we do it on the infants is on a two year cycle. The juniors is a four year, so we've got four 

years of plans. For the juniors, uh, each term has a, like a set topic and then, uh, it rotates around 

because of the reasons for year one is cause obviously we have the year three, four, five, and six and 

one class. 

And, uh, we don't want them to repeat anything. So they actually do an awful lot in the four years in 

the juniors that's totally different. You know, we do Egyptians, we do a Greek. Um, they do all sorts, 

um, and the prime, but in our class it's every two years. So they do reception, year one, year two. 

But when you come in to reception, you don't really remember what you do. But by the time you hit 

year two, you're doing it again. 

R: [00:22:50] So you're embedding. Yeah.  

GRACE: [00:22:52] Yeah. Um, so that's what, that's what we do in our school.  

R: [00:22:57] That's fun.  

GRACE: [00:23:00] See, I need to get up on what the actual, like terminologies are.  

R: [00:23:05] Things change any way. They change constantly. So you get different, different kinds of 

new terminologies and different acronyms that pop up depending on...  

GRACE: [00:23:13] Yeah. Well, because we we're, we've got collaboration too, so I know we try and, 

um, kind of do some similar things at the same time as the school up at …, so we  would share 

resources and make it a little bit cheaper. 

R: [00:23:26] Yeah.  

GRACE: [00:23:27] And, um, because we do cover so much, you should see our store cupboards. 

We've literally been sorting all this out. You see, with all those boxes with topics. So for what we 

coordinate for half term we have a box and it's got all the textbooks, resources, anything we've 

made, goes in there and then on the shelf, and then we're ready for it next time when we want it 

out. 

Yeah. But we've just organized it all now because we've been jigging the school around.  

R: [00:23:51] Hmm.  

Cool. Um, right. Let's have a look. What do you think then? Uh, I think I already know the answer, 

but do you think then of the, um, year nine resource?  

GRACE: [00:24:02] I, I think that's too easy that year nine resource, to me, lacks challenge, lacks, 

um... 

I was just having a discussion with the English teacher yesterday. There's, where's the, where's the 

language? Um, you know, when you're expecting children to be taken GCSEs, well starting to, you 

know, they're going to be, they're going to pick the topics. This to me is not a, um, a challenging 

piece of work at all. 

I'm really sorry whoever have made it. Maybe it's a bit of an introduction. This is what we're going to 

be doing about. This is a quick overview. Um, but for me for year nine, it doesn't go in as into enough 
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depth. Um, I get the pictures now, uh, with the picture of Hell, and Satan and everything. Um, other 

than SpongeBob, it was way off! When thought it was for year six, I thought it was a little bit off. 

So yeah, no, I think this. No, I wouldn't use this one in a year nine class at all, because like I say, I've 

got a child in the year below, and this is not the kind of stuff that he gets given to, um, reference or 

read.  

R: [00:25:14] Or do you think that there's a difference in expectations, for example? Um, it's, it's 

probably the same for you, but for certainly for, for myself, when I've taught year five or I've taught 

year six, I tend to, in my mind, see them as older than they actually are. 

So I have kind of a higher level of expectations. Hence why I think perhaps the, the, the Alexander, 

the Great's resource is pitched that much higher than we would possibly expect it to be particularly 

in comparison to the one from year nine.  

GRACE: [00:25:46] Hmm. We expect a lot from the children, you know, uh, considering age. 

Yeah. We expect a lot, um, even look at the year twos, you know, to get them to sit and read that 

when in two years prior we were teaching them ah, beh, cuh, duh, eh, you know, it was a big jump, 

really to be able to read predominantly, um, and I mean, it's one thing then sounding things out. It's 

the other thing, actually understanding, having that concrete knowledge of what things mean. 

So, um, yeah, I think, um, we probably do, there's a, there's a quiet expectation on them, especially 

with things like, for year sixes. You've got the teachers got SATs coming up, they're gonna be 

pitching to them aren't they. But yeah, there's high expectations on them. Definitely. You should see 

some stuff they've been doing, our year sixes have been doing really well. 

R: [00:26:37] Yeah. 

GRACE: [00:26:38] I'm sorry. I was going to go off on a tangent.  

R: [00:26:41] That's absolutely fine. No, so it's um, in, in, in some countries with their schooling 

systems, um, the Nordic countries, for example, the children don't tend to start school until they're 

in until the seven years old until they're around year two. So. As I say the expectation we have, I 

think of our children starting at four or five, and then having what they've got..  

GRACE: [00:27:03] Well this is why, um, this is why so many, uh, schools are going for the continuous 

provision aspect for the young ones, because, uh, you're right in Norway, they don't start till seven, 

but they seem to still have the same attainment further down the line. 

So, you know, it's kind of like, well, they're, they're doing something right. And for us to come and 

get a four year old to sit down at a table and expect them to sit still for 20 minutes or so listening. It's 

hard. It's hard. It's hard. So, um, yeah, I like the continuous provision way we're going with the 

younger ones. 

Um, d, I do feel you need some structure, especially about year two, because if you're going to move 

up into a junior where there isn't that kind of free learning aspect.  

R: [00:27:47] Yeah.  

GRACE: [00:27:47] They need to be able to conform to certain situations. Um, but, um, we still do, 

our year twos do continuous provision in our class, um, because it works, it, they learn and they love 

it. 
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And you, uh, how our year, how our children have come on, even with the lockdowns, since we 

changed teaching style from teacher, that was very much like, you know, they're going to sit down, 

they're going to do the work and this and that, to the way we've got it now, it's, I've seen a 

difference. And, um, yeah, it's just like this whole don't put pen to paper until we've had a really 

good discussion. 

You know, we're talking to the children, we're showing them things, web chats, we're asking the 

questions. It's like, well, "what do you think?" Until they can actually tell us. You know, verbally and 

speak and act and be able to have a conversation. How do we expect them to write it down? Um, so, 

uh, yeah. Um, so for, sorry, um, this, uh, continuous provision aspect, where it it's a lot more, let's 

talk, let's chat, let's do things and, and, and then we'll sit down and have a look at something, um.   

R: [00:28:52] So conversation based learning? 

GRACE: [00:28:54] Yeah. It honestly, you should see, um, I love it because you see at work, um, 

Children that struggled to kind of. Um, do CVC words to not mean they really struggle with that. And, 

uh, writing is a real challenge for them. It's like, let's just scrap it. Let's just forget that for now. Let's 

talk, get them interested, get them, learning things and get the knowledge. 

And then they're like, and then it's like, should we, should we make like a poster or should we do. 

Uh, should we do a bit of an information leaflet? What do you fancy? Should we do it in like even a 

KDWL grid? You know, what do we know? What do we want to know? So that, um, it's them thinking 

about what they want to know and what they want to learn, they're finding it out. 

And then when it comes to writing it down, they want to do it and they know what to write. You're 

not asking them, can you write me this? And they've got to try and remember it, store it, right. It's 

not going to happen to too many processes going there. It was soon as it's kind of naturally flown in 

the head. 

It's easier to then get the pen to paper. I'm sorry, I'm going on a bit.  

R: [00:29:58] That's absolutely fine, what do you think of, of paper resources in general than like the 

resources I've sent you? Do you think that they, that, what, what do you think of the use of them in 

general?  

GRACE: [00:30:09] Um, it's good for. If you want to give them facts and give them things to read and 

learn. 

I do like it. I like giving them a bit of a knowledge base. I do like books. I like, I like anything they can 

do their own research from if they want to. And you know what with, uh, you've got a question? 

Let's find out, but I don't, I'm not necessarily a strict paper person. You've got iPads, you've got 

computers. 

We need them to know that if they've got, want to know something, we can go find out, and it's 

okay if they ask me and I don't know, and it's like, well, it's, let's go check it out on the computer. So 

if it, I love paper thing. I love books. I think if you're going to read something, I prefer a book to a 

Kindle. So for kids, I like having books about, but, um, it's not the be-all and end-all, especially today, 

you know, they need to know how to use an iPad and computer to access information, and it's all 

good, you know, fine motor skills, using the mouse. 

Um, there's lots of benefits. Um, so I like having them, but, um, I wouldn't solely rely on them. Um, 

Just because of today's society and the fact that, um, well, you know what kids are like with 
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computers, where if you say, let's go check it out now on the computer. They're like, yeah, we got 

Google maps up on the internet. 

Um, but what we're talking about? We were talking about holidays, and so we decided to start 

showing them different places in the world, uh, and they're like, asking questions, you know, we just 

it's just go let's, let's do it. And, um, so paper resources, I like them, but they're not the be-all and 

end-all.  

R: [00:31:35] So interactive resources like technological interactive resources, like, like your kindles 

and your iPads and things, how much do you use, do you use them? Are they, are they the main 

form of use that you have or?  

GRACE: [00:31:46] Actually, no, we have, uh, what we've done is, um, a couple of years ago we 

bought 14 iPads through PTA. I, I raised a fund raised as a cause. I'm chairing the PTA as well. We do 

lots of fund raising and within a year we raised enough money to buy 14 iPads. 

Uh, we bought them, fantastic. Now the junior classroom had desktop computers in there, but to be 

honest, they went into the usual classroom, because they use them for research and stuff like that. 

Now the last few months we've done it. So the Infants have the iPads, and the Juniors have now got 

Chromebooks. They've all got their own Chromebook. 

Um, so the juniors use the Chromebooks a lot in their classroom. Uh, they use it for  the work 

because then, at the moment they're not handing books back. The teacher marked the work straight 

as they're writing it, type up comments, you know, that's what the Juniors do. Infants. We have the 

opposite, we should use them more. 

Um, we do a lot more with the interactive whiteboard.  As a joint class thing. Uh, once a week, twice 

a week, we might get the iPads kind of thing. But, uh, it wouldn't be, it's not, it's not regular. Um, But 

th, they are there, they're there, if you need them, it's just, um, yeah, the interactive, big whiteboard 

is the main thing that we'd use. 

Um, and then, like I said, because it was a small class as well. When we go off and do a task, we can 

take one of them back over to the whiteboard and start messing around with it before the day even 

starts, you know, we've um, we do things. Yeah. So, yeah. So, um, yeah, we have, we got enough for 

one iPad per child in the infants. 

Um, if we need it. Uh, but it's not often, but do coding things, but again, coding, I've instead of all 

these, Oh, what's it called? You know, the blocks things that like are in purple mash and stuff. I 

actually prefer the Code-a-pillar and stuff for them because it's more visual. It's they're physically, 

they're physically inputting the code. 

They've got to think about direction. 

R: [00:33:42] Like the Bee-Bots? 

GRACE: [00:33:44] Yeah. Like Bee-Bots but the problem with Bee-Bots, right? Is you input a code. 

They can't see what code they're just input. Hmm. And it's like, well, then they lose track of where 

they're on, they go hang on a minute. So you're asking quite a lot of them there to kind of, especially 

the age group I work with, to think about something, keep it in the head, input it in something, 

without being able to visually see what they're doing, even I forget. 

So the Coda pillar, have you ever seen it?  

R: [00:34:09] Yes.  
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GRACE: [00:34:10] Yeah. I prefer it because you actually, when you input. You, you physically puts in 

the piece in it, it lights up to say it's activated. If they don't put it in properly, it won't light up, so 

they can see and they can, um, you can actually vis, visibly debug uh, if there's errors. 

Uh, so was BeeBot, how'd you get them to debug and that's part of the curriculum. They've got to 

understand algorithms and debugging, you know what I mean? Um, and I find the thing on Purple 

Mash is too complicated for some of them. So this is, I love the Code-a-Pillar for that visual. For me, 

I'm all for. Visual and they can actually physically interact with something. 

R: [00:34:44] Yeah.  

Yeah. The, the resources like, like, um, purple mash. Um, do you, have you used resources, like, um, 

reading eggs or Mathletics?  

GRACE: [00:34:55] Uh, they've got, uh, timestable, timestable rockstars. Uh, but only a few of the 

infants have accounts because, uh, obviously it's timetables. They've got to be, um, so we've got 

Purple mash, we've got reading shed, um, They have easy maths, which is like, um, I dunno if you 

know that one, it's like cartoon characters, isn't it, easy maths. 

They have what's that? The other math one, my maths, um, although the subscriptions kind of 

expired, so we don't have that now. And. There's a few in this and then a few of the free ones as 

well. Um, we've got rising stars, reading books, just have those things. Well, we have some of, some 

of them in school and you can access them online as well. 

Um, we do have a lot of online resources, which is useful for now, but when we're in school, um, the 

juniors are the ones that kind of utilize the online stuff more than we do. 

R: [00:35:54] Right. What about, um, things like class dojo and things like that? Have you seen any of 

those?  

GRACE: [00:36:00] I've seen them. We, we don't, we have a school spider, but we don't have, um, 

there's not a reward system through it or anything like that, which class dojo does, doesn't it? 

R: [00:36:09] Yeah.  

GRACE: [00:36:09] Um, no, we just have, uh, we have a gem reward system at school, which is just a, 

so now like even distance learning, we say gems and we've just got a spreadsheet on the computer 

that everyone can access through Google doc. Um, yeah, so we can all add gems and everything to 

it. Um, yeah, so we don't have like an online system for that. 

It's um, and even the work set, we're using Google classroom to set the work and things, but I have 

heard of the dojo, but we don't have it.  

R: [00:36:38] No. Cool. Fair enough. Right. Do you have any questions you wanted to ask? 

GRACE: [00:36:46] Um, I don't think so..  

R: [00:36:50] No, how did you find that the experience of looking at those resources and...  

GRACE: [00:36:53] yeah, I over-thought it, I was like, Oh, no. I mean, when you said year six. I know 

now I know I'm aware I've got children there, but I thought, well, that's not my strong point. Yeah. 

Um, but yeah, no, um, I am aware of what's expected in year six. 

Uh, I think, I think, um, so, uh, yeah, no, I enjoy it though. Uh, it was just, it's just funny. How, how, 

how much do you look into it? So I kind of decided just scan it rather than really pulling it to pieces.  
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R: [00:37:22] Do you pigeon hole yourself to the early years, too much perhaps, or, do you think that 

you just you're aware of where your strengths lie and that's where you'd prefer to stay? 

GRACE: [00:37:34] Um, I, I love young children. I love the humour they bring and the things they 

come up with. So I I'm, I feel confident within, uh, uh, an older class, but I think my strength is, or my 

interests are with early years particularly. So, um, but I also don't have the, uh, the necessarily the 

kind of teaching experience within an older class. 

So I can, I wouldn't rule myself out with that, but I am, I've got, I've got real interest in early years 

because it's, you know, to me, it's where you can really make a difference in the children. You know, 

I I've taught children that have, maybe have never left mum and dad before for a whole day. And 

they're coming to me. 

And I've got to make them enjoy school. Well, not make them, but you know, I want to, I want them 

to enjoy school. I want them to see as a good experience and I, and that good experience they have 

with me. Could last or impact their entire education. So that's what I find, um, fascinating about the 

early years, the how it's kinda, I feel quite privileged to have that much influence on someone and 

that much trust from other people that. 

Th, they give me the children our age, because I like, as a mum, you don't leave your child. I wasn't. 

But, um, yeah, the way I'm, I'm the, I'm their mum to the, help them when they fall over, you know, 

and want a cuddle, especially now. Gosh, cause I said to the parents, so when we came back from 

COVID the first time went, look, if you've got a problem with me getting towards your child, please 

know now, if they need a hug, I'm giving them a hug. I said, I can't do that. So, um, yeah, I, I love it. I 

think, um, cause I did nursery before this, and I did love that. Uh, but I had a big decision to make in 

terms of, um, job security and pay. So that made me move to the, uh, reception to year two. But, 

um, I'm glad I did because, um, You get a lot back from them and, um, they're great. They're great. 

Just, you know, you just ask them, um, uh, one of the kids was like, do you know what a group of 

rhinos is called? 

I'm like, I'm like, no, what is it? And like, it's a crash. I'm like, wow. How did you know that he went, 

my brain told me! 

R: [00:39:59] My brain told me! 

GRACE: [00:40:00] And it's Just things like that. I love it. And they can make you cry with laughter. I 

mean, they can drive you mad when you're trying to think, or how are you going to get this? How 

well, but they, um, I love the way the mind works and they will just sap everything in the one child. 

There are two children after our space theme went home and their parents had to completely 

redecorate their room into space. Yeah. It's things like it has such an effect on their little world. I, 

sorry, I'm getting really funny about it. I'm like, Oh.  

R: [00:40:32] That's absolutely fine. No, it's good.  

GRACE: [00:40:33] Yeah. So for me earlier is are, is I adore it. 

R: [00:40:39] All right. Thank you very much. I'm going to stop recording now unless you have any 

questions for me.  

GRACE: [00:40:44] No, no, sorry. I'll stop blabbing on.  

That's fine. Stop recoding... 
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Appendix 4 

Transcriptions of focus group conversations. 

1: focus group 1 

Final interview, Willow, Olivia, and Grace. 26th March 2021. 18:01. Duration of interview: 57 mins, 48 

sec. 

WILLOW: [00:00:00] Liked it up. 

R: [00:00:06] All right. Should all see a recording thing, pop up in a second, there it is.  

OLIVIA: [00:00:10] Yes. Recording has started.  

R: [00:00:12] Yeah.  

WILLOW: [00:00:13] Yeah.  

R: [00:00:14] Hopefully it won't be too difficult to do the transcription for four people, but we'll wait 

and see. Right. Is everyone okay?  

OLIVIA: [00:00:23] Yes. 

WILLOW: [00:00:24] Yes. Thank you.  

R: [00:00:25] Excellent. Um, have, has anyone got any questions about what we've done so far up 

until this point? 

OLIVIA: [00:00:33] No, it's clear.  

WILLOW: [00:00:34] No, it was clear. Um, Yeah. Brief was clear too, so, you know, it's fine.  

R: [00:00:39] Excellent. Good. Um, what are people's thoughts on kind of, has anyone been thinking 

about it more on their social identities since we've started, has it actually popped up in your heads a 

little bit more or, as anything we've spoken about, kind of jumped into your thoughts during the last 

few weeks that you thought about a lot of the time? 

OLIVIA: [00:00:58] I think you, perhaps, are more aware of things when you think about them, like 

you, you maybe notice things a bit more.  

R: [00:01:12] Yeah. What sort of things? 

OLIVIA: [00:01:14] Um, just sort of in, well, in relation to the things that we've discussed rank in 

terms of your own identity and the identity of your class and classes that you've had in the past. 

And you sort of reflect more and think, could have done things better, or where can I go in the 

future with this?  

R: [00:01:34] Yeah. Has, um, has any situations change where you've had to think about more of the 

identity of others in your class or your identity in any point within the last little while?  

WILLOW: [00:01:44] Yeah. So my new school I'm supplying next term. They're majority EAL. I think 

I've got one child, it's a small class, about 11, there's one child was actually. Um, British and English, 
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and then there's one, who's half Scottish and then half, um, Brazilian, which is interesting, but the 

most of them are from the middle East or Russia or Eastern Europe. 

And it was really interesting meeting them because, it was just like, everyone is different in this 

class. All 11 of them are from different places. It was so nice. Um, and then I was thinking, Oh, and 

then I have a couple of them were from the Middle East. And I thought, well, I'm from the Middle 

East. So I was thinking maybe I'll do a little Arabic lesson with them to see when I meet them, like 

next time. 

And then, yeah. So that was really interesting. And then I thought about, oh, well, who am, they're 

going to be wondering who I am, cause they, they didn't, no one commented like on my, on my 

name or last name or anything. Um, but it will be interesting to see, you know, when I do the 

introduction to the zoom, to the parents, if they are, I'm going to introduce myself as, Oh, hi, I'm 

from here. 

I'm from here. I studied here. I studied there. So it'd be nice for them to see that I'm from two places 

as well, because they're from all different places. So it's really nice. It's quite international. I didn't, I 

didn't think of it. I didn't think it would be that international. I thought it would be majority British 

English, but every single one is from a different place. 

 So that'll nice.  

R: [00:03:05] Have you found, or have you thought that you thought about yourself from, um, more 

of your international, um, social identity since you've gotten the class that has this large amounts of 

social density than you initially did in your previous class? 

WILLOW: [00:03:18] Yeah, for sure. So my previous class, um, the majority, um, the first language 

British, um, maybe, maybe two or three who are from, one's from France, one's from Saudi, so it 

was completely the opposite. So yeah, so thinking about me and where I'm from on, but I've studied 

abroad. So one boy speaks Russian. I said, hello in Russian, and he was like, surprised, like, how do 

you know Russian? It's like, Oh, I lived in Kazakhstan. So it was really nice because they. I suppose 

they can't, you kind of talk to them on that kind of level. So, yeah, it was very interesting. It was very 

interesting. I was thinking about your topic when I was on my transition days. 

R: [00:03:56] What about you Grace? You've got a new boy in your class.  

GRACE: [00:03:59] I do. Yeah. And that's like amazing for us because it's the, we've now got our first 

child in 150 years in school with English as an additional language. Yeah. It's because we're a small 

rural primary school. So it's kind of farming community.  

OLIVIA: [00:04:13] Yes. Yes.  

GRACE: [00:04:15] Quite a middle class, upper class area maybe. I don't know. There's some wealthy 

people. Um, so this Polish family I found, um, without actually, uh, kind of knowing more about the 

family, I've found myself judging them as Pol, because this boy's Polish, I've been worrying about, 

uh, well, cause his trainers were too small, I'm like, well, should I give him my son's trainers? 

Cause, uh, you know what I mean? And I'm, they're kind of, I'm feeling like. I'm, I'm putting the 

typical, not typical, but you know, I mean, I'm kind of stereotypical judgment on income and things 

like that, especially because they've moved into the council house. Um, so yeah, but it's amazing. 

Cause he's got so much culture and um, we've now we're aware. 
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We're not very culturally diverse because of um, they're all white British, you know, the farmers in 

the area for ages. So for this, uh, Polish boys joined, we've now got a Polish signs up for days, week, 

we had loads of things, um, to make sure we're. Kind of, um, taking account of his identity and his 

culture, uh, to make him feel welcome, because otherwise we were worried that he was going to be 

a bit like, whoa. Um, so yeah, so that's really cool. Um, I'm really enjoying it though. I've learned a bit 

of Polish. Czesc is hello. Papa is bye, uh, da, I think he keeps saying da or dak for yes or some things. 

So, uh, yeah, we'll get, we're getting there. We're, I'm starting to teach Poe. 

We did the Polish register the other day.  

WILLOW: [00:05:42] Nice.  

GRACE: [00:05:43] Um, so yeah, just a little bit, but, um, it's nice having that bit of culture come into 

the class and making you think more about, okay, well, where does he come from? Who is he? And 

then a lot of the children had been thinking about, well, who were they? So I did a little bit of Gaelic 

in the class. 

Um, cause it was St. Patrick's day, and I'm part Irish so, um, we were teaching the kids about that 

and we have a bit of a culture day, which was nice. Anyway, sorry. I'm rattling on.  

OLIVIA: [00:06:09] No! It's really interesting.  

GRACE: [00:06:12] It's exactly. I did. I did my uni paper on inclusion and, um, I, I picked him as like 

my focus child for it. Cause it was so interesting to see where we had to go in our school to kind of 

help include him. 

So... 

R: [00:06:29] So you, you, you, um, Use the EAL aspect of your child in the inclusion aspect, which is 

interesting because quite often, a lot of schools, they tend to miss out the concept of English as a 

second language as an education need. So that's, that's quite, it's quite interesting that you chose to 

do that. 

That's good.  

GRACE: [00:06:45] But there's loads of things that you can link it to. So I was fascinated with the fact 

that I could go into so many different areas and think about, you know, how we create the 

environment that we're in and all sorts to be inclusive. So, yeah. Um, I did pretty good on that. I got 

my mark back the other day. 

R: [00:07:02] Excellent. So have you found that working with, um, the new international child or, or 

new international children in your class or new EAL children, that changes how you resource even 

for the other children in your class that goes to any of you really? 

GRACE: [00:07:21] I'll jump up there if you want. Um, we've been trying to make sure that we, um, 

you know, because the way you promote yourself as adults, uh, kind of shows the children how to, 

um, include people. 

So we've been making children's resources in Polish and English in case they want to learn stuff. Um, 

you know what I mean? Cause it's fascinating. He will go fluent Polish and they've been interested. 

So we'd been making resources that are tailor-made to our children from English to Polish and then 

his Polish to English. 
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Um, just because, um, Uh, just because we wanted to. We've also broken down a lot, the D the day, 

which has benefit for a few children and, you know, for him to understand, uh, our routine as a new 

pupil in the school anyway, we've kind of got loads of pictures up of the sequence of the day for him 

and it's in Polish and English, but it's also helping some of our children that, uh, have a few quirks, 

you know, um, and, uh, that's benefited them. 

So we've kind of provided it for everyone. Um, yeah. So that's my input on that. 

OLIVIA: [00:08:23] Um, I think I would absolutely agree because I mean, I, I, it sounds like I'm more, 

you know, I've worked with younger children and, you know, the visualizing the day, it helps 

throughout so that, you know, that just reminded me and I can, you know, basically completely in 

agreement. Cause you know, Students have such curiosity about each other in the world. 

And it's, it's really, you know, harnessing that makes everything more effective. I think when you say 

you're looking at things from the child's point of view as well, so yeah, no, I think nothing more to 

elaborate. Yeah.  

R: [00:09:11] How about yourself Willow?  

WILLOW: [00:09:13] Um, so I'm going to have to really think about my resourcing because obviously. 

It's so different and the classroom is quite bare because they've just moved into a new building. 

There aren't any resources. So I'm going to think about a lot of visual aids, and visual vocabulary 

maps and things because the focus I think is for them to access the curriculum better because they 

weren't accessing it before. 

And I've not had to do that for mine only maybe one or two children who've come into the class. 

Mine is more like up levelling trying to get them to like, be more creative. So now it's interesting 

because I really do have to think about my resourcing and my planning as EAL for them. 

GRACE: [00:09:59] See this. This is where you could do that whole developmental, um, you know, 

where you decorate the room to what you're teaching at the time. 

So they kind of decorate with you. You could do that if you've got a bare wall. 

WILLOW: [00:10:11] It's all bare, so I was thinking of doing that because we're going to do the, 

Kapok tree. I've not done that before, so be nice. And then I thought we could make.  (what's that?)  

It's a year four textbook that's mo, based on, um, this tree, I haven't read it yet, I've ordered it from 

Amazon. 

Um, but it's descriptive writing. They've just done persuasive writing. So this descriptive writing, it's 

like a six week plan. So I feel I'm going to get them to make the tree, and then we could write names 

for the tree and all the different languages or something like that. I'm going to get them to make it. 

Um. 

I only have them for English and maths though. So I have to do it in the English. I've got to try and 

mix it in. Um, so we'll see how that works. Yeah. Hmm. It's different. It's different. I have to think 

about things a lot differently, but yeah.  

GRACE: [00:10:54] Do you know what we've done with our tree, uh, to kind of try and incorporate all 

the children's lives we've got, uh, we, we've kind of, we've got this tree that we made out of like 

loads packaging paper, and it's all up the walls and into the roof, and then it all dangles down and on 

the leaves that dangled down with pictures of the children and the families. 
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Yeah into the day. And so they can, it's kind of a bit of a talk and thing. Um, so they can all see about 

brothers, sisters, family, how everyone's different.  

WILLOW: [00:11:21] Good idea. Maybe I can get it to dangle from the ceiling.  

GRACE: [00:11:26] It was those tiles, you know, the tiles that you lift, that can kind of be lifted up, 

like, um, chequered on the ceiling, and so we lift those up and hopefully, and hope you go back 

down. Okay. Cause one of them, we couldn't get down flat, but, uh, yeah. That's how we managed it. 

WILLOW: [00:11:42] Okay.  

R: [00:11:44] Excellent. Um, so from, from an identity level, when it comes to the language of your 

children, obviously, then that starts to come into the idea of the social or the racial aspects of your 

classes as well. 

Um, and in terms of resourcing, when I'm sure the three of you must have seen on the news 

recently, the issues that's taken place in, in Batley grammar this week with a teacher, a teacher who 

decided to show a picture of, um, a cartoon picture of the prophet Muhammad to his class in the 

middle of an RE lesson, and Batley Grammar being 90% Muslim. 

It hasn't gone particularly well for him.  

WILLOW: [00:12:21] No, I haven't read that in the news. And I'm going to Google it right now. Why 

was that?  

R: [00:12:25] It's been fairly, it's been fairly prominent over here. So my, my, my question really 

about that is, is how comfortable do you feel in general, in, in resourcing for other cultural traditions 

or problems, not problems, cultural traditions, or aspects, um, for your classes, and do you think 

you'd stay clear of things if you didn't feel that you were satisfactory knowledgeable about it without 

making that step to actually, or would you find out more before you did it and still go ahead.  

WILLOW: [00:12:53] Ooh, good question.  

GRACE: [00:12:55] I would, I'm one of those people that I, I'm probably a little bit gung-ho and stuff, 

but I, um, I would, I would go for it and kind of use it as learning curve, but make sure, see, I'm one 

of those people, I tell the children that we don't know everything as adults, so we kind of use it as a 

journey together. 

And if it was about another child's culture, I'd tell them to correct me if anything's wrong. Um, I'd 

probably get the family involved as well, to be honest and say, look, you know, it's all new to us. Um, 

this is what I want to do. If there's anything you can give me that, uh, that kind of the right way of 

going about it, let me know. 

Or if there's anything you want me to stay away from. Uh, but I, yeah, I'd give it a go and just hope 

the fact that I didn't upset anyone, um, in my naivety, uh, so that that's me, but I'm one of those 

people I'm willing to kind of go hands up. Okay. I've made a mistake. If I did do the wrong way and 

hope that no one took offense,  

R: [00:13:43] How about yourself Olivia? 

OLIVIA: [00:13:46] Yeah, uh, um, I'd go along similar lines. And also depending on the culture, some 

children might not be comfortable correcting you or questioning you, um, as a, as to them a figure of 

authority. So it's getting to the point where they feel comfortable in the class, that they can do that, 

um, through, you know, different ways. 
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It could be sort of, you know, approaching you, but quiet moment, but. In my experience, sometimes 

not every, not all cultures are as confident about questioning us as perhaps in the UK. But you know, 

if you've got to, to get to a point in the class where everyone feels that what they have to say is. Is it 

important that they'll be listened to? 

GRACE: [00:14:46] Yeah. See, we're quite lucky with that because we've got well, which, which one 

of you has 11 children in the class. Is that Willow?  

OLIVIA: [00:14:53] Not me, that's my dream.  

GRACE: [00:14:55] See, I'm an, I've got 12 in my class, so, um, the, for, they all in my class, we're 

looking at that they will have, do you have a voice and if they say something they can be heard, so 

for me, that whole prospect, I mean, your class is probably my entire school. There's 32 in the 

school. So, um, yeah, so we're lucky enough to make, that little voice can be heard and they do feel 

confident enough because the two teachers and 12 children, um, we've got that time where we can 

make the space and we've got the different areas and it's not like there's, um, there's always an area 

where something's not really going on and quiet, like you're saying quiet space. 

So, um, yeah, yeah, yeah.  

R: [00:15:40] Interesting. It's one of the major topics that have come up from our previous 

conversations and with the conversations with other, um, participants has been to do with, um, 

almost a parental identity feeling when it comes to teaching and how, how a lot of the teachers tend 

to take, uh, almost a parental role or a guiding role in their children's lives or in their people's lives or 

feel like they are, when they're, when they're, uh, they're teaching. 

How realistic is that for your identities? Do you feel?  

WILLOW: [00:16:13] Um, I don't feel that I do that, or I try not to do that. Um, because I really want 

to set a boundary. It's like, I am your teacher, not your friend and not your parent. So there might be 

something they might feel more comfortable chatting to me about than their parent. 

Um, and at the same time, I don't have that comfortable level with them because I have to set that, 

stand back. So I. I maybe because I don't have my own children. Maybe that's another reason why I 

wouldn't feel like that. Maybe if I had my children I'd feel differently, but I feel very much like I'm not 

the parent and I'm taking, I'm responsible for them. 

So I'm like in locum in whatever it's called, during the class. So I'm responsible for their safety and 

their health and wellbeing, but I'm not their parents. And I really try and like emphasize that a lot.   

GRACE: [00:17:01] Yeah. See, that's like the opposite of me. Oh, uh, yeah, for, um, in, in my class, I 

feel like. Um, cause I am a mum as well, and I've got the difficult thing of, uh, one of my children is in 

my class. 

So to me the whole, um, every child is getting treated the same. If they fall over, they hurt 

themselves, I scoop them up, they get cuddles, even now with COVID, you know, it's just, um, yeah. 

And, uh, things, I, I know manners are ingrained anyway, but yeah, we need to take that kind of role 

of, you know, we're going to help you to gain your independence, and this is how you should do it. 

And also, uh, it's a very small community. So my friends are my students' mums. Um, so they know 

me outside of school as well. So I'm, I'm kind of their friend's mum. I'm their mum's friend and I'm a 

teacher. So for me, I, uh, yeah, I feel a big, uh, Yeah. Role. 

WILLOW: [00:18:03] Wow! 
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OLIVIA: [00:18:03] That's a lot of hats to wear! 

GRACE: [00:18:05] They're my extended family. So we do say our school is a family, not our school. 

So that's, that's our viewpoint on, uh, yeah, I know the other teachers are the same. They kind of, 

um, they would quite happily take any of the children home if they needed to. And some, um, before 

actually they've taken them to cinema because they know that the parent might not be able to. 

So they've taken the cinema to go watch something. It's kind of, very, um, probably more so blurred 

than it should be, but yeah. 

R: [00:18:36] How about yourself Olivia? 

OLIVIA: [00:18:38] Oh, I think, some depends, what's year group, what age group that you teach. 

Um, I've regularly been in settings where I'm the only Early Years teacher who isn't a parent. Um, 

and sometimes that does, I feel sometimes parents will perhaps treat you a little bit differently in 

the sense that they know you're not a parent. 

Um, and they are entrusting their, you know, their youngest children to you and often I think, I 

don't, you know, also there, there's a bit of a bias in gender and early years. There's so many women 

and, you know, I've met a handful of guys and studied with a handful of guys, and I do think it should 

be much more equal, but it's not and the same in secondary. 

In the STEM subjects, mostly men. Um, so I think it is important to have boundaries and to know 

that, you know, they are students, but they're not your friends, but also you do care for them. And 

at different ages, children do need different levels of, I think, involvement and, and they develop as 

well, you know, w, all the children, uh, I'm sure, you know, There's more humour to be had and sort 

of a bit more back and forth. 

And then with younger students, a lot of it is you’re, you're teaching kind of personal skills as well as, 

you know, the fundamentals. So it really, it does depend, I think. On, on you on your circumstances 

on the school as a lot of a lot of variables, but yeah, I have felt particularly in Egypt, some, a sense of, 

well, perhaps you're not as knowledgeable in this area because you're not a parent. 

And then maybe if I was working in a, in high, uh, you know, four, five, six or secondary it would be 

different, but there's a bit more blurring of the boundaries, I think in early years.  

GRACE: [00:20:55] So you would have also been judged. I know this for a fact because I, cause I'm a 

parent as well as the teacher. Um, I heard the parents, that we recently advertised for the position 

for key stage one, so reception to year two and, um, out of all the people that were getting 

interviewed and everything, when the parents found out who was picked, she's an NQT, uh, no 

children yet about to get married. 

And there was a lot of judgment and actually things were said in terms of, well, what happens when 

she's going to go have a baby, she's going to just disappear kind of thing. Um, In terms of, uh, you 

know, them thinking, oh, well, she shouldn't be teaching cause she's not kind of got her life yet. 

She's going to disappear. 

So the fact that, what does she know about children? That that was definitely sad, um, to the, to the 

headmistress about concerns on teaching. So one person actually arranged a meeting, they were 

that concerned.  

WILLOW: [00:21:50] Wow.  
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GRACE: [00:21:50] Because the previous teacher was, um, uh, had been there 20 odd years. She was 

amazing. Really, really good. 

And they were so concerned that they've actually left the school. So, so much so.  

Because they were so concerned about it? Wow! But she's trained, you know, she's to train teacher. 

That's interesting. 

OLIVIA: [00:22:07] Actually, exactly.  

GRACE: [00:22:10] That's just a mature mum who wanted the best for her young child. Like you say, 

who was coming in and she wanted, she felt that, uh, the teacher wasn't the right person to give him 

that chance. And it's ridiculous because if my opinion is yes, this teacher of 20 odd years was 

amazing, but actually the new teacher, she's got so many new ideas that are working so well. And 

the old teacher, even admitted to me that she'd kind of lost that umf, and kind of the, um, so yeah, 

this new teacher is amazing and, um, yeah, she just failed to see that past, like you say, you've been 

having no children and things like that. 

R: [00:22:45] Yeah, it's interesting. Because up until up until the 1950s with the change in the way 

Britain's entire system, the introduction of the social system, it used to be that teachers themselves 

were actually not allowed to be married. So, it's an interesting concept of, of is that because they 

think that the teachers shouldn't be able to take time off to have families or kids and that sort of 

thing, they should, their minds should always be on the teaching. 

Um, and then as you say, the reverse of that, how much do they know about it if they haven't had 

their own kids and that sort of thing. So that's, that's, um, So that's a fairly interesting aspect that's 

come...  

OLIVIA: [00:23:18] I think, have you ever felt judged for a having children, or not having children as a 

teacher R? This might be a complete digression, but like you're a male teacher...   

R: [00:23:30] As a male teacher, it's interesting. Particularly as when I've taught early years and 

when I've taught key stage one. Yeah. There tends to be a problem. A problem that people do not 

trust men as much to teach the younger years as they do when they're teaching the older years. Um, 

they tend to, uh, that's, I think that's also why you find it's very few men who tends to teach the key 

stage one or the early years, because I think innately people think that A) men, men are going to be 

more strict teachers, which isn't necessarily the case either. 

Um, and also they expect them to want to teach the, it sounds obviously, clearly it's, it's a sexist, it's 

a sexist concept, but I think they expect them to teach the more difficult subjects like maths or 

English. So they push them forward or have the idea that that's what they should be doing. So if 

they're not doing that, there's always a bit of suspicion as to why. 

Um, and to a point where I've never had that problem when I've taught key stage two, and 

particularly didn't have that problem when I taught secondary. Hmm. So, and then obviously there's 

that major difference in secondary where you have far more men than you do tend to have women. 

So there is a very large discrepancy between the genders when it comes to the different phases of 

education, um, and ages as well. 

I've also tended to find that you find a big gap between very, very young, early starting teachers in  

the early years, or much, much older. Coming to the end of their career teachers in the early years 

and no one in the middle, they don't tend to be there from, let's say their third year of teaching up 

to the seventh year of teaching. 
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Those people tend to be higher up in the school. So it's, it's, um, an odd one, but if you understand 

what I mean by that, it's, it's, it's usually the younger or the very much older people who are 

teaching the younger children, kids. What do you think of all of that? 

GRACE: [00:25:23] Well, do you know what the, the male thing, I mean, when we had, um, we had a 

student teacher and he came and he was so good, um, it was a bit of a brush, breath of fresh air. So 

from a teaching point of view in staff, we'd welcome a male in, but like you say, the probably would 

be a little, a little bit of, um, You know, maybe parental concern in the early years classroom. 

There wouldn't be a blinked eye in the juniors I don't think, but yeah, we did have a male interview 

for the post, but he just, um, he didn't, I didn't gel with them and I know he came across in the 

wrong way. Um, so he didn't get the post, but, um, it would have been great. It would have been 

lovely in theory to have him there, but he just wasn't quite right for. 

Who he was against and who we wanted. So, which was a shame. I think he thought he was going to 

get his hands snapped though. Cause he did very, question. When he found out you didn't get the 

job, he did question it and ask why. 

R: [00:26:23] That expectation that they can walk into a job.  

GRACE: [00:26:28] Yeah, I think it was. 

WILLOW: [00:26:30] Like, unfortunately that expectation is true. So a friend of mine went for a role. 

Very experienced teacher. Didn't get a second interview. She was up against two, um, male teachers 

and it was for a senior leadership role. And I'm really surprised because I know her, like she didn't 

say anything, I'm the one who thinks this. I was just very surprised that she didn't get a second 

interview. Um, so, and the school I'm at now, the main, like people in charge are secondary teachers, 

male secretaries teachers who've come to work in primary. And I find that very interesting. So they 

were in secondary and now they're in primary, specialist teachers. 

I just find it. I just find it interesting because, although they do have a reception, a male reception 

teacher, he's very, he was very nice. Um, yeah, I just think it's just, unfortunate. It would be nice if, 

but when I worked abroad, lots of male teachers teaching all across the key stages, I think it's just UK 

for some reason, because they were like loads in Poland, loads Kazakhstan. Um, yeah.  

Loads of, loads of male teachers. I think they just all go abroad. They don't want to stay in the UK. 

Yeah, I think that's, I think that's it. All the primary ones, they go abroad.  

R: [00:27:57] That's interesting. And do you think when it comes to, to, um, the, the hierarchy of, of 

schools, the, the, the senior leadership teams, et cetera, that there's often a far more an expectation 

for it to be a male head teacher or male deputy heads than there ever is generally in females? 

WILLOW: [00:28:15] Yes. Unfortunately, I don't know. I honestly, I don't know why, if someone asks 

me why I wouldn't be able to say why. But yes, that's what I see. And that's how I feel.  

R: [00:28:25] And what do you think Olivia?  

OLIVIA: [00:28:27] I agree. It's, there's an unbalanced, SLT division of gender. Um, some of that 

could be perhaps a lot of female teachers are expected to do, what what's the expression, the third 

shift. 

Like after work to do more in the house, and to look after their own children than a male teacher 

would perhaps. Or, you know, some people are socialized differently as well in the sense that their 

personal achievement is to, it's solely in their career. Or some, you know? To have a fulfilled life it's, 
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it's more rounded. Also. We live in a biased. Most societies are quite biased. Um, in terms of who is 

in power, tends to be men, it's historic, effects of historic oppression. Isn't it really? Yeah.   

R: [00:29:25] Yeah. I think that ties in quite nicely with the concept of the bias angle. I think it's 

interesting when I started the, the study, it's try and get participants. That's my pool of teachers who 

were not from white, British middle-class background was quite small anyway. And then the, the, 

and I'll have to try and get meetings with these people eventually to have talks with them about this, 

but the, the willingness to take part, to discuss things, wasn't quite as easy with those who I know 

who are not from that background. Um, which seemed to be, to me, kind of quite, not necessarily 

counterproductive, but counter, counter, taking counter measure to the ability to actually have your 

voice heard. Yeah. Um, I do think, I mean, is something that is clear from studies that there are, 

there was a majority male, white teachers in secondary and a majority, female white teachers in 

primary. 

Um, again, this ties back in with what's just happened with Batley Grammar and equally with other, 

a number of other situations that have taken place. Do you think that there's an issue with, with 

addressing social problems or social issues, if you are not in the hierarchy that has any ability to 

change that? 

WILLOW: [00:30:53] I think a lot of people put a lot of pressure on teachers to, to fix society where 

really, it might be, the government that need to help and more support outside. Like where are the 

community centres? And I was little, I had a community centre. I went and did the community 

centre, and so my parents were supported by a community centre. 

They closed down. Um, and also my parents were really involved with me when I was little, and I 

know for a fact from, parents, so if I look at my class at the moment, the one I've just left and I was 

watching them today, so we had a, we had a board game party cause I was leaving and the ones who 

could actively sit down, it was very deliberately a board game party, and actually play a board game 

and have the patience to sit and play a board game, were the ones whose parents work with them 

all the time and the ones who couldn't and had to go and move around and just didn't want to do, 

wanted to pay truth or dare, wanted to be cool, are the ones whose parents don't work with them 

and they don't have, they don't have that. And I think it's, they put a lot pressure on us. And what 

were they saying? They were talking, oh, it was in the news. When was it, last week? Another thing 

they want teachers to do. 

And I thought that's the parent job, not a teacher job. Like we can help. Of course we can, we can 

teach it. We can do it, but, oh, for example, um, there was an issue. If there's an issue on WhatsApp, 

it's like, well, WhatsApp is for 16 plus, what can I do? I, I'm not with your children in the evening. 

Why aren't you monitoring their phones? 

You know, it's like, there's a lot of things that they make. I can't remember. I'll remember the top of 

my head, what it was in the news that they said, Oh, teachers should teach, teach them. And I 

thought, again, you were putting the emphasis, like teachers need to fix this. Whereas actually 

society needs to fix it. 

Not just teachers, we should all try and do it together.  

R: [00:32:36] That's a very interesting point you've made, what are you? What do you think about 

that? Olivia and Grace?  

OLIVIA: [00:32:42] I completely agree, we're, we're expected to be miracle workers when it comes 

to the children coming into our classes in, in every, in every way. 
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Um, and often with very limited budgets, limited time, and we'll do our best for our students 

because you know, you, every one of them you want them to do well and to achieve, and you know, 

you see them grow so much from, from, you know, when they first come in. But also, yes, there's 

been a, oh, well, like, I guess nurses, we're easy targets aren't we? 

Yeah.  

GRACE: [00:33:26] Yeah. The thing is though, at the moment as well, there's this whole thing of 

children have missed out on their childhood. You know what I mean? They've missed out on all the 

experience. Do you know what my lot haven't, my children haven't, but that's because I take them 

for walks and do this. Yeah. You know, there's a whole thing about, Oh, um, I mean, I'm totally all for 

it. 

Don't get me wrong, but there is this whole thing about, right, school needs to, one school near here 

is doing a week of just outdoor fun, games, activities. No, no lessons. It's, they're just going for it for 

a week, which is amazing. But on, on the whole thing of, well, the children have missed out. No, they 

haven't. They've only done that if the parents haven't been with them or sat in front of a screen, 

that's, that's what gets me. 

Um, I, you know, like I say, I'm all for it. I do forest school, a love thing anything that's out there and 

stuff, but them saying that, you know, we, as a school need to fix it and kind of given them these 

experiences. It's like, well, no, hang on a minute. We had months off where they could have done 

this with their parents. 

WILLOW: [00:34:19] Yeah. Yeah, they could, they could have, yeah, exactly. 

GRACE: [00:34:22] Sorry. Little rant off me.  

R: [00:34:26] I think that comes up to the idea of dual expectations. I think, I think, um, you raised a 

good point, D, where you said about the societal expectations on teachers. I mean, there's regularly 

the idea from, even from early years where you have parents who bring children in, who they expect 

the teachers to potty train, their parents, to potty, train their kids, to teach their kids how to use a 

knife and fork, et cetera. 

From the age of four upwards, when they should be doing that at home, it could be argued all the 

way up to people, releasing songs on YouTube, talking about how schools never taught them how to 

fill out tax forms or how to, um, fill out application forms and things that, again, parents could easily 

sit down with their teenagers and work through and explain daily life issues. 

Um, so that's, uh, an aspect of expectation on one side of society on teachers. Do you think the 

teachers also have an issue of, and created identity of needing to live up to these societal 

expectations where they feel like they have to do far more than they're physically or even mentally 

capable of doing for their, their, their pupils?  

OLIVIA: [00:35:29] Um, I think a lot of teachers do too much and that's why there is a, there are high 

rates of burnout, but also that comes from, it's top-down as well. Even if you're, you're hard on 

yourself in, in the schools I've worked in, there is generally someone in a higher position who is, 

perhaps doesn't have the same experience as you do, and is quite keen on you to always do that bit 

more and a bit more. Um, and often if you enforce a boundary. It can be met with, um, an attitude 

of perhaps you're not a team player or don't you care enough about your students or that kind of 

thing. And it's actually, I've worked in other environments, um, and we do ridiculous hours and 

ridiculous amounts of work for actually a salary that's not, not in the, all right, there was an article 
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this week about Goldman Sachs. Um, Uh, new starters, new graduates saying, you know, we, we 

work all these hours, um, and it's, it's not great. And I thought, no, it's not great. It's nice that you're 

speaking up, but you are compensated very much for that. 

Whereas. Everyone who goes into teaching, none of us are in it for the money, you know, and I think 

it does need to change. We do need a lot more staff, more support, more resources, but you can't 

magic them out of thin air. And I think if it was. Expectations were better managed. More teachers 

would still be in their profession, but I'm just looking at my PGCE, say a vague, vague group of like 20 

people, I, I know, um, a good 15 of them aren't teaching anymore. 

And I know there were more people in the year, and I'm not mega in touch with all of them, but 

that's a lot, you know, and we all started on the same level of like encouragement and we're going 

to do this, and we want to become teachers, but the pressures are ludicrous. 

Well sometimes like I, I went to a primary school, much like the one that, um, T, that you work in, 

and it was a lovely experience. I loved it. There were 23 kids in my school, and when I went to 

secondary it was a horrific shock. I went from like 23 to 1800. So I know how wonderful it can be  to 

be in a small school in a lot of ways, but then also, you know, I've worked in, in schools, in cities and 

it's, it's really different. So yeah, I think it's a lot of unrealistic expectations really. Yeah.  

GRACE: [00:38:27] We have around here, like, um, I don't know if you guys have this, we have like 

something where there's an "in" school. Now it tends to, uh, cause we're like, uh, there's a cluster 

of, uh, rural primary schools. 

Um, and yeah, there's always like that "in" school. And you have the group of parents that will move 

their children around to the school that's "in", so for us, those social expectations. You, you know, if 

you want to try and match it, with the other "in" school at that time, you’ve got to kind of try and, 

um, jump the hoops and do that. 

I mean, we've never, (place) has never been the "in" school. It's, it's a lovely school and it, but it's 

just that village that's in kind of the middle of a few villages. And, um, unless you kind of drive in 

through it, uh, it's a very kind of, um, an older community. Um, and the house prices put people off 

and things. 

So, yeah, so w, our school, um, just, just as much as any of those other in schools, if not more, to be 

honest, because we can, because of the numbers. Um, but, um, yeah, but we've got to kind of live 

up to what the parents want. And then we're finding at the moment that we're starting to get these. 

Uh, parents in a very, because we can tailor what they want, the children, children, we're getting the 

parents that have realized that, uh, but with them, we're starting to get these pushy parents. 

One of them is a teacher, uh, or was a teacher, and works for twinkle, and, um, yeah, yeah, yeah. 

You know exactly what I mean. Um, you know, in the reading, uh, record, it's not just a little 

comment going, they've read from pages nine to eleven, it's a case of we have a full breakdown of, 

uh, uh, the high frequency words they know, the phonemes they know, and you know, and what the 

parent thinks, what should we, should be doing with them. 

But unfortunately, what the child seems to do at home is not what they do at school.  

So much so I actually videoed it. There's that much pressure from these parents, I videoed them 

doing a reading assessment, just to go, see! See! They're not reading, they've made up, they've 

made their own story up on this reading assessment. 
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And it's not, I, the picture of the page they're reading and them reading. I know, so I've got this 

ready, cause this parent wants them on like past phase five. You know, they want them at the end of 

the, uh, the kind of key stage one reading books, and reckons they're fluent and everything, but they 

haven't even got a hundred high frequency words down yet. Sorry. Yeah. So we have lots of 

expectations that way from people that are kind of, they want you to kind of meet, uh, what they 

expect you to do, and they think that their child is the only one that we have to, uh, accommodate 

and, uh, yeah. 

Yeah. Sorry.  

OLIVIA: [00:41:09] No, I feel you completely. 

GRACE: [00:41:12] You should've seen lockdown. Uh, she had her own learning journey for the thing 

with the whole of the, uh, all the, um, EYFS and everything marked off what they'd done, 

observations of everything. Photos! Yeah, it was... 

WILLOW: [00:41:27] Baking cookies. That's what you should do with your child. Let's bake some 

cookies.  

GRACE: [00:41:31] She's got her own numicon and everything there. Yeah.  

R: [00:41:38] Then do you think that, I mean, I think we've all taught parents, taught children of 

parents who would send in, for example, two hours’ worth of homework when the children were 

only eight or maybe a little bit older or younger, and we've all had those sorts of parents. Do you 

think resourcing for those sorts of kids when their parents are bound to look at the resources you 

sent, does that make it any more difficult for you? 

GRACE: [00:41:59] I feel like there's an expectation on, so what we tend to do is actually, um, we 

tend to try not to resource for the ones that are like that. If you know what I mean, because then the 

class (unclear), um, if that, if that makes sense.  

OLIVIA: [00:42:13] Yeah. Yeah. You're making things more difficult for yourself.  

WILLOW: [00:42:18] Yeah. Yeah. No, if they, so whenever they say that I always try and go the 

mastery way, it's like, well, I'm sure they can do this, but have they really mastered this subject? 

Let's focus on this and that so far has seemed to work. Um, yeah.  

R: [00:42:33] Yeah. And what about parents who have sent in extra work that they've chosen to do 

for themselves? Do off their own backs and expect you to do the marking or something like that for 

example, would you be willing to do that sort of thing? 

WILLOW: [00:42:45] Sometimes. So if it was 11 plus, yes. So with year six, they were doing 11 pluses. 

Yes. I would do that because we don't really cater for a lot of 11 plus prep at our school. But so, and 

for, for the private school entrance exams that we were doing, yes, I did that, but any other time, 

not a chance. No. Like I can look, I can skim over it if they want and I can give them the kids, some 

verbal feedback. 

Actually, I'm pretty happy to do that, but there's no way I'm going to sit there and mark it when I've 

not prepared the work. 

R: [00:43:16] No, absolutely. Fair enough. Um, last week it was, um, red nose day, as I'm sure the 

three of, you know, um, and I was, I was in, um, school that I go to every day at the moment. Um, 

and one of the kids said to me, well, how was your day? And I explained to them that I find, I find red 
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nose day, a very strange time for me being, being born in Africa and having a lot of identity to Africa. 

It, I find that I understand why it started with showing Ethiopia, Ethiopian crisis and things like that. 

But since then, you've had a lot of advertisements showing depicting Africans constantly with flies 

on their faces and showing Africa is constantly being downtrodden and childlike. 

So I said, that's always, I was finding it quite difficult. And I think it was a bit weird for them, not 

necessarily a negative concept of, of red nose day, but. The concept that didn't really tally with what 

they're told with that in mind, have you guys ever experienced a situation where you've had a 

different kind of view on something that you've then want, you, you've been asked about it? 

And would you actually talk about that view or would you be more prepared to toe the line and not 

talk about it for fear that he'd come back to bite you I suppose? 

WILLOW: [00:44:26] Hmm. 

GRACE: [00:44:29] See, oh, sorry. Were you going to talk Willow? Uh, I, I'm just, I'm trying to think. I 

don't know if it's exactly what you mean, but, uh, cause we're a church school. Um, sometimes we 

touch on topics that are a little bit delicate, like, um, like death. Um, and I I'm quite happy to say, 

um, that there are different views apart from Christianity and um, and when I'm doing, I'm kind of 

thinking, Oh, am I going to get told off here for, uh, but you know, I feel like the children need to 

know those different views. 

Um, and especially if they haven't heard of them, I touched on reincarnation. Now they find they 

found this fascinating, the idea we all come back as different things, but I'm now worried that 

they're going to go home to say, yeah, you know what I mean? Um, this just things like that, that, 

um, for me, that kind of crop up, um, Yeah, or I love it when they talk, I know it's probably off topic, 

but, uh, things like childbirth as well, you know, whenever it kind of, they ask a question I'm quite 

willing to answer it in an age appropriate way. Yeah. Yeah. Obviously not the gru, you know, they're 

all the gruesome, um, yeah, but I've nothing as sensitive as you've had it. I don't think.   

R: [00:45:47] No, I think, I think searching on death and the concept of death is still quite a sensitive 

thing to talk to children about. And I think it's still something that some parents would say, perhaps 

that they would prefer to talk to them about it themselves.  

GRACE: [00:45:56] Well we've had a parent not let us take their child to the Buddhist temple 

because yeah, because they were Christian and it was like, well, hang on a minute. 

Don't Christians kind of, uh, like love everyone, accept people? You know, and things like. And they, 

for some reason, thought they were going to be radicalized into Buddhism. Yeah. we're going to look 

at the temple, there's nothing scary about it, and I was chuffed cause I found out there's actually a 

Buddha, um, (name), and for quick knowledge and wisdom or something, she's always got one foot 

forward on a statue because, sorry, I don't know what to do. 

And I love that because it was like, what that's me! Yeah. So we've had parents pull them out from 

trips. I say parents, parent, um, uh, just because of that, because they didn't want that discussion. 

They didn't even want them in the fire discussion. And that was a bit like, well, that's to do with 

safety, but no, no, when the fire department came around, they were like, nope. Hmm. Because 

they didn't want to scare their child. I was like, well, it's not scaring them. It's, it's informing them 

how to react and what to do if you were ever, you know, she was ever caught away from you.  

OLIVIA: [00:47:09] Yeah. Your child is separate from yourself.  

GRACE: [00:47:12] Yeah. Yeah. You sleep in different bedrooms. 
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Do you want her to touch that hot door handle if there's smoke coming from under the door? Um, 

but no. So she, she was excluded from a lot of things.  

R: [00:47:22] What about yourselves Willow and, uh, Olivia?  

WILLOW: [00:47:26] Um...  

I pretty much, like T, I’m happy to talk about anything and have a discussion apart from, 

interestingly, um, sex ed. I've not taught it yet. 

So because of COVID last year, we didn't teach it. Um, and this year I'm not here in the summer with 

year six, so I don't have to teach it and I've not taught it before. And I think because I, when I went in 

year seven, I went to the Middle East, you don't talk about sex, especially in the nineties. It's not 

mentioned. 

Yeah. Yeah. Sorry. I have no qualms admitting that I thought when I was, when I was 12, I thought 

that if I French kissed a boy, I would have, I would get pregnant. Like I can't,  I don't feel comfortable 

talking about that. Um, if my class asks me about childbirth, I'm happy to talk about that, but sexual 

education, because I never taught it, I would feel awkward. And we're also a Catholic school. So I 

was a bit nervous about teaching it when I started year six last year. So if there's one good thing 

from COVID, it's like I didn't have to teach sexual education to the year six. Um, so I think that's the 

only subject, I would feel a bit awkward, but if there was anything else, I would be happy to sit and 

have a chat with my class about it.  

GRACE: [00:48:40] I'm quite good. Cause I can be like, look kids. I had my son when I was at two days 

past 19. So I feel like I can, I can do the whole educate them from a point of view, if that makes 

sense. 

Uh, yeah. I'd feel quite, more than comfortable, I think. And, um, yeah, obviously, um, yeah, just, uh, 

just from my own past experiences, um, I think I, I'm, I'm quite comfortable with chatting, just so I 

can, um, Just so they know. Cause I feel like no one ever spoke to me about it and my parents didn't, 

uh, it was mentioned in school, but not, you know, and so I would rather now, uh, how I I'd rather 

talk to everyone and if they ask me a question, not a problem, I'll give you an honest answer. 

Year sixes be aware if I'm ever in their P S H E. So yeah. 

OLIVIA: [00:49:34] I think I've, perhaps now, and again, realized I’ve, accidentally made my, in Egypt 

some of the TA's are a bit uncomfortable because often when it was story time, there was a, you had 

a range of stories and one was about, um, indigenous Canadians and, um, and like an Orca god, and, 

uh, the main character was going on a journey and they drowned, but the god had taken them. 

Um, underwater and things like that, then the children were really interested in it, but I could feel 

my TA wasn't really comfortable with it because they were very devout and I was to, to them. It was 

your just showing another, another faith system that's not either Islam or Christianity. Um, so I, I 

kind of realized that wasn't perhaps one experience and then same with sometimes Peppa pig. 

Um, occasionally parents wouldn't be, wouldn't be really pleased about that. Um,  

WILLOW: [00:50:47] Because it's a pig?  

GRACE: [00:50:52] Because she's a bratty child. Sorry, Peppa Pig's a bratty child.  

OLIVIA: [00:50:55] She, yeah, she's badly behaved and she's rude, but yeah, I, I got a lot of, Oh, she's 

dirty, it's dirty. And that kind of thing. So I think because of the age group that I've worked with, my 
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experiences are different from, you know, um, If I was say in secondary or primary like yourself, 

that's, you know, that's a whole different situation. 

And also going back to sex education, you've just given me flashbacks of, you know, the one lesson, 

ridiculous lesson, I had at secondary school that was basically passing around the, um, like a 

polystyrene penis and a condom. 

Yeah. Every table had, one method of contraception. Um, and our group got the, the IUD coil, um, 

and I remember thinking this looks like some kind of horrific HR Giger creation. 

That's by the by, but yeah, there was no sort of education about consent or coercion or, you know, 

anything like that. It was all very, very clinical and very. Um, this, this is to prevent a pregnancy. Um, 

and that was it. There was, it was really lacking. 

WILLOW: [00:52:25] In like a good discussion, you know, which I'm sure hopefully they do now. 

Like good discussion. Hopefully.  

R: [00:52:32] Do you, this is the last question I'll ask before we finish. Um, and it's on the topic of 

the, th, the good discussion idea. Do you think that, that, the ability to have discussions in a 

classroom and, despite the age of the kids, is important, or do you think that sometimes that can 

work through in different ways. 

WILLOW: [00:52:51] It's important communication, communicating with people, for sure. 

Yeah, it's a lifelong skill, isn't it? You know.  

GRACE: [00:52:58] And you know, it's all about, um, you know, you develop your language and 

communication, uh, first. So, uh, I mean we've seen a massive, um, development in, uh, the 

children's writing skills just because we've spent so much time talking, uh, before we even put pen 

to paper. 

So just about anything is, you know, whether you're gonna write about it or it's just understanding 

is. Yeah, definitely. We found as well. You know, when, I don't know if you found the same, um, L, 

where, um, sometimes children don't know how to talk to each other, you know, if you say right, 

have a chat with your friend. 

OLIVIA: [00:53:34] Exactly. Yeah. You often have to model that. 

GRACE: [00:53:37] Yeah, you have to model between myself and the other teacher, we had to go, 

right. This is how you're going to do it. And we model, and we've got these like blow up microphones 

that we help use. Um, because just the basis of that, then them knowing how to communicate, take 

turns, share ideas, you ask question, the person needs to answer it. 

You know, you know, things like that. It's just, they don't understand that at a young age, and so 

we've got a really kind of, um, Talking is yeah. Big it up.  

OLIVIA: [00:54:06] Yeah. It's such an opportunity as well, because, you know, a few students can 

come from a home environment where discussion isn't particularly encouraged or supported or, or 

is seen as, as being disrespectful or disobedient, and that's not the case at all. So often in the 

classroom environment, that can be an outlet for your students and that's hugely important. Yeah, 

yeah,  
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GRACE: [00:54:35] yeah. A lot of the time, if they understand. What's going on or why they've got to 

do something, just something as simple as like, when you're chatting to someone you say you've got 

to pick your dinner. 

Um, my new child with the EAL, um, just something as simple as, he seemed to freeze picking his 

dinner. And I wasn't sure whether it was whether he understood, uh, what they were in English. So 

we were getting the iPad to show the pictures of what they were. Um, but then what kind of, uh, un-

fixed him, not on un-fixed him, you know, made him be able to choose was I actually said, right, I 

appreciate you're probably not hungry right now. I said, but the thing is we need to pick now 

because our cook has to get the food ready. She's got so many dinners to make, and I said, so when 

it comes to the time where you are hungry, it's good to go. And all of a sudden, he just kind of 

looked at me as if to go, Oh, okay. 

And picked. Um, so yeah, just communicate and, and getting them to understand why is huge. 

WILLOW: [00:55:35] That's the key, isn't it? Why, why are you doing that? So what, so if they say, 

why can't I throw my clothes on the floor? Well, there's a reason for that.  

It's not to be annoying, and I want to make it up. Yeah. 

R: [00:55:49] I think that explanation continued. 

The explanation ability can, continues further so that when you bring in an explain why you do 

something in younger ages, then when questions arise in the older ages, for example, why do we do 

this type of maths? Or why are we learning about this type of science? You then have the ability to 

say, well, this is because of this, this, and this is how it's used. 

But I think the ability to actually ask those questions comes from actually explaining things to begin 

with. Hmm. Yeah. Excellent. Right. Does anyone have anything else they'd want to talk about or 

add?  

WILLOW: [00:56:22] I don't think so.  

GRACE: [00:56:23] I've loved this, I like chatting.  

OLIVIA: [00:56:25] Yeah, it's really interesting.  

WILLOW: [00:56:26] Let's do this again next week.  

GRACE: [00:56:29] Let's pick a topic. 

R: [00:56:33] That's fabulous. Thank you very much, ladies. Um, this is, this is the last conversation 

that we're going to have on with me. If you guys do want to e-mail and talk to each other and talk to 

each other, you're more than welcome to do so. Um, what I will be doing next is, um, analysing the 

data from all of our conversations and then putting them into themes and then taking from those 

themes, particular spec, specific things to talk about. 

So what I will do at some point probably around about the end of April into May is I will let you know 

if I've got any preliminary findings and then I can, I'm happy to share those with you guys to see 

what you think if that's okay. Is there any questions about that?  

WILLOW: [00:57:11] No, no. Sounds fine.  

OLIVIA: [00:57:14] Yeah. Good luck with your transcription. 
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R: [00:57:17] We'll wait and see with four different voices. Probably. Luckily I've got Easter off now, 

so I can actually sit down and do something.  

GRACE: [00:57:24] We're quite all the similar with accent. So, so it's not too bad.  

R: [00:57:28] You'd think that, but I think sometimes it's, it's because it's an American programme. It 

tends to have issues with pronunciations of things and the speed that we speak. 

Tends to be a problem.  

GRACE: [00:57:38] Oh. I talk fast. I'm really sorry.  

R: [00:57:41] It's, it's just what it is. Right. I'm going to stop recording.  

WILLOW: [00:57:44] Okay. 

 

2: focus group 2 

Final interview, Participants Zac, Quentin, Patricia, and Nigel. 8th April 2021. 17:08. Duration of 

interview: 1 hour, 02 mins, 21 sec. 

R: [00:00:00] Alright, so you should see a thing come up in a minute saying you're recording. Yeah. 

Just decided to just change the, uh, change the way it works and asked me to sign an acceptance 

form, which is now loading on my screen. Right. Okay. Excellent. Okay. So as the three of you are 

aware, this is our last meeting. How have you found the previous meetings, have you enjoyed the 

previous meetings? Have you enjoyed the processes of thinking about your social identities, of 

looking at the different resources? 

What were your thoughts?  

PATRICIA: [00:00:46] I thought some of the questions you raised were quite interesting, so separate 

ways of interpreting them and everybody I'm sure interpret that, interpreted them differently, which 

has given you a nice, um, different view into people's thinking.  

R: [00:01:05] I'll have to agree. Which, which particular questions did you like? 

PATRICIA: [00:01:10] I liked all of them because they made me in particular think about being very 

careful about what I said as well. Yeah. 

ZAC: [00:01:22] I'm just going to refresh what the questions were. Again.  

R: [00:01:26] I was asking you about, um, how your social identity affects your teaching and what 

types of social identities you have. Um, some of the things we're going to talk about in this 

conversation are things that were raised during all of the conversations. 

So things like, um, uh, kind of parental attitude and parental feelings towards your students. Um, as 

opposed to, or possibly not having one in, in as opposed to a professional attitude or a more kind of 

distanced attitudes towards your students. Um, equally, I'm going to be asking you about 

expectations of yourselves as opposed to societal expectations of you and whether that matches the 

actual kind of view that society has of teachers nowadays, as opposed to the one that I used to have. 

So it's a, another few, a few that different sides of the topics of questions. Does that sound like 

things that you'd expect me to be asking you about?  
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ZAC: [00:02:17] Yeah, I think so. 

I was quite, um, when I say, well, I thought about this stuff like that. I thought because my, my I'm a 

bit of a Social sort of chameleon really, you know, and I sort of, my social identity depends very 

much on what I'm doing at the moment and how I'm feeling, you know? Um.  

PATRICIA: [00:02:40] And also who you've got with you. 

ZAC: [00:02:42] Yeah. Yeah, definitely. Yeah.  

R: [00:02:47] So one of the first things I want to raise is something that has come up with almost all 

of my conversations was the idea that, of feeling, um, kind of parentally, um, responsible for your 

students, whether they're your students at the time, or even after they've left. 

How has that, how do you think that applies to yourself so much? And are there any examples that 

you have well, that kind of idea. 

PATRICIA: [00:03:14] Sorry, go ahead.  

NIGEL: [00:03:15] I might say, I mean, the nature of teaching is it's very, it's a very engaging job on so 

many levels, isn't it? And so you are going through a, quite an intense process with the pupils. And 

so you, you're bound to start to develop that kind of sense of, uh, responsibility about them. You 

know, you want them to be happy and be successful. Um, and so I think we've talked, I've talked 

before about, uh, living, living in the community that I taught in, which was, was being great because 

quite often you bump into kids a few years later and find out how they're doing. And that certainly, 

you know, generally it's turned out well, too, which has been, you know, very satisfying. 

QUENTIN: [00:03:58] Hmm.  

ZAC: [00:04:00] Yeah. Um, well, I, I think so. I mean, given my, my background with SEMH, um, I 

mean I've spent 17 years working in SEMH, the first thing you develop's a very sort of parental sort 

of, attitude to some of those young people, because they  quite often don't have sort of positive role 

models that, the parents, you know, can be you know, flaky at the best of times. 

So they need to have someone who they can rely on in their, in their sort of lives, and you end up, 

regardless of whether you want to, you ended up becoming that figure for them, you know, um, And 

then certainly, I mean, my sort of personality as well. I mean, when I, I left kind of Russia in mid, mid-

year. I mean, I didn't have any other option really. 

Um, but I felt quite, I felt like I'd let, let the kids, certainly my year elevens and year tens who were 

going in to do an examinations, I'd kind of let them down a little bit. So I felt that I had some sort of 

responsibility to them in order to make sure that they got through the exam. So I kept on, you know 

what I mean? I kept, made sure I kept in touch with them and, you know, helped guide them 

through, uh, through, through the, through their exams. 

Um, things like that. But, you know, uh, so, you know, I felt, you know, that I have, uh, you know, 

parental responsibility, you know, I always have done, even with the kids I teach now, you know, I 

put things on in my class that, other classes don't do so, I mean, I do things like, cause I know that 

not all of my students have breakfast, so I provide them breakfast every day in my, in my, in my class 

that, you know, I see that as part of my sort of pastoral role really in, you know, in, in, in sort of 

making sure that they're well fed because he can't learn on an empty stomach, you know? 

Um, so you know, things like that and that's how we can have affects me more than more than 

anything else.  
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R: [00:06:05] What about yourself, Patricia  

PATRICIA: [00:06:07] Um, well with primary children, it's, it is slightly different. However, saying that 

I've heard from children I taught, um, in TBS, in Cairo. Um, I've also heard from children that I've 

taught in Nigeria about how they have, uh, progressed what their, how their focus has changed. 

And that's nice. Even children that I taught in the UK. Um, letting me know when they furthered 

their education, uh, for example, one was, uh, started off doing accountancy, was always good at 

maths, and said, you know, you made maths fun, you made it interesting. I've made a career out of 

it, and then I'm not au fait with the qualifications in accounting, but apparently he's, uh, Chris has 

taken three now different aspects. 

He's kind of got to the top of where he can be, um, educationally in his profession. And you know, 

every time he's taken one of these exams, he's got distinctions. And although I haven't had, taught 

him maths to that level, he still lets me know how he's done and thanks me for the way that I helped 

him in his, uh, develop his mathematics. 

Another one, um, has done the same, but with science, uh, and so that's great because, you know, 

by the time, you know how young they are, by the time they go on to secondary, they've changed 

their minds about what they want and what they like about 10 times already. Um, but it is nice, um, 

to maintain that contact, even though some of them, I taught you know, um, sort of 15, 16 years 

ago.  

ZAC: [00:08:04] I mean, I have a lot of my, my, my, my students, um, from, from Russia, um, follow 

me on Instagram quite a bit. They message me. And, um, I mean, a lot of them have left school now. 

Um, I mean, cause it's three, three years since I've been there, you know, um, over three years now, 

Um, but I had a message, uh, just a few weeks ago off, um, uh, Slovakian lad that I taught, who was 

just finishing his A levels up, he's um, he's just waiting on an offer from Newcastle university to do 

computer science.  

PATRICIA: [00:08:41] It's also nice. I'm sure you're the same, um, to, to both of you guys that once 

you've taught the eldest and you then teach a sibling, um, the relationship goes through the whole 

family. So you get thanks from the parents, from the brother or the sister sibling. 

Um, and that makes you feel part of their family, even though you might not want to be, um, or that 

was, that has been a total surprise, but that, that is, um, for me, one of the most important things in 

teaching, it's not the, although you're concentrating on the here and now, it's what comes back 

later.  

ZAC: [00:09:27] I mean, see the first time I ever really experienced the sort of the family sort of 

aspect of, of that education sort of thing was in, was in, was it when we were in Sharm and you're, 

you know, being invited to sort of like, you know, birthday parties and, you know, things like that. 

And you, you know, you'd see people in the street and, you know, and it stopped as if, as if you were 

part of that family. 

And I, I really sort of, I really sort of liked that, but it's a bit of a double-edged sword as well at times.  

PATRICIA: [00:09:59] Yeah. But it's a nice aspect of our job. 

R: [00:10:05] That's okay. I was going to say, has it, has it surprised any of you when, when pupils 

have returned to connect with you, maybe many years later and you possibly thought they wouldn't 

have even remembered you?  
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PATRICIA: [00:10:17] Yes. It's been a nice surprise.  

R: [00:10:21] Yeah. It hasn't surprised youZac  

ZAC: [00:10:23] No, not at all. Um, um, um, um, um, I'm not trying to big myself up, I'm just that sort 

of person, you know, um, you know, the, sort of the, the, the patter I have in the classroom with the 

kids and the way I build relationships, um, you know, they kind of, see when I go down to town now, 

you know, uh, if I go down on a Friday, Saturday night and I might bump into, you know, especially a 

couple of the girls know who're in their thirties, they've got kids of their own and stuff like that, 

they'll, they'll come up, you know, I mean, quite often come up to me and  (wife)  and just, you 

know, see how we are, you know, give you a big cuddle and everything, you know. 

PATRICIA: [00:11:03] I think it's more of a surprise for me being primary. Cause it's going even 

further back.  

ZAC: [00:11:09] Yeah. Yeah.  

R: [00:11:12] I'm just gonna introduce Quentin. This is Zac, Nigel, and Patricia 

QUENTIN: [00:11:17] Hello!, 

R: [00:11:20] Quentin, we've just been talking about, um, kind of, uh, parental attitudes towards our, 

uh, our students and, and having kind of a feeling of parental responsibility about them. And then 

the idea of, of students, previous students getting back in touch and whether that's surprising or not 

years later, when they, whether they've gotten back in touch with you, have you had any experience 

of that? 

QUENTIN: [00:11:40] Um, with kids getting back in touch?  

R: [00:11:43] Yeah.  

QUENTIN: [00:11:44] Yeah. One or two, um, on Facebook, like maybe they're 10 years older now, 

but it's not, you just sort of chat with them as normal and then it drops off. There's been nothing 

particularly significant.  

R: [00:11:56] Right. What about an attitude, what about a feeling of, of kind of parental 

responsibility? 

QUENTIN: [00:12:03] Um, Uh, no, usually they sort of try and stay away from that, but, um, every 

couple of years, the school I work and you get a lad who, just clearly has terrible male role models, 

and I sort of tried to demonstrate to them a more positive approach, um, sort of like controlling 

anger and things like that. And um... 

It's just how you present yourself in sort of, pushing the qualities of like, um, cause they've all got to 

have, you know, dads are like drug dealers and wide boys and stuff like that. Um, they sort of think 

that that's, they sort of think that that's, um, as an aspiration, you know what I mean? And so I tried 

to demonstrate them, to them that there's a more positive way to behave. 

Yeah, not, it's not a massive thing really.  

R: [00:13:04] But with that in mind, kind of returning to the concept of responsibility, but more to do 

with, again, we've had this conversation before some of us in our previous individual conversations, 

the idea of, of finding outs that previous pupils have either gone on to succeed or have the opposite 

have gone onto, to not do well or something's happened. 
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And the idea of possibly feeling a sense of responsibility for that as well. Has that come up with any 

of you? 

ZAC: [00:13:32] Well going from a, from a SEMH background, I mean, I've had an awful lot of, uh, 

former students who've ended up in jail, um, which, uh, which has come back to me. I think I worked 

it out over the, a few months ago, that I'd taught something like four or five murderers, um, various 

rapists, sex offenders, burglars, and also saw a lot of the sort of, you know, young people that I have 

worked with that, you know, they haven't really sort of, um, you know, th, th, the, they haven't, 

haven't done very well that, you know, they haven't sort of engaged with society, um, as you would 

expect them to. But then do I take, do I sort of take responsibility for that? No, I don't. Not Really. 

Um, I suppose that's one of the, I don't know whether it's a case of, so me cherry picking the bits 

that are, you know, that I want to sort of see responsibility for not, but I don't think that I had 

anything. I mean, you know, you could see you're going back from year seven, year eight. 

You can see that a lot of, some of these young, young people that that's what they were destined 

for, because the way they conducted themselves.  

QUENTIN: [00:14:51] Yeah.  Cause you're, quite a small cog in that overall sequence of events aren't 

you?  

ZAC: [00:14:56] Definitely. 

QUENTIN: [00:14:57] You might say you feel bad about it, but if you're thinking, well, what could I 

have done? 

You're only with them for such amount of time and they've got so many other more, you know, like 

potent influences on them. It's quite hard to say, you know what I mean?  

ZAC: [00:15:15] I think the only one that, the only one that I kind of, uh, that like that, um, I had a 

young boy about three years ago. I think it was three, four years ago. 

Um, was, uh, shot dead by the police. Um, and I remember him when he was at, when he was at 

school. And he was, you know, he was, he was, he was a daft lad, you know, he wasn't like, he was, 

he was pretty harmless. It wasn't like a nasty, particularly nasty kid. He was just crackers, he just 

decided one day he was running around with a ball, ball-bearing BB gun and decided, the armed 

police turned up and he was, he pointed the thing at the, the police and they shot him, he died two 

days later. And I felt, I did feel sort of bad for that. You know, I did feel that it was quite upsetting 

that.  

R: [00:16:19] How about yourselves, Nigel, or Patricia  

NIGEL: [00:16:21] Yeah, I've had a, kind of, I guess, with the ones who have been successful, who 

kind of bump into you or seek you out, uh, you know, generally success stories, the ones that aren't 

perhaps avoid you. And so the bad, the bad news stories that I've had have just been, you know, a 

couple of lads that I taught who've died prematurely, you know, one, one in Afghanistan and one as 

a suicide bomber. 

So, um, that that's shocking when they appear on the, on the news.  

Um, so, so you know, that that's, you know, kind of, I don't think that could have done much to have 

stopped, stopped either of those two deaths, but you never the less feel, you know, upset about it. 

Hmm. 

R: [00:17:06] To kind of raise the spirits up a little bit after that. 
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So with the concept of responsibility comes to the concept of, of expectations. And I suppose. Some 

of the conversations I've, I've had, have mentioned the idea of, of having quite high expectations of 

yourselves in comparison or in comparison to not necessarily to the super high expectations that 

society has of teachers. 

So for example, um, the idea that teachers should teach absolutely everything to do with life, like 

how to fill out tax returns or how to fill out application forms, or with younger years, with the early 

years, how to potty train their kids or to how to eat properly and that sort of thing. Do you think that 

society's expectations are overly, um, uh, uh, over the top somewhat, on, on their expectations of a 

teacher's job, or do you think that teachers don't necessarily take enough responsibility themselves?  

PATRICIA: [00:18:07] Well, I think that's quite a difficult one. Uh, when you consider that, um, 

certainly from my generation, uh, parents tended to stay together longer. They weren't so premise, 

uh, promiscuous. 

Um, also you have continuity. Now we have a lot of children becoming parents. And if their parents, 

if their parenting skills have been lacking, they don't know what it is they should teach. And so from 

a primary perspective, teaching children to eat properly, um, because, um, they sit and eat with their 

fingers in front of the TV at home, you know, is something that teachers shouldn't have to do. 

Um, but they do have to do, um, how to speak to people, how to say, please and thank you. Um, 

those are just basic, uh, society needs. Um, but when you've got children raising children, it's, um, 

it's a very difficult concept for them as well as for the child that they bear.   

ZAC: [00:19:19] So I have a slightly different opinion on it, on that, because I think that you've got, 

on one side, you got what the parents want you to teach. 

Um, and on the other side, you've got what the government want you to teach. And you're, you're 

sort of caught between the devil and the deep blue sea a bit, you know, we're, we're, we're, we're, 

we're teaching it at, uh, a curriculum that is ever changing. And if you look at the most, some of the 

more successful, um, sort of curriculums, you know, around in, in education systems, they're the 

ones that, that, that sort of don't, don't change or change very little. 

For example, just off the top of my head, I'm thinking of the Russian and the Japanese systems, 

which are, haven't, haven't changed hardly at all, um, but in the, in the UK, because we put so much 

sort of emphasis on sort of, um, you know, parental views and parental point, you know, stuff like 

that, that, you know, parents say, well, teachers should be doing this and the government say, well, 

they should be doing this, but we'll  add that in as well. 

You know, that's what happens. I mean, I, you know, I think we will look at them, look at, look at the, 

the curriculum. I mean, there's, there's lots of stuff on the, on the, on the curriculum that is 

absolutely irrelevant. You know, you look at things like, I mean, for me personally, you look at 

Shakespeare, right? Why is Shakespeare on the, on the curriculum? If you've got to teach it, it should 

be taught as part of history, shouldn't be taught, you know, where it's absolutely no relevance to 

kids today. Unless you're going to be an English teacher or a Shakespearean actor. Right. I've never 

used Shakespeare in my life. 

And I mean, I left school nearly 40 years ago, or secondary school, nearly 40 years ago and I've never 

used Shakespeare. Except the odd thing that’s popped up in a pub quiz. That's, that's it. But  things 

that are, that, that I have used, are things like, um, you know, uh, food technology, I've used that, I 

use that on a daily basis. 
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You know, things like personal hygiene, we use it on a daily basis. Okay. How, how to fill in a form 

and where do you go for information? Right. I use that sort of thing on a daily basis. Surely. I mean, 

that's what we should be teaching. So, you know, you're young, young people are, they're a lower 

age. I think that, I don't think it's so much that, um, the expectations of us as teachers that is too 

high. I think sometimes the expectations are excessive because we've got, we're trying to repeat, 

we're trying to sort of appease so many different groups.  

PATRICIA: [00:22:10] Yeah. But also, also you have to think about, um, what, from my point of view, 

in primary, do you put the emphasis on making or trying to encourage them to become more social 

or force them to learn their times tables? 

Because both are equally as important. The balance is the most difficult part. For some children, 

they want the academics and for some children, they desperately need the social skills. And 

therefore, um, the education may slip behind because if you haven't got a grounded or a, or a happy 

child, they're not going to learn anything. 

If they don't feel safe, they don't feel secure in your care in class and you don't make it exciting. The 

learning exciting, you know, it's, it's a dead stop. Do you concentrate on, for example, the fact that 

they've not been washed, their clothes are dirty? What kind of thing has happened to them at home 

that day? 

Is that more or less important than the curriculum? It's a permanent juggling act and each school 

should have the right to decide. What is, um, what's taught and what's followed and what's 

important.  

R: [00:23:39] What do you think, Nigel?  

NIGEL: [00:23:41] Um, in terms of what the expectations from parents and, uh, really don't know. I 

think it's so wide ranging that, and I don't, I've never really had that conversation really, but speaking 

as a parent myself and, uh, you know, I want my kids to be engaged, happy, and safe, really. 

So in terms of, you know, the, they're relatively young, so one's in year eight and one's in year five. 

So at this stage, I'm not too bothered about, you know, the, you know, the, when they're not in a 

building up to exams or anything. So I really, I'm not fussed about what, particularly what they teach, 

what they learn, um, as long as they've got this stimulated environment that they're enjoying.   

R: [00:24:24] Hmm. How about yourself, Quentin?  

QUENTIN: [00:24:27] Yeah. I'm with Nigel on that, I'm not sure there is a consensus among parents, 

like, I've had parents, or people you meet in the pub, will tell you that you're a babysitter and that, 

you know, you're just in it for the holidays, might be true, but then I've had parents ringing up and 

you know, that somebody really, ah, my kid, I want them to get great results in maths. 

And I was like, his results in maths are great, but he can't read. So, it's all right, I want him to be a 

doctor and he needs his maths. And then you've got all the, you know, it varies case by case. So I 

don't know if there's much of, uh, much I can say about that. Rarely.  

I don't think there's any expectation that we teach Shakespeare a primary school. 

R: [00:25:06] No, no. I think we are, we are a mixture in this meeting of both primary and secondary 

teachers, but, uh, I think the idea of, for example, in one of our conversations we had, where I 

showed you, Alexander the Great being taught for year six.  

QUENTIN: [00:25:19] Oh yeah.  
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R: [00:25:20] There is, there is argument that can be put forth that it is necessary or isn't necessary. 

It depends on who it's relevant for, and then it moves on to the idea of, are you teaching skills for 

history or skills for English, but you're using those topics to actually cover those skills? Or are you 

teaching things like Shakespeare and Alexander the Great, because you feel as a British person, they 

should know these things. 

And then the argument could be why should British people know about an ancient Macedonian 

king? So some of these questions can, can be, can be a reasoning in this scenario.  

Um, are you still there Zac? 

ZAC: [00:25:51] Yeah, sorry, (wife) just brought my tea up and I didn't want to eat on camera.  

R: [00:25:58] Ah, okay. That's absolutely fine. Just making sure.  

ZAC: [00:26:01] A food technology lesson paying off. 

QUENTIN: [00:26:04] It's like that Henry the VIII thing I was talking to you about, like the six wives of 

Henry the eighth, it's not that important, historically, definitely not relevant to the kids I teach, but I 

bet if you tried to take it off the curriculum, there'd be some sort of, you know, Daily Mail uproar 

about, and it is party cultural capital as well isn't it? It is something that's culturally there.  

R: [00:26:25] And then this, this leads through to the idea of what is education for, I mean, Zac 

raised a good point. Should education be life skills? Should we have, for example, two sets of 

teaching or two sets of schools? Was the idea of having grammar schools different. Um, a good 

thing? For example, where you had a more academic based idea of education, and then you had 

more of a life skills based education. Um, equally, should you, should, should you be taught things 

that are, as you say, cultural capital based on the fact that it has always been taught there for it 

should continue to be taught? 

Um, same prem, principal comes there with homework or with the idea of, um, of still teaching 

cursive handwriting, basically because it has always been taught. So it, should it continue to be 

taught? What are your thoughts on that?  

PATRICIA: [00:27:13] Well, for me, all I would like to do is at the end of primary, at year six, is 

handover the students with an enthusiasm to learn about all, a range of different subjects. That's my 

job. I don't care what level they are. As long as I know they've progressed and they're going to 

secondary to spec, subject specialists who's got, who have got much more knowledge and ways of 

passing on information better than I have, because in primary, you know, they say Jack of all master 

of none. 

But if I can handover an enthused, enthusiastic pupil, who's quite open to any of the subjects. It's 

then up to the, that child, that student to decide what stimulates them best and where to go from 

there on, in to their final career decision.  

QUENTIN: [00:28:14] I agree with that absolutely. 

ZAC: [00:28:18] I think that, you know, the, the, the school should be providing that sort of 360 

degree education, which is sort of social, um, you know, you got the social aspect that runs alongside 

that, the, the academic, I mean, I'm personally not one of these people who are anti grammar 

schools. I mean, I think that, uh, you know, we have, you know, elite, junior athletes in this class, in 

this, in this country, they go, did they go to elite, um, train, they go to elite training facilities and 

things, things like that. 
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You know, if you, if you're an elite sort of academic, then why can't you go to an elite place that 

brings forth, brings on your sort of academic, academic skills? I mean, I'm not ,I'm, I'm not, um, I'm, 

I'm really. I don't really give a toss about whether they have grammar schools or not, to be honest, 

I'm not anti them by any stretch of the imagination. 

Um, I mean, when we, when I w, when I was at school and K, when we, when we were at school, I 

mean, we, we, we had the, uh, the comprehensive system, but then we still hard at the time, 

because, I mean, I didn't, I didn't catch that, the, sort of the, the, sort of the grammar school, 

secondary modern part of it, sort of comprehensive by the time I went to, um, school, secondary 

school. 

But when you left, you could go to the sixth form college or the technical school, the technical 

college, depending on which, you know, which way you sort of, you tended to find that the kids who 

did CSE examinations, what the technical school and the kids who did O levels went to the, went to 

the sixth form college, and that was the general sort of expectation. 

Um, I think that a lot of it, the user education, um, governments use education, uh, ensure 

conformity. They want people to conform. I had this discussion the other day about school uniforms. 

You know, what's the point of a school uniform? It's exactly what it is, to make things uniform, make 

people conform, you know, stifles individuality, stifles creativity, you know, whatever, it's just 

become, education's just become too much of a political football at the minute. And we're caught in 

the middle of it. We're caught in the crossfire. 

R: [00:30:55] What do you think Nigel?  

NIGEL: [00:31:00] Um, yes. I certainly agree that, uh, education is, are kind of political football, um, 

and things like, you know, that kind of a teaching of history, you know, Michael Gove was very clear 

about what he wanted there. I think, uh, in terms of much more British, British history being taught, 

uh, just come back to the grammar schools issue. 

I think there was a possibly a case for it, a good number of years ago, but that's been subverted by 

kind of a sharp elbowed parents who, you know, they buy into, they buy, their buying houses, in the 

catchment area, they pay for extra tuition so their kids pass the, pass the exams. Uh, so it's, it's not 

really a level playing field in terms of getting in. 

R: [00:31:46] Hmm, in terms of the concept of, of, um, the way the school system in this country has, 

has, uh, uniforms and different uniforms for different schools and, um, A's opinion of, of, of, um, of 

conformity. Would we say also the idea of homogeneity, the idea of developing a kind of, um, 

singular kind of, this is what British education is and what it has always been and what it needs to 

remain. 

ZAC: [00:32:19] I think partly, I think, I think they do, do that partly because it's viewed by the rest of 

the world, though I do think it's kind of decreased a bit more, it's, it's, it's viewed as the. The 

educational system, isn't it, you know, by, you know, you look at the amount, we've taught in 

international schools, and as soon as you stick the word British international on the front of it, you 

know, automatically people gravitate towards it, you know, because they got, it's, you know, the 

things I, I mean, I w I mean, just when I was working in Russia, I mean, we had, the English 

international school of Moscow, the Cambridge international school of Moscow, the British 

international school of Moscow, the Anglo-American school that, uh, you know, you had all these 

different sort of, um, international education systems, all offering a British style education. 
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Um, some of them had hooked up with, uh, with boarding schools in the UK and acted as a, as a sort 

of, uh, uh, uh, sort of broker to go out there to, to, to go. I mean, I've had kids go to Rugby, 

Wellington, all sorts, you know? Um, and they're, they're just like the idea of the British education 

system, when in actual fact, um, real British education system away from private schools, that's 

another thing altogether you know?  

PATRICIA: [00:33:46] But I think that's because they know that, uh, British teachers, British teacher 

training is, is difficult. It's hard. And so it should be. Also that when in comparison to perhaps the 

local environment, um, British teachers tend to be more outward going, more fun and all on the far 

end of that. 

The university qualifications from a UK or American for that matter. Um, are world, world known, 

are world renowned and are sought after, as opposed to, um, an Egyptian degree or an Albanian 

degree for example.  

ZAC: [00:34:35] Well, I see where you're coming from. I don't necessarily agree with it, because I 

think what we've done is, and what the Americans have done is, we've done a very good job of 

promoting it as that. 

Rather than, you know what I mean? You, you look outside of, you know, the sort of the top 20 

universities in the UK. I mean, most of them are, you know? Yeah. You know, th, th, they'll give me a 

degree, regardless of, you know, as long as you do spend three years going, put your essays in on 

time, you'll get, you'll get a degree, you know, um, the, the teacher training side of it now, but I 

would have said sort of like 10, 10 years ago, I would agree with you about the teacher training 

programs, especially the PGCE one that I did. 

And the B.Ed. one, they, they were, there were great courses and they were, they were, I learned 

loads of mine, but now, um, I've got people now. Because of the way the academy systems, because 

they want all the schools now to be academies. Um, what you're know getting is that, you know, 

academies can set their own structures up. 

So, I mean, I've got teachers in mine who are teaching classes, who aren't even qualified teachers. 

They're just, you know, they've got like an HND or something like that. And they do like, uh, uh, do 

the HLT, TA course so they can teach classes. We have like an instructor, we have an instructor role 

in our class, so they teach classes. 

Um, we've actually got I think in, in the secondary department and in my secondary, secondary 

department, we've got maybe half a dozen who were actually qualified teachers. The rest of the, the 

rest of this stuff are sort of HLTA sort of level.  

PATRICIA: [00:36:20] Well, I can't argue with that A, because I haven't taught in the UK since 2008. 

Um, and the schools I have taught in, um, have been inspected by, um, COBIS, BSO, um, who work 

on the ofsted abroad, um, premise. And so yes, we are inspected under the rules that I was 

inspected as a probationer.  

And that's why parents want their children's go to a British school abroad. Um, I, I cannot comment 

on, on UK as I say, because I haven't been there myself. 

ZAC: [00:37:03] No, no, no, no.  

R: [00:37:05] What about you? what about yourselves Nigel and Quentin? What do you think about 

that?  
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QUENTIN: [00:37:09] I was enjoying that too much. I forgot, I can't remember the question.  

R: [00:37:14] The idea, the idea of the expectations of, of the British system. Zac's raised some good 

points there of, of, I suppose, how, how the British system has, has advertised itself as being, almost 

what it has always wanted to be, but it has never actually managed to achieve and its own country. 

So it's, it's advertised itself internationally as being the, the best education system, hence all the 

British schools that exist abroad, but in the UK, you have kind of almost opposite expectation or view 

of teachers that they're not really seen as the professionals that they used to be seen as, and 

certainly not treated as the professionals that they used to be treated as. As Zac said, in academies, 

you don't even have to have fully qualified teachers anymore. So there's that kind of disparity. Have 

you come across that at all and, well, how has it, how has it affected either of you?  

QUENTIN: [00:38:05] I'd certainly be like, if I, every school I've worked at, I know they're all 

academies now. 

I'd be very surprised if I walked in an odd school and an HLTA or a teacher didn't have a teaching 

qualification. I know it's possible. I'm sure it does happen, but I I've never seen that.  Uh, I did work 

abroad. I worked in a school that was a Cambridge accredited school, which after a few months we 

realized wasn't a thing and they just made it up and stuck on the sign, I suppose that speaks to the 

value of that. 

Um, yeah, I can't, I don't really know much about how Britain presents itself as an education system 

throughout the globe.  

R: [00:38:42] Do you think, do you think that the, the style of, of how we are treated as, as teachers 

by society now has changed compared to how well, I suppose you wouldn't really know since you've 

been teaching the same amount of time as me, but for the rest of you guys, do you think it's 

changed from how we perhaps were perceived as, as a profession in the seventies or eighties in this 

country compared to how it is perceived now professionally? 

ZAC: [00:39:09] Yeah, I think so. Definitely.  

NIGEL: [00:39:11] There was an article in the paper today about that in terms of a lot of teachers 

wanting to leave, because they didn't feel that there were, they got their professional respects that 

they felt they deserved.  

PATRICIA: [00:39:22] And also being used as a political potato all the time. We can. Well, certainly I, I 

believe like myself, you go into teaching because you want to encourage children to learn, not 

interested in the politics about it. 

You just want to be able to pass on your skill and enthusiasm to the students that you have. Um, and 

whilst you hope that you get respect from your students, you give them the respect that they 

deserve. You don't ask for all the politics and the, changes to the curriculum, um, that happen, or the 

changes to people's attitudes. 

NIGEL: [00:40:00] I think as well, British state education has been massively underfunded. Um, 

particularly in the years of austerity, then, you know, the, the budget absolutely slashed and that I'm 

not on a personal level that of course includes is the teacher's salaries as well, which, you know, 

we're fro, fro, we've been frozen for a good number of years. 

QUENTIN: [00:40:19] Well, we're actually, um, we're doing some, uh, one of the year three teachers 

is doing a geography, the week before we broke up, and he came to get the atlases, cause they were 
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in my classroom, and we had a quick look through and, uh, Yugoslavia was still in the atlas. I was like, 

you gotta throw those out you know, they're over twenty years old.  

ZAC: [00:40:40] It's funny you should say that. I, I remember, uh, looking at the same sort of thing, 

looking at an atlas and it had on it, um, instead of having Djibouti, it's had, uh, the French territory of 

the Afars and the Issas, which has, which hasn't existed since about 1954. 

R: [00:41:07] Well, that brings us onto the idea of then does, does the resources and the resource 

environment within schools match the curriculum. Um, that is, that is actually posed, posited by the 

governments or the needs that the curriculum per, pushes, have you got access to the right sorts of 

resources, and if you don't, where do you find the resources to enable yourselves to get that access? 

PATRICIA: [00:41:28] That depends A where you work and B what the funding is like. If it's, um, um, 

textbooks are never, you never want to replace them because they are so horrendously expensive 

when money can, your budget construct further in other areas. So it's usually your, um, non-fiction 

historical and geographical texts that, uh, are way out of date because it's more important that you 

have your, um, Harry Potter books or your, um, Roald Dahl books. 

ZAC: [00:42:09] You say that, we've just happened to have an incident, uh, about, you know, you 

said about the non-fiction books that, you know, the likes of David Walliams stuff and all that, that 

the one that springs to mind, David Walliams is under the microscope now for sort of fat shaming 

and bullying and that in his books, and now, so now schools are looking at it and saying, well, we've 

got to get rid of those and find some something else. 

I mean, just how bloody bland does our education have to be now, you know, it, you know, the, the 

resources that we use, I mean, I mean, I don't have an issue. I mean, you know, going back to the 

funding issue and what Nigel was saying about being underfunded, yes, I think that's, that's, that's 

the case in state schools, but academies, um, I mean, we've, we've had money chucked at us, 

ridiculous amounts of money. 

I've just, I've literally when, especially with this COVID catch-up fund. I just, I thought I'd chance me 

arm last, uh, November and asked me, uh, asked my head for a set of class VR headsets. Right. 

Which come to about four grand. Yeah get them! No problem! You know? And I'd done this 

presentation about how it was going to change and everything, and she says, ah just, yeah get them, 

no, no, no, no problem. Um, so I've got this, I've got this set of, uh, VR class, class VR headsets, but 

all the other stuff, I just made the resources up myself. You know, there's, there's that much 

information online, I can just, you know, if I need, if I need a resource to, you know, teach a 

particular thing, I just knock it up myself. 

R: [00:43:46] So then do you think that perhaps the, the, the, the age of, of the textbook and the age 

of the hard, the hard, um, the hard resource is dying? 

QUENTIN: [00:43:55] This is what I'm about to ask. What does any, I know I work in primary. Does 

anybody still use textbooks? Like we've got Atlas and stuff like that, but textbooks, really, if I want a 

resource, I'll go print it off in like maths, you know, you've got your white rose up and all that good 

stuff. 

I wouldn't really... 

PATRICIA: [00:44:12] I think, I think it just, it depends on your type of school, your funding. Um, uh, 

and as I say, I can't really comment on UK cause I haven't been there since, or taught there since 
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2008. But even before that, it was always a battle. Do you buy, uh, do you upgrade your computers? 

Um, do you buy new PE equipment? 

You know, and it's this robbing Peter to try and pay Paul. And so you then go, right, okay. This year, 

we're going to concentrate on upgrading all our PE equipment the next year for a primary, you 

concentrate on another subject area. You know, you are always in competition because you're 

teaching so many subjects and you need to be updated. 

Um, or your county council is telling you that this is what we're going to do now. Um, it makes 

constraints really hard, whereas, okay. I'm lucky I'm teaching in private schools abroad and, uh, for  

most of the, um, budget, you can say, okay, we can't manage this year. We're planning that next 

year. So fees will go up by 3%. 

So, you know, I'm on a different. 

QUENTIN: [00:45:34] Yeah.  

PATRICIA: [00:45:35] Playing field again.  

ZAC: [00:45:36] Yeah.  

QUENTIN: [00:45:38] You find that ICT, I always find ICT is almost overfunded and we don't have 

atlases that are up to date, but this, we have this big, strong box in the corridor. I used to just kick it 

as I went past every day. I didn't know what it was. One day I asked, what's in that box? And they 

said, oh, those are the Kindles. I'd worked there three years. I've got a set of Kindles. Nobody used 

them. Nope, no use for them at all.  

ZAC: [00:45:59] Yeah.  

QUENTIN: [00:46:00] We got all that good stuff, but like we aint got up-to-date atlases and you 

know, people are running around looking for base ten what have you.  

ZAC: [00:46:08] Yeah. This is the, this is the thing. 

I mean, I, I basically, I mean, I went around my, my school about 18 months ago and I literally nicked 

every single bit of Numicon that I could find, and base 10, um, stuff like that, and nicked the  lot of it. 

So it's all in my cupboard now. So everyone knows now I've got all the maths resources, put them all 

together in one place and now people come and just sign that out. 

Stuff like that, but I know what you’re saying about, about I, IT, um, it is it's it, but the problem with 

IT is that we, we're still very much operating in a traditional ICT curriculum. So it was word 

processing, databases, spreadsheets, that sort of stuff. And not, not the cool stuff. Not that you 

know, I'm going to try and get the programming and stuff in, and then they'll say, oh, no, no, no, 

they can't because our kids need it to do, because I work in special, um, you know, I don't work with 

E B D any more, I've work with kids with severe, um, moderate learning difficulties, autistic 

spectrum, uh, uh, conditions and things like that. Um, now everything has to be, you know, figured 

for them. So that th, the, they like that sort of stuff, but a lot of kids at the same time, who want to 

be doing programming and that sort of stuff, but aren't allowed to, because they say no, because at 

the end of the day, you're trying to get them a bit of paper. 

I mean it's, you know...  
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QUENTIN: [00:47:29] Yeah. We do, like in primary, we do do this, our programming and things like 

that. But I think the problem there is that the teachers, they're under skilled. Cause when I was at 

school, ever so long ago, we didn't learn programming.  

R: [00:47:43] This raises the, this raises the question of, of certain subjects like ICT are, are the 

people who were supposed to be teaching ever going to be up to date in the program and the 

process since the technology actually clearly outstrips the teaching. 

Um, I think, I think that there's a very strong chance of most eight to 10 year olds having a very much 

better idea of how to use the current technology than even the teachers tend to. Um, and, and I 

think the issue as well is as in creating a curriculum for something like ICT, you're relying on people 

who have knowledge of five to 10 years previous ICT, then writing a curriculum for something that 

literally changed yesterday, where now the idea of, of, of programming actually is even itself 

becoming obsolete because you can create apps on, online using an app. 

QUENTIN: [00:48:35] Yeah. I don't know, for how many years I've had podcasting on the curriculum 

and I've never taught it, cause I have no concept of how to teach that, I listen to a podcast, but I 

would not know how to teach that, and it just seems to have slid every year for a good five, six years 

now.  

R: [00:48:51] Yeah, and the fact is, is if they wanted to learn podcasting, they wouldn't have to learn 

it from you. Cause they'd just go on YouTube and watch a podcast about it. 

QUENTIN: [00:48:59] Yeah, I think, yeah.  

R: [00:49:02] It's one of those things. What about yourself, Nigel?  

NIGEL: [00:49:04] Well, I think, I think over my teaching career, then IT has been the biggest kind of 

driver of change in terms of the way that we use resources.  

So if I think about when I, when I first started teaching, I had a Blackboard and a TV that I could 

wheel in if I booked it. 

Whereas now every classroom's got it's smart board, um, there's always that issue of kind of getting 

the, buying the right kind of IT equipment, and I think that's been, that's been raised already in 

terms of, you know, you buy something to think this is going to be great. And then it turns out to be 

a waste of money, um, and teachers being behind with it. 

But you know, that that's what kids are engaged with. So, you know, we can increasingly use more 

and more of it or the thought as long as the money's there to buy it.   

ZAC: [00:49:48] Promethean, that's what you want M, you want a Promethean not a smart board. 

NIGEL: [00:49:52] So I'm behind the times still.  

ZAC: [00:49:56] Yeah, my, uh, my smart board, smart board broke last year. 

So they gave me a, they bought me a Promethean. Oh! Ah, it's honestly, it's the best thing that 

anyone's ever given me. It's fantastic. We watched Netflix and all sorts on it.  

R: [00:50:14] That's fair. Um, so just to finish off, this'll be the last question, um, have you guys had 

any thoughts about how your kind of, your, your opinions of your, your teacher identity as teachers 

have changed since first becoming teachers up until this point? 
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And how has it changed? In what ways do you think that your ideas of what it was to be a teacher 

when you first started as different to what it is to be a teacher now? Possibly a very large question to 

finish on. 

NIGEL: [00:50:43] I think I was, uh, you know, my first five years of teaching, perhaps, uh, I was 

obviously a lot younger, more energetic, uh, more idealistic. 

Um, and then I kind of went through a phase of, I guess, that kind of career phase, where I was, uh, 

you know, building on that experience and starting to lead departments and things like that. Um, 

and then in the last five years, uh, I've probably, probably gone downhill a bit, just getting a bit 

knackered, I think. 

Hmm. Um, yeah.  

And so some of the fun, some of the fun had gone out of it as well I think.   

ZAC: [00:51:24] I'm kind of the same. I mean, when I, when I started, I was full of this, what I like to 

call naive idealism, um, thinking that I actually could make a difference. I very quickly realized like, I 

make very little difference. 

I can only make a difference in the time that I have the kids. Um, and now I'm just tired. I'm just 

knocking at the end of the day. That that's it, you know? Um, but I mean, I, you know, I still enjoy it. I 

still enjoy teaching, you know, it's, it's a fantastic job. Um, it's just that you have too many sort of 

variables within the, the whole sort of system that, you know, I mean, I look at it and we've got my, 

my head now, who's what I think she's both 38, 37. Um, and you know, she'll come up with this, that 

and the other, and you'll say to her, you'll try to use, you use the benefit of sort of experience, you 

know, try and point out your, you know, you can't do that. You can't do that. Why don't you try this 

instead, because I've seen this, this is work and, you know, a lot of the younger management now 

don't want to listen to the more experienced staff now. 

Um, and I think whether they're just looking at us, like we're some kind of bloody fossils and you 

know, get on with it. 

R: [00:52:56] What about yourself Quentin?  

QUENTIN: [00:52:59] Uh, I agree with A really it's, um, the looming realization of how little of a 

difference you actually make on these kids' trajectory. It's like most kids are on a path. And like, if 

you do your job well, you keep them on that path. And there might be a few, you can, you can pull 

up every year, there might be a few, you know, you click with and you connect with, and you can just 

give that little boost and the smart kids are engaged or you can push, but rarely your job is to just 

not mess up and keep those kids moving on that sort of upwards trajectory. 

So again, sort of now, now that I've been doing it 10 years and I've sort of, I know how to do the in 

class stuff, I know how to plan scheme of work. And I started looking around, it's like you say, look at 

your colleagues and see, well, how can you, how can you raise them up as well? And the extent to 

which they do not want you to do that is staggering. 

10 years ago as well. I didn't want to listen to anybody else. I just want to go and get my job done. 

Go home.  

R: [00:53:57] Uh,  

ZAC: [00:53:59] that's, that's definitely it like, you know, they just want to be left alone and get, get 

through the working day as best they can so they can go home and, you know, just chill out.  
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QUENTIN: [00:54:09] If somebody needs to know something, somebody much higher up than me 

will have told them that already, so.  

ZAC: [00:54:15] Yeah. Yeah. They look at you, they don't like it when you say things like that in the 

job interviews though,  

QUENTIN: [00:54:20] No, don't say it in a job interview.  

ZAC: [00:54:22] Yeah. 

R: [00:54:27] How about yourself Patricia? 

PATRICIA: [00:54:30] Yeah, I think it's, um, you start out yeah, all full of it. You're gonna do this and 

you're going to try that and you listen to people, um, who who've been in the profession longer, had 

more experience or have different ideas. Um, and certainly, um, now as senior management, I like to 

encourage people to think outside of the box. Um, certainly, um, with primary children, as I said to 

the end result for me, eh, be I a class teacher, year leader or senior leader, is to hand over the 

children with enthusiasm for the subjects, and that will always stay with me. Uh, they will grow, they 

will choose what it is they want to do, what it is they want to, or who they want to listen to. 

As for colleagues, it's about having a balance on your staff of, um, the young know-it-alls and the 

experienced people who say, ey ey, steady down now, you know, and education is a wheel, you 

know, when you went to, um, uh, aspects of, uh, the national curriculum where you had a whole 

folder for each subject, then it was whittled down. 

And now we're going back to cross-curricular links and old topic work. So you know, it, it is a cycle. 

Um, and it's about how you try and encourage the younger ones who have, you know, haven't had 

that experience to, um, take it on board with the good grace it's being given. And hopefully they too 

will stay in the profession until yet again, where they started, they'll move on, try all these different 

things and then end up back where they started.  

ZAC: [00:56:31] Yeah, it's absolutely crazy. I mean, I'd say when I came back, when I came back from 

Russia in 2018, I walked into a school. That they don't, they don't use levels. Right. So it's like 

assessment without levels. 

So there's no like, you know, national curriculum level one, two, three, four, or five up to, up to 

eight, nine, exceptional performance and stuff like that. And then of course, when we were at 

school, it was like you had a, a, a grade for effort, a grade for attainment, you know, A, B, C, D 

whatever. So now we have, um, uh, we, we have sort of, uh, uh, is making very good progress, 

making, making excellent progress, is making progress, um, or is making sort of some progress. 

Can't say they're not making any progress. You're not allowed to say that we've got to make. And 

when we have these ladders, these assessment ladders that we, that we use. And I'll send you a 

copy of one so you can see what I mean. Right. So you've got to bring, you have all the steps for a 

stage. So for maths we have stage A right up to stage F, F2, and then once they're past F2, they go 

on, uh, um, age appropriate work because obviously working in special. 

Um, but if you don't get a stage, then that stage then has to be broken down and down and down, 

and down, they're not allowed to drop on the stage below, but you get the point where how much 

more can I actually break the step down? You know, they just don't accept... 

R: [00:58:12] The equivalent of measuring land with a ruler that comes smaller and smaller pieces. 
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ZAC: [00:58:15] They just don't get, accept the fact that some children in some certain topics, things 

like that, will not make progress. They'll get to a point the plateau out and that'll be, it that'll be for a 

year, 18 months even. And then they'll start again. Hmm, you know, it's not the, what's it called? 

The, um, was it Bruner with his, with his spiral, they’ll go so far up the spiral and then you'll get 

slippage, they'll slip back down and then, a little bit, and then they'll come back up and stuff like 

that. 

And then at some point they'll, they'll, they'll, they'll plateau out and that'll be it. And then the next 

part, then eventually they'll, they'll go on and that's, that's how it goes. But you can't say that they 

have to show, you've got to show progress over that over the course of the year.  

R: [00:59:05] Yeah. What do you think, Quentin? 

QUENTIN: [00:59:07] So I'm just gonna build on what Patricia and Zac have just said, um, I think one 

of the biggest realizations and like penny drop moments for me was that it's not like Patricia said, it's 

not about, you know, what you want them. You want them to leave your year group with a greater 

appreciation of learning because that is what will drive them like. 

And, um, I know I've sat in parents' evenings with parents. And they, uh, you know, are they on 

target? Are they gonna pass year five or whatever, and like you go, hmm, well, they can't use an 

apostrophe and it's like, well, if that's what's stopping them from passing year five, you know, it 

don't really matter. Does it? 

Cause I was about, I think I was 20. I think I was doing my PGCE when I learned how to correctly use 

an apostrophe. That doesn't matter, but in theory, that could stop them from passing year five, but 

Patricia's absolutely right what you want and what I try to do now is get them to just think on, you 

know, I've got year 6, they're quite mature, just think on, you know, you need to be invested in 

learning cause, I know I had an atlas up in class the other day, I know I'm always banging on about 

Atlases, and uh, I said, can anyone point to Africa? And about five of them could, and I showed them 

a video of my three-year-old who could find Africa on a map. And I said, it's not because he's 

brighter than you because he isn't, it it's not because he's more intelligent it's because he wanted to 

know that and he found it out. 

So you need to take a bit of time, think about what, you know, if you're going home tonight and 

watching a four hour YouTube video of somebody playing a computer game, could you then watch a 

two minute YouTube video of somebody, you know, doing something that's interesting or, you 

know, finding out. So could you find something out and come back and tell me about it tomorrow 

and that sort of thing. 

More useful than knowing how to use an apostrophe.  

PATRICIA: [01:00:50] Yeah. It's about keeping up their want to learn and as a teacher, helping them 

or doing your best to facilitate what it is they want to learn. And certainly teaching, um, on the 

international circuit, we have that luxury where you're doing whatever subject you're doing when, 

whether it's cross-curricular or if it's each subject is pigeonholed, you just say to them, okay, we're 

going to do, um, addition, what do you know about addition? 

What would you like to know about addition? Okay. So that's what we're going to do. We're going to 

find out why it's important, why it's useful, why we need to learn it, because otherwise the kids are 

not interested. No.  

R: [01:01:37] What'd you think, M, have you got anything to add?  
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NIGEL: [01:01:41] Uh, no, not really.  

R: [01:01:45] That's absolutely fine. 

Right. Thank you all very much for taking part in that meeting. Um, I'm going to bring it to an end 

and it is of course the last meeting we're going to have on this, unless anyone has any issues or 

problems they want to raise. Um, at this moment. 

PATRICIA: [01:02:03] It is nice to meet you all. Thank you very much. Very stimulating. 

R: [01:02:08] I'm glad. Yeah. 

Excellent. All right, I'm going to stop recording then. Right? 

 

 


