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Abstract 

Over the past decade there has been a burgeoning growth of paper based literary 

picturebooks that have been transformed into digital versions for younger readers. Research on paper 

and digital picturebooks has often focused on the merits of paper or digital picturebooks, investigating 

the effect of medium on emergent reading skills and behaviours in homes and school classrooms. This 

has included inquiry into how the medium influences talk around these texts. Other studies have 

explored the modal differences in picturebooks (paper and digital apps) and have discussed the 

implications foǊ ǘŜŀŎƘŜǊǎΩ ǇŜŘŀƎƻƎȅ ǳǎƛƴƎ ǘƘŜǎŜ ǘŜȄǘǎΣ ŀƭǘƘƻǳƎƘ ǘƘŜ ŦƛƴŘƛƴƎǎ ŦǊƻƳ ǎǳŎƘ ǎǘǳŘƛŜǎ ŀǊŜ 

fragmented and often contradictory (Al-Yagout & Nikolajeva, 2017; Clinton, 2019; Furenes et al., 2021; 

Takacs et al., 2015; Zucker et al., 2009). There have been few empirical studies that focus on the 

pedagogy in upper primary classrooms involved in teaching contemporary picturebooks that have been 

transformed into a digital app.  

This phenomenological study explores insights into the pedagogy and the lived pedagogical 

experiences of one Australian upper primary school teacher as she designed, enacted and reflected on 

teaching a contemporary picturebook over two mediums (paper and digital app) in a Year 5 classroom. 

In order to generate those insights, it inquires into the socio-cultural and curricular contexts that shaped 

ǘƘƛǎ ǘŜŀŎƘŜǊΩǎ ǿƻǊƪ ŀǎ ƛǘ was lived in classrooms, paying particular attention to the ways in which that 

ǘŜŀŎƘŜǊΩǎ ƭƛǾŜŘ ǇŜŘŀƎƻƎƛŎŀƭ ŜȄǇŜǊƛŜƴŎŜǎ were situated within and shaped by wider educational reform 

discourses. To examine the nuanced complexities that are inherent in teaching contemporary literature 

in classrooms the study is theoretically embedded in the philosophical and methodological approaches 

of phenomenology, both hermeneutic (Heidegger, 1962; van Manen, 2015) and post-intentional (Vagle, 

2018), which privileges meaning making as a vital part of experience. 

Data for the study was generated through semi structured interviews with the teacher (and her 
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Year 5 students), video recordings of classroom reading events, work samples from the students, the 

ǘŜŀŎƘŜǊΩǎ ǇƭŀƴƴƛƴƎ ŘƻŎǳƳŜƴǘǎΣ ŀƴŘ Ƴȅ ƻǿƴ ǊŜǎŜŀǊŎƘŜǊ ƴƻǘŜǎ ŀƴŘ ƻōǎŜǊǾŀǘƛƻƴǎΦ  ¢ƘŜ ŀƴŀƭȅǎƛǎ ŀƴŘ 

subsequent discussion of the data were informed by hermeneutic and post intentional phenomenology. 

5ǊŀǿƛƴƎ ƻƴ ±ŀƎƭŜΩǎ (2018) post-intentional understanding of entanglements in the lifeworld, I analysed 

the emerging connections between students, the teacher, the picturebook and the author, and how 

ǘƘŜǎŜ ǎƘŀǇŜŘ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǇŜŘŀƎƻƎƛŎŀƭ ŘŜǎƛƎƴƛƴƎΣ ŜƴŀŎǘƛƴƎ ŀƴŘ ǊŜŦƭŜŎǘƛƻƴΦ Ǿŀƴ aŀƴŜƴΩǎ ό2015) four 

existentials (spatiality, temporality, corporeality and relationality), which he argued are fundamental in 

the life-world, has been used to frame analysis of other dimensions of the classroom reading 

experience. 

This study moves beyond debates about the relative merits of paper or digital picturebooks and 

instead positions these texts as complementary. I argue that the teaching of contemporary picturebooks 

in school classrooms, regardless of medium, requires sƛƳƛƭŀǊ ǇŜŘŀƎƻƎƛŎŀƭ ǇǊŀŎǘƛŎŜǎ ƻŦ ŜȄǘŜƴŘŜŘ Ψǘŀƭƪ 

ŀǊƻǳƴŘ ǘŜȄǘΩΣ ŀƴ ƛƴǘŜƴǘƛƻƴŀƭ ΨǎƭƻǿƛƴƎ ŘƻǿƴΩ ƻŦ ǊŜŀŘƛƴƎ ǇǊŀŎǘƛŎŜǎΣ ŀƴŘ ŀŎŎŜǇǘŀƴŎŜ ƻŦ ŀ ŘŜƎǊŜŜ ƻŦ 

ǳƴŎŜǊǘŀƛƴǘȅ ƛƴ ǇƭŀƴƴƛƴƎ ŦƻǊ ǇǊŀŎǘƛŎŜǎΦ !ƭǎƻ ƛƳǇƻǊǘŀƴǘ ƛǎ ŀ ǘŜŀŎƘŜǊΩǎ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ƻƴƎƻƛƴƎ ǊŜŦƭŜŎǘƛƻƴ 

and professional learning through the teaching of these texts. I highlight how such teacher practices 

(teaching, reflecting and professional learning) when working with literary picturebooks are mediated by 

wider education discourses and reform policies, and how school leadership and school-university 

partnerships can play a key role in supporting these practices.  

This study argues that despite the pervasive shifts in policy toward standardised reading 

ǇǊŀŎǘƛŎŜǎ ǘƘŀǘ Ŏŀƴ ōŜ ƳŜŀǎǳǊŜŘ ƛƴ ǉǳŀƴǘƛǘŀǘƛǾŜ ǘŜǊƳǎΣ ŎƘƛƭŘǊŜƴΩǎ literature remains a valuable part of 

ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ǊŜŀŘƛƴƎΣ ŀƴŘ ƛǎ ƛƴǘŜƎǊŀƭ ǘƻ ǎǘǳŘŜƴǘǎΩ ƭŀƴƎǳŀƎŜΣ ƭƛǘŜǊŀǘǳǊŜ ŀƴŘ ƭƛǘŜǊŀŎȅ 

learning outcomes.  It affirms that when teachers are supported by school leadership to immerse 

themselves in work-based inquiry as part of professional reflection and learning, valuable changes to 
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pedagogical practices are likely.  When these changes are assisted by school-university partnerships 

where critique is provided by a critical friend, teachers are able to capitalise on inquiry to see beyond 

their existing knowledge and practices. This study advocates opening up further spaces for ongoing 

ǇǊƻŦŜǎǎƛƻƴŀƭ ŘƛŀƭƻƎǳŜΣ ǿƛǘƘƛƴ ŀƴŘ ōŜȅƻƴŘ ƛƴǎǘƛǘǳǘƛƻƴǎΣ ǊŜƎŀǊŘƛƴƎ ǘƘŜ ŎƻƳǇƭŜȄƛǘȅ ƻŦ ǘŜŀŎƘŜǊǎΩ ǇǊŀŎǘƛŎŜǎ 

when they read and teach contemporary picturebooks.  
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Chapter 1 

 Introducing the study 

      

As others before me have done, I draw on the work of the Australian author, Shaun Tan, as inspiration. 

This particular piece of clay artwork was created by one of the students in the Year 5 classroom I was 

privileged to visit during the course of my doctoral research. The students in this class were invited as 

ǊŜŀŘŜǊǎ ƻŦ ¢ŀƴΩǎ ǿƻǊƪ ƛƴǘƻ ǘƘŜ Ƴŀny ways of seeing the ordinary, and to uncover the extraordinary which 

often hides in plain sight... 



 

2 

 

 Introduction 

This phenomenological study explores the lived teaching experiences of one Year 5, upper 

primary teacher in Victoria, Australia, whom throughout this study I call Jayne (a pseudonym). The study 

focuses on developing an understanding of how Jayne designed, enacted, and reflected on her 

experiences in teaching the picturebook0F0F0F0F

1 Rules of Summer by Shaun Tan using both paper and digital 

versions.  

With the increasing proliferation of digital books, research has started to explore the impact of 

this proliferation on early literacy acquisition compared to paper texts (Bus et al., 2015; Neuman et al., 

2017; Takacs et al., 2015; Wong & Neuman, 2019). Whilst there have been some studies investigating 

the use of these digital books in classrooms, with some recommendations starting to emerge, this 

strand of research is still relatively new. To date, there are limited numbers of studies that set out to 

ŜȄǇƭƻǊŜ Ƙƻǿ ǘŜŀŎƘŜǊǎ ǳǎŜ ǾŜǊǎƛƻƴǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ǇƛŎǘǳǊŜōƻƻƪǎ όǇŀǇŜǊ ŀƴŘ ŘƛƎƛǘŀƭύ ŀǎ ŎƻƳǇƭŜƳŜƴǘŀǊȅ 

texts, especially when the picturebooks are adapted into digital versions. Phenomenological studies, 

though, that privilege the subjective life experience and allow for an in-depth exploration of the nuances 

ŀƴŘ ŎƻƳǇƭŜȄƛǘƛŜǎ ƻŦ ǘƘŜ ŜǾŜǊȅŘŀȅƴŜǎǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪΣ ŀǊŜ ǊŀǊŜΦ   

In this phenomenological study, it is important for me as the researcher to consider my own life-

world1F1F1F1F

2. I need to make explicit how this life-ǿƻǊƭŘ ƛƴŦƭǳŜƴŎŜǎ ǘƘŜ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ǘƘŀǘ L ƳŀƪŜ ƻŦ WŀȅƴŜΩǎ 

teaching experiences and how I present them in the pages of this thesis. This opening section of Chapter 

1 starts with a description of Kelly Carabott, me, giving an account of who I am, and how I see the world 

through my own experiences. 

 
1 ¢Ƙƛǎ ǘƘŜǎƛǎ ǳǎŜǎ ǘƘŜ ŎƻƳǇƻǳƴŘ ǿƻǊŘ ΨǇƛŎǘǳǊŜōƻƻƪΩ ǘƘǊƻǳƎƘƻǳǘ ǘƻ ŀŎƪƴƻǿƭŜŘƎŜ ǘƘŜ ŎƻƳǇƭŜȄ ǎȅƴŜǊƎȅ ǘƘŀǘ ŜȄƛǎǘǎ 

between the pictures and words (Lewis, 2001; Nikolajeva & Scott, 2006; Wolfenbarger & Sipe, 2007). 
2 The phenomenological use of the word Ψlife-worldΩ (Husserl, 1970; Schutz & Luckmann, 1973) refers to the totality 

world of human experience. See section 3.3 where the conceptualisation of life-world is discussed in detail.  
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1.1 Phenomenologically positioning myself in the study 

I am many things: a mother, a friend, a reader, a teacher, and a researcher, just to name a few. 

All these roles have had a profound influence on how I view the world. I have always wanted to be a 

teacher. My mum distinctly remembers the day I arrived home from kindergarten as a four-year-old and 

stated firmly that I would be a teacher when I grew up; this was a stance that I never deviated from. I 

have no idea what prompted such a strong determination from this young age, but I can only assume 

that I was influenced by my first experience of education. As a child, I was always hungry for new ideas. I 

was an avid reader from as early as I can remember, and I was fascinated by technology. 

I vividly remember the first computers that we had in our primary school (in the early 80s). The 

mysterious devices (two of them) were nestled into a corner of the library, dwarfed by stacks of books, 

but in full view of library teachers. We were not allowed to use these devices unless we had permission. 

To use the computer, we had to write our names on a list, and this list was long with names! Beside the 

computer there was a timer that was dutifully set for 15 minutes a turn. As the piercing squeal of the 

alarm echoed in the library space, a new student would go and sit in front of the computer. I remember 

the feeling of anticipation and joy when the alarm went off and it was my turn. 

Through primary and secondary school, and then at university, I was always keen to experiment 

ŀƴŘ ŜȄǇƭƻǊŜ ǘŜŎƘƴƻƭƻƎȅΦ L ǿŀǎ ŀ ƪŜŜƴ ƎŀƳŜǊ ƻƴ Ƴȅ !ǘŀǊƛ ŀƴŘ ŦŀǎŎƛƴŀǘŜŘ ƛƴ Ƴȅ Ψ/ƻƳǇǳǘŜǊǎ ƛƴ ŜŘǳŎŀǘƛƻƴΩ 

class as part of my undergraduate degree. I was excited about the potential of computers in education. 

As a pre-school, primary and tertiary educator myself for over 25 years, students and colleagues have 

thought me to be quite progressive in my teaching approaches, and I have continued to gravitate 

towards the new and the novel in my teaching practices.  

I view the learning process as something that is both challenging and exciting. It creates spaces 

for vulnerability, and this can ultimately be enjoyable and fulfilling. My classrooms are always a little 

chaotic, a little loud, and filled with talking. I am a strong believer that learners need to be able to talk. 

Talk is at the centre of an engaged classroom. Reading and sharing quality literature with my students 

was always a priority and a pleasure when I was a primary classroom teacher, and is still now for me as a 

teacher educator in a university. I continue to be an early adopter of any emerging technology, and I 

avidly look for ways that it could be integrated into the learning process. I want to make learning for my 

own students relevant and interesting, I want them to love learning as much as I do.  

 My earliest memories of home life feature books. I loved reading both picturebooks and chapter 

books, and I was often told off for having my nose in a book. I could not count the number of times my 
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parentǎ ǿƻǳƭŘ ǘŜƭƭ ƳŜΥ άYŜƭƭȅΣ ȅƻǳ ƴŜŜŘ ǘƻ Ǝƻ ƻǳǘǎƛŘŜ ŀƴŘ ǇƭŀȅΗέ L Ƴǳǎǘ ŀŘƳƛǘ ǘƘŀǘ ǘƘŜ ŦƻƴŘ ƳŜƳƻǊƛŜǎ L 

have of books, of enjoyment, of relaxation, are connected to paper-based books, at a time when digital 

books were just coming onto the scene. However, I do recall the enjoyment of listening to the story of 

Ψ¢ƘŜ [ƛǘǘƭŜ wŜŘ IŜƴΩ ƻƴ ŀ мн-inch vinyl LP; the voices and sounds were intriguing (and this prized 

ǇƻǎǎŜǎǎƛƻƴ ǎǘƛƭƭ ǎƛǘǎ ƛƴ Ƴȅ Ǿƛƴȅƭ ǊŜŎƻǊŘ ŎƻƭƭŜŎǘƛƻƴύΦ L ƭƻǾŜ Ƴȅ ƛtŀŘ ŀƴŘ ƭŀǇǘƻǇΣ ǘƻƻΦ L ǘƘƛƴƪ ƛǘΩǎ ŦŀƛǊ ǘƻ ǎŀȅ that 

my colleagues see me as technically literate and creative with technology. And yet I still prefer to read 

paper-based books in hard copy form, rather than reading a digitised version of them on the screen.  

 I live in a house and work in an office that is surrounded by paper books, screens, and pictures 

(currently of Shaun Tan illustrations). My workspace always includes my laptop, my iPad, my iPhone 

nearby, my paper printed articles, my journal, and note paper. It is an eclectic collection of mediums. It 

always comes as a surprise to colleagues and students that I navigate between digital and paper texts so 

easily. As I wrote this PhD, I often chose to print out articles for deep reading but I did read a lot of other 

articles on the screen. All my notes about that reading were typed, yet I have hardcopies of articles filled 

with handwritten notes and highlights. My brainstorming was done with pens and highlighters on big 

ǇƛŜŎŜǎ ƻŦ ōǳǘŎƘŜǊΩǎ ǇŀǇŜǊ ǿƘŜƴ L ƴŜŜŘŜŘ ǘƻ visualise the connected ideas. Needless to say, I was always 

writing words that would finally appear in my thesis on the screen. I exist in a space where I am happy to 

coexist between mediums ŘŜǇŜƴŘƛƴƎ ƻƴ ǿƘŀǘ L ŀƳ ŘƻƛƴƎΦ CǊƻƳ ǿƘŀǘ Ƴȅ ŎƻƭƭŜŀƎǳŜǎ ǘŜƭƭ ƳŜΣ L ŘƻƴΩǘ ǘƘƛƴƪ 

I am alone in this coexistence.  

I carry these lived experiences with me into my everyday interactions. They colour my beliefs, 

interactions, and actions consciously and unconsciously. As I continue to pursue my work as a literacy 

and digital technology teacher educator in a large research-intensive university in Melbourne, Australia, 

my lived experiences, some of which I describe here, continue to inspire me through a journey of 

professional and personal wondering.  

мΦмΦн ά¢ƘŜƻǊȅ begins in wonderέ 2F2F2F2F

3 

The beginnings of my wonderings about how teachers and students use and value paper and 

digital picturebooks grew from my work as a literacy and digital technology teacher educator. As a way 

of connecting theory and practice for my preservice teachers in 2013 I developed a partnership with a 

 
3 (Shulman & Shulman, 2004, p. 258). 
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local school. All university workshops for my language and literacy subjects were based at that school, 

where the preservice teachers would work one-on-one with individual students on a weekly basis. After 

their teaching, we would meet as a group and collaboratively analyse the experience, my role being to 

facilitate discussions so that students were connecting theory to what they were enacting in practice. In 

those discussions, I was a passionate advocate of digital technologies. As a way of introducing the 

preservice teachers to how digital technology and literacy intersect, I had planned for them to use the 

picturebook app The Wrong Book (Bland & We are Wheelbarrow, 2012) which had been adapted from 

the paper version in teaching Foundation level3F3F3F3F

4. Each preservice teacher had an iPad to use with their 

individual student. I was intrigued when the preservice teachers complained about how difficult it was 

ǘƻ ǳǎŜ ǘƘŜ ŀǇǇ ǿƛǘƘ ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜƛǊ ŎƭŀǎǎǊƻƻƳΦ /ƻƳƳŜƴǘǎ ǎǳŎƘ ŀǎ ά¢ƘŜ ǎǘǳŘŜƴǘǎ ǿŀƴǘŜŘ ǘƻ ƘƻƭŘ ǘƘŜ 

ƛtŀŘ ǘƘŜƳǎŜƭǾŜǎέΣ ά¢ƘŜȅ ǿŀƴǘŜŘ ǘƻ ǘƻǳŎƘ ŀƭƭ ǘƘŜ ōǳǘǘƻƴǎέΣ άLǘ ǿŀǎ Ƨǳǎǘ ǇƭŀȅέΣ ŀƴŘ ά¢ƘŜȅ ǿŜǊŜƴΩǘ ǊŜŀƭƭȅ 

ǊŜŀŘƛƴƎέ ŀōƻǳƴŘŜŘΦ ¢ƘŜȅ ŀƭƭ ŀǎƪŜŘ ƛŦ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǿŜŜƪ ǘƘŜȅ ŎƻǳƭŘ ǳǎŜ ǘƘŜ ǇŀǇŜǊ ǾŜǊǎƛƻƴ ƛƴǎǘŜŀŘΗ L ǘƻƭŘ 

myself that I needed to make some changes for the future.  

The following year, 2014, with a new group of students, I spent some time in class before the 

students began their teaching placement in a school looking at paper-based and picturebook apps. We 

discussed the differences and how they might be used in classrooms. When I asked the preservice 

teachers to plan a short 15-minute lesson with either the app or the paper version to teach, most 

preservice teachers chose the paper-based book.  Again, I was intrigued. I felt strongly that both could 

be used as valuable reading experiences, but I needed to find out more about how teachers navigated 

these two mediums. It was during this time that I was also further exploring the literature on the 

intersections between literacy and digital technology, having recently completed a Master of Education 

 
4 Foundation level is the first year of primary school in Australia.  
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thesis titled ΨThe use of iPad Apps to support oral language in the early primary yearsΩ. The combination 

of my readings which showed little discussion on how teachers use picturebook apps and the 

experiences of my PSTs left me wondering. This wonder sparked curiosity and became the impetus for 

my PhD journey.  

1.2 Positioning the study 

In the years leading up to my beginning this PhD, I became aware of the burgeoning growth of 

digital books on the market; digital books were becoming more prominent in homes and classroom 

contexts (Hirsh-Pasek et al., 2015; Moody & Swafford, 2019; Serafini et al., 2015; Yokota, 2013, 2015) 

especially after the release of the iPad in 2010. Research into these texts was still emerging and yet 

there was limited consensus on what these types of digital books should be called4F4F4F4F

5. And there was 

profound disagreement about how these texts may affect learning (Al-Yaqout & Nikolajeva, 2017; 

Clinton, 2019; Furenes et al., 2021; Takacs et al., 2015; Zucker et al., 2009). The only area of agreement 

seemed to be that the quality and purpose of these books differed substantially (Aguilera et al., 2016; 

Al-Yaqout & Nikolajeva, 2015; McGeehan et al., 2018; Serafini et al., 2016).  

 Much of the discussion about print and digital books has regarded these versions as a 

metaphorical clashing of swords, with one medium being pitted against the other. Questions abound, 

including: Which is better? Which is worse?  Some studies have examined the beneficial effects of digital 

books versus paper books on emergent literacy skills (Bus et al., 2015; Neuman et al., 2017; Rvachew et 

al., 2017; Takacs et al., 2015; Wong & Neuman, 2019). Other researchers have focused on 

comprehension skills (de Jong & Bus, 2002, 2004; L. Miller et al., 1994; Pearman, 2003, 2008; Richter & 

 
5 These picturebook apps have also been called, Multimedia book app (Turrión, 2014), Multimedia book-enhanced 

picturebook (Cahill, McGill-Franzen, & Peterson, 2013), Book app (i-Tunes 2106), Alternative story app/ Multiple fabula 
(Stichnothe, 2014), Literature app (Möller, 2015), Technology-enhanced storybook (Takacs, Swart, & Bus, 2015), Educational 
apps (Hirsh-Pasek et al., 2015a), Transmedia storytelling (Schwebs, 2014), Book apps (Sargeant, 2015), eBook application (Baird 
& Henninger, 2011). 
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Courage, 2017; Underwood, 2000; Zucker et al., 2009); decoding skills (Lefever-Davis & Pearman, 2005; 

Pearman, 2008); or vocabulary growth (Korat, 2010; Korat & Shamir, 2012; Smeets & Bus, 2012; Takacs 

et al., 2015). Still other researchers have investigated the effect of the medium (paper or digital) on 

Ψōƻƻƪ ǘŀƭƪΩΣ ǇŀǊǘƛŎǳƭŀǊƭȅ ǿƛǘƘ ȅƻǳƴƎ ŎƘƛƭŘǊŜƴ (Kucirkova, 2019; Takacs et al., 2014; Vaala & Takeuchi, 

2012; Yuill & Martin, 2016). Findings from these studies have been fragmented and contradictory, with 

ƴƻ ŎƭŜŀǊ ŎƻƴǎŜƴǎǳǎ ǘƘŀǘ ŘƛƎƛǘŀƭ ōƻƻƪǎ ŀǊŜ ŜƛǘƘŜǊ ΨƎƻƻŘΩ ƻǊ ΨōŀŘΩ ŦƻǊ ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎΣ ŀƴŘ ǿƛǘƘ ƳƛȄŜŘ 

findings on the impact of digital texts on literacy practices in particular. Hassinger-Das et al. (2019) and 

Courage (2019) add much needed nuance to this debate, with both arguing that it is not the digital 

affordances or interactive features that are important. Rather it is the reading behaviours and the 

quality of the narrative, as well as how these are used as part of active dialogic reading that are critical 

ŦƻǊ ǎǘǳŘŜƴǘǎΩ ƻǾŜǊŀƭƭ ǊŜŀŘƛƴƎ ŜȄǇŜǊƛŜƴŎŜΣ ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǘƘŜ ƳŜŘƛǳƳ όǇŀǇŜǊ ŀƴŘ ŘƛƎƛǘŀƭύΦ  

My PhD study looks beyond the binary views of the for or against debates, and sees these texts 

as offering unique yet complementary reading experiences (Larson, 2015; Yokota, 2015; Yokota & Teale, 

2014). Lǘ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŀǘ ōƻǘƘ ǇŀǇŜǊ ŀƴŘ ŘƛƎƛǘŀƭ ǇƛŎǘǳǊŜōƻƻƪǎΣ ƛƴ ŀǎǎƻŎƛŀǘƛƻƴ ǿƛǘƘ ǘƘŜ ǘŜŀŎƘŜǊΩǎ 

pedagogy and practices, creates its own experience. ! ΨǇƛŎǘǳǊŜōƻƻƪ ŀǇǇΩ ƛǎ ŘŜŦƛƴŜŘ ŀǎ a digital 

ΨŀǇǇƭƛŎŀǘƛƻƴΩ ǘƘŀǘ Ƙŀǎ ōŜŜƴ ŘŜǎƛƎƴŜŘ ŦƻǊ ǳǎŜ ƻƴ ƳƻōƛƭŜ ŘŜǾƛŎŜǎ όǎƳŀǊǘǇƘƻƴŜǎ ŀƴŘ ǘŀōƭŜǘǎύΣ ǿƘŜǊŜ ŀǇǇ 

ŘŜǎƛƎƴŜǊǎ Ŏŀƴ ŎǊŜŀǘŜ άƳǳƭǘƛƳŜŘƛŀΣ ƛƴǘŜǊŀŎǘƛǾŜ ǎǘƻǊȅǘŜƭƭƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎέ (Yokota & Teale, 2014, p. 579). 

Although these apps may be common in the everyday lives of children, the effect that picturebook apps 

ƘŀǾŜ ƻƴ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ǊŜŀŘƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǇŜŘŀƎƻƎȅ ƛǎ ǎǘƛƭƭ ǳƴŘŜǊ-explored (Al-

Yaqout & Nikolajeva, 2015; Schwebs, 2014). Studies have focused on how to recognise and choose 

quality apps (Bird, 2011; Cahill & McGill-Franzen, 2013; Hirsh-Pasek et al., 2015; Yokota & Teale, 2014), 

and an emergent body of work has provided descriptions and analyses of the affordances of specific 

picturebook apps (Al-Yaqout, 2011; Hagen, 2020; Hateley, 2013, 2014; Schwebs, 2014; Serafini et al., 
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2015; Stichnothe, 2014), including how embodied interactions including touch are part of meaning- 

making with these apps (Zhao & Unsworth, 2016). However, many teachers and researchers have been 

ƭŜŦǘ ŀǎƪƛƴƎ ǉǳŜǎǘƛƻƴǎ ǎǳŎƘ ŀǎ άǿƘŀǘ ǿƻǊƪǎΣ ǿƘŀǘ ŘƻŜǎ ƴƻǘΣ ǿƘŀǘ ƛǎ ƎƻƻŘ ŀƴŘ ǎƻ ǿƘŀǘέ ό¸ƻƪƻǘŀΣ нлмрΣ ǇΦ 

78). 

1.3 Significance of the study 

There has been a substantial amount of research on paper-based picturebook pedagogy in 

classrooms (Pantaleo, 2014b, 2020; Serafini, 2008; Serafini & Ladd, 2008; Sipe, 2000b), with some 

studies exploring the use of contemporary picturebooks in the upper years of primary school (Dallacqua 

et al., 2015; Pantaleo, 2012a, 2014a; Rhoades et al., 2015; Small & Callow, 2021). What is under-

researched is the pedagogical implications of using picturebooks apps in classrooms, with limited 

empirical studies on the use of contemporary picturebooks that have been adapted into picturebook 

apps. Nor is it clear how teachers are using these contemporary picturebooks (one story in a paper and 

digital form) in their teaching. Scholars such as Serafini et al. (2015) have highlighted this gap by stating 

As narratives for children in digital formats evolve and appear in greater numbers of classrooms, 

picturebook scholars and educators will need new lenses or frameworks for analyzing these 

ǘŜȄǘǎ ŀƴŘ ŘŜǾŜƭƻǇƛƴƎ ǇŜŘŀƎƻƎƛŎŀƭ ŀǇǇǊƻŀŎƘŜǎ ǘƘŀǘ ǎǳǇǇƻǊǘ ŎƭŀǎǎǊƻƻƳ ƛƴǎǘǊǳŎǘƛƻƴ ŀƴŘ ǊŜŀŘŜǊǎΩ 

transactions with the texts. (p. 17) 

This call is not unique, and other scholars have noted a similar need in the research (Larson, 

2013, 2015; Roskos & Burstein, 2012; Yokota & Teale, 2014). Studies on the pedagogical implications of 

reading paper and digital picturebooks are beginning to emerge and they suggest these texts may 

require different pedagogical approaches. According to some researchers (Barton & Unsworth, 2014; 

Felvegi & Matthew, 2012; Hutcheon, 2012; Roskos, 2017), paper and digital texts might require 

significantly different reading practices and may result in different reading experiences, each with their 

individual affordances, practices, and experiences. Other studies take a contrary view, arguing that 
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paper and digital picturebooks need similar pedagogical approaches (Hoel & Tønnessen, 2019; Schulz-

Heidorf et al., 2021; Tonnessen & Hoel, 2019; Yokota & Teale, 2014).   

While some studies have looked at potential pedagogical implications of using digital 

picturebooks, what appears to be missing from these conversations is how teachers design, enact and 

then reflect on teaching and learning with paper and picturebook apps in the upper years classroom. 

{ǘǳŘƛŜǎ ǘƘŀǘ ŜȄŀƳƛƴŜ ŀƭƭ ǘƘǊŜŜ ŘƛƳŜƴǎƛƻƴǎ ƻŦ ŀ ǘŜŀŎƘŜǊΩǎ ǇǊŀŎǘƛŎŜ ς i.e., design, enactment, and 

reflection ς have the potential to build on these existing pedagogical conversations, with the majority of 

research thus far focused on young children (Hoel & Tønnessen, 2019; J. E. Kim & Hassinger-Das, 2019; 

Roskos & Burstein, 2012; Schulz-Heidorf et al., 2021; Tonnessen & Hoel, 2019).  

Research acknowledges the importance and the challenges for teachers reading and making 

meaning from contemporary picturebooks (Pantaleo, 2014b; Serafini, 2008, 2012a) before using the 

picturebooks as part of their teaching. It argues that it is problematic for teachers to embark upon the 

teaching of contemporary picturebooks if they themselves have not used these types of picturebook 

before in their own reading experiences. The challenges are greater when these picturebooks have been 

adapted into digital versions as they may have different designs and modalities (e.g., sound and 

interactivity).  

There is a clear need for a study that explores pedagogy and experiences when teaching more 

complex and sophisticated picturebooks (paper and digital), with older students in the upper primary 

years. Research that investigates how upper years teachers engage in the complexity of teaching one 

picturebook over two mediums (paper and digital) is rarely seen. This study contributes to the rich 

research discussions ƛƴǾƻƭǾƛƴƎ ǘŜŀŎƘŜǊǎ ŘŜǎƛƎƴƛƴƎΣ ŜƴŀŎǝƴƎ ŀƴŘ ǊŜƅŜŎǝƴƎ ƻƴ ǳǎƛƴƎ ŎƻƴǘŜƳǇƻǊŀǊȅ 

ǇƛŎǘǳǊŜōƻƻƪǎ ƛƴ ǳǇǇŜǊ ȅŜŀǊǎ ǇǊƛƳŀǊȅ ǊŜŀŘƛƴƎ ŎƭŀǎǎǊƻƻƳǎΦ 
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1.4 Introduction to the research questions and theoretical orientation 

The research questions for this study jointly emerged from my own wonderings, from my 

experiences as an educator in primary schools and preservice teacher education classrooms, from my 

reading of the research, and from the phenomenological data I gathered in the third year of my PhD 

candidature. In the initial stages of my PhD, I focused on how both teachers and students understood 

contemporary picturebooks and picturebook apps. However, the more I read the research and worked 

with my data, it became apparent that my PhD should present and analyse the teacher, JaynŜΩǎΣ ǎǘƻǊȅΣ ƛŦ 

L ǿŜǊŜ ǘƻ Řƻ ƧǳǎǘƛŎŜ ǘƻ ŀƭƭ ƛǘǎ ŎƻƳǇƭŜȄƛǘȅ ŀƴŘ ƴǳŀƴŎŜΦ ! ŘŜǘŀƛƭŜŘ ŘƛǎŎǳǎǎƛƻƴ ƻƴ WŀȅƴŜΩǎ Ǉƻǎƛǘƛƻƴ ƛƴ ǘƘŜ 

research occurs in Chapter 4 (section 4.2). This is not to say that the studentǎΩ stories were not 

important. In fact, student voices are never far from the centre of this thesis, as I seek to illustrate the 

ǊƛŎƘ ǊŜƭŀǘƛƻƴŀƭƛǘȅ ōŜǘǿŜŜƴ ǘŜŀŎƘŜǊ ŀƴŘ ǎǘǳŘŜƴǘǎ ǘƘŀǘ ǎƘŀǇŜŘ WŀȅƴŜΩǎ ŎƭŀǎǎǊƻƻƳ ŜȄǇŜǊƛŜƴŎŜΦ ! ƴŀǊǊƻǿŜŘ 

and intensive focus on Jayne allowed me to concentrate on her practices (in and beyond the classroom), 

to investigate how her exploratory experiences illuminate her life-world, to consider her collaboration 

with a critical friend in these experiences, and to explore how other teachers might engage with the 

challenge and pleasure of themselves teaching one picturebook across two mediums. 

One main research question underpins this study, and this question is supported by three sub-

questions. 

 The main research question which frames this study is 

How does an Australian upper primary teacher experience the reading and teaching of one 

picturebook (in paper and digital app forms) in a classroom context?  

This question was investigated through close attention to the following three sub-questions: 

a. How does that teacher engage in the process of pedagogical design?  

b. What is the experience of enacting this design?  
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c. How does that teacher reflect on and learn from the experience?  

To explore these research questions, it was important that I adopt a philosophical and 

methodological approach that foregrounded the subjective experience. As such, this study is situated in 

the qualitative paradigm with philosophical and methodological underpinnings of phenomenology, both 

hermeneutic and post-intentional. The theoretical framework for this study is described in more detail in 

Chapter 3, but in this introductory chapter, it is helpful to sketch out the key methodological thinking 

that has shaped the thesis.  

The term phenomenology is philosophically multilayered and has nuanced ontological and 

epistemological foundations. However, at its core phenomenology is concerned with  

describing the world, the way it is experienced by humans; what the world is and means to 

humans, what it means for humans to have a world, and how humans relate to this world, to 

each other, to different situations - ǘƻ ŀƭƭ ǇƻǎǎƛōƭŜ άǘƘƛƴƎǎέ ƻŦ ǘƘŜ ǿƻǊƭŘ. (Dahlberg et al., 2008, p. 

36) 

 

This study employs two particular forms of phenomenology, hermeneutic phenomenology 

(Heidegger, 1962; van Manen, 2014, 2015b) and post-intentional phenomenology (Vagle, 2010b, 2018, 

2019; 2016)Φ IŜǊƳŜƴŜǳǘƛŎ ǇƘŜƴƻƳŜƴƻƭƻƎȅ ŦƻǊŜƎǊƻǳƴŘǎ ƛǘǎ ƛƴǘŜǊǇǊŜǘƛǾŜ ŎƘŀǊŀŎǘŜǊΣ ŀƴŘ άŀǘǘŜƳǇǘǎ ǘƻ 

ŘŜǎŎǊƛōŜ ŀƴŘ ƛƴǘŜǊǇǊŜǘ ƳŜŀƴƛƴƎǎ ǘƻ ŀ ŎŜǊǘŀƛƴ ŘŜƎǊŜŜ ƻŦ ŘŜǇǘƘ ŀƴŘ ǊƛŎƘƴŜǎǎέ ό±ŀƴ aŀƴŜƴΣ мффлΣ ǇΦ ммύ 

through an understanding of the experience and resultant meaning making in the life-world. I also draw 

ƻƴ ±ŀƎƭŜΩǎ (2010b, 2018, 2019; 2016) notion of post-intentional phenomenology, which builds on the 

understanding of hermeneutic phenomenology and explores the complexity of connections or 

ΨŜƴǘŀƴƎƭŜƳŜƴǘǎΩ ς a concept that I will tease out in Chapter 3 (section 3.2.3). 

Educational researchers are increasingly using phenomenology as both a philosophical and a 

methodological approach to their research ό/ǊŜŜƭȅ Ŝǘ ŀƭΦΣ нлнмΤ 5ŀƭƭΩ!ƭōŀΣ нлммΤ CǊƛŜǎŜƴ Ŝǘ ŀƭΦΣ нлмнύ 

across a range of educational contexts, including early childhood, primary, secondary, and higher 
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education. The topics of these studies vary from professional learning (Phillipsen et al., 2019), to 

understanding the lived experiences of teachers and leaders (e.g., Adams & van Manen, 2006; Brown et 

al., 2007; Lyons & Carabott, 2021; Sloan et al., 2013; van Manen, 1991, 1992, 2002), to the use of digital 

technology (e.g., Chan et al., 2015; Cilesiz, 2011; Valentine et al., 2018) and often in arts education (e.g., 

Bogiannidis et al., 2021; Greenhead, 2021; Randles, 2012).  

Moreover, there has been no shortage of phenomenological studies in literacy research. They 

have explored writing and digital storytelling (Healey & Merga, 2017; Yuksel-Arslan et al., 2016); reading 

(Heap, 1977; Howard, 2012; Magrini, 2013; Rowsell, 2014), and on-screen reading (Carusi, 2006; Evans, 

2017; Mangen, 2010; Rose, 2011). Literacy researchers have argued that phenomenology can open new 

ways of thinking about literacy and meaning making. For example, Rowsell (2014) and Mangen (2010) 

draw attention to the ways that phenomenological framing of embodiment can be generative in 

exploring meaning-making with digital devices.  

Henriksson (2012) asserts that hermeneutic phenomenology allows for a nuanced exploration of 

the lived experiences in classrooms. She highlights that phenomenology allows for an exploration into 

the everydayness of practice and states that a phenomenological approach can 

silence the rush and roar of our everyday environment and allow us to suddenly see our 

students and ourselves with new eyes, or perhaps just see and start to question what we take 

for granted. (p. 135) 

Like Henriksson, Vagle (2010b) advocates that any understanding of teacher practice should be 

interpreted through the complex connections between teachers and students in their life-world as it is 

lived. Vagle (2010) states 

¢ƘŜ ƴƻǘƛƻƴ ƻŦ ΨōŜǘǿŜŜƴΩ ƛǎ ƛƳǇƻǊǘŀƴǘΣ ŀǎ ǘƘƛǎ ƛǎ ǿƘŜǊŜ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ƳŜŀƴƛƴƎǎ ǊŜǎƛŘŜ ŀƴŘ 

this is precisely where a phenomenology of practice should be located τ not in the technical 

acts of practice or in the theoretical explanations of those acts, but in the complex, intentional 

ǊŜƭŀǘƛƻƴǎ ƛƴ ǿƘƛŎƘ ǘƘƻǎŜ ŀŎǘǎ ŀǊŜ ƭƛǾŜŘ ΨōŜǘǿŜŜƴΩ ǘŜŀŎƘŜǊǎ ŀƴŘ ǎǘǳŘŜƴǘǎΦ όǇΦ офтύ 
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 For teachers and students, the shared life-world of the classroom is where interactions 

between teachers, students and texts can shape reading experiences. Any research on how an upper 

primary teacher designs, enacts, and reflects on reading experiences using digital and paper 

picturebooks needs to be situated within the relations of their life-world. The application of 

ǇƘŜƴƻƳŜƴƻƭƻƎȅ ŀǎ ŀ ǊŜǎŜŀǊŎƘ ƭŜƴǎ Ƙŀǎ ŀƭƭƻǿŜŘ ǘƘƛǎ ǘƘŜǎƛǎ ǘƻ ƻŦŦŜǊ ƛƴǎƛƎƘǘǎ ƛƴǘƻ άƘƻǿ ǇŜƻǇƭŜ ǇŜǊŎŜƛǾŜ ŀ 

phenomenon, feel about a phenomenon, judge it, remember it, make sense of it and talk to others 

ŀōƻǳǘ ƛǘέ (Patton, 2015, p. 115). This allows for the complexities or meaning-making and the nuanced 

understandings of reading experiences to be teased out and illuminated. 

1.5 Phenomenological data generation and analysis 

Jayne, an experienced Year 5 teacher, and her 26 students were the participants in the study, 

ŀƭǘƘƻǳƎƘ ǘƘŜ Ƴŀƛƴ ŦƻŎǳǎ ƛǎ ƻƴ WŀȅƴŜΩǎ ǇŜŘŀƎƻƎƛŎŀƭ ŜȄǇŜǊƛŜƴŎŜǎ ƛƴ ǘŜŀŎƘƛƴƎ ǘǿƻ ǾŜǊǎƛƻƴǎ ƻŦ ŀ ǇƛŎǘǳǊŜōƻƻƪΦ 

Data generation occurred from 20th April to 12th October 2017. This started with my first visit to meet 

Jayne, the teacher, at the school in April and concluded when Jayne sent me the final student reflections 

about their picturebook learning in October.  In May-June I was visiting JaȅƴŜΩǎ Ŏƭŀǎǎ ŀǎ ǎƘŜ ǘŀǳƎƘǘ Rules 

of Summer by Shaun Tan. Phenomenological accounts of the experience were captured through 

interviews with Jayne (three one-ƘƻǳǊ ƛƴǘŜǊǾƛŜǿǎύ ŀƴŘ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ όthirteen 30-minute paired 

ƛƴǘŜǊǾƛŜǿǎύΦ L ŎƻƭƭŜŎǘŜŘ ŀƴŘ ŀǊŎƘƛǾŜŘ WŀȅƴŜΩǎ ǇƭŀƴƴƛƴƎ ŘƻŎǳƳŜƴǘǎΣ ŀƭƻƴƎ ǿƛǘƘ WŀȅƴŜΩǎ ǊŜŦƭŜŎǘƛǾŜ journal 

that she wrote throughout the period when I was observing her teaching Rules of Summer (paper and 

digital app). Two sets of reading reŦƭŜŎǘƛƻƴǎ ǿǊƛǘǘŜƴ ōȅ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ όƻƴŜ ƛƴ aŀȅ ŀƴŘ ƻƴŜ ƛƴ hŎǘƻōŜǊύ 

and 26 individual student reading journals were collected. Observational video data was captured for 18 

reading events (16 hours and 55 minutes of video footage). Finally, my researcher journal included 

observational notes and ongoing reflections over the period of data generation and after the data 

generation was completed. 
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1.6 The thesis structure and content 

This thesis comprises eight chapters. The first chapter has presented an orientation to the 

research, showing how the study aims to explore the lived experience of a primary school literature 

teacher as she designed, enacted, and reflected on her teaching of one picturebook in paper and digital 

forms and the significance of this research. I have explained how the study draws on phenomenological 

methods, in particular the ideas of van Manen (hermeneutic phenomenology) and Vagle (post-

intentional phenomenology) to explore this experience as it occurs in the everydayness of teaching. And 

I have contextualised the study within my own experiences as a teacher and researcher and a range of 

research literature that has begun to investigate the teaching of picturebooks (paper and digital). 

Chapter 2 engages with the relevant literature and is divided into three parts. Part One is 

focused on reading, picturebooks and picturebook apps, and the role of medium in the experience 

of reading the books or apps. It discusses how reading is defined through multimodality and new 

literacy studies (NLS) and embeds these discussions within reference to details of the Australian 

Curriculum: English and the policy landscape that features standards-based reforms of teaching and 

education. Part Two is focused on reading pedagogies, including definitions of pedagogy and design, 

and considers classroom picturebook pedagogy for paper and picturebook apps. Part Three 

examines a portion of the huge body of literature about teacher professional learning, since existing 

studies have already begun to highlight the importŀƴŎŜ ƻŦ ǘŜŀŎƘŜǊǎΩ ƭŜŀǊƴƛƴƎ ƛƴ ǘƘŜ ǿŀȅ ǘƘŜȅ 

prepare for and reflect on their teaching of picturebooks, in print or digital forms.   

Chapter 3 provides an insight into the philosophical and methodological positioning of 

phenomenology, hermeneutics, and post-intentionality, and how these have been used in the 

construction of this study. A discussion of the research design, including participant selection and data 
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collection follows. Because hermeneutic phenomenology emphasises the role of interpretation in a 

researcherΩǎ ƳŜŀƴƛƴƎ-making, I have included a section on reflexivity where I make explicit my 

positionality as researcher in the study, including my relationship with the participant teacher, Jayne. 

This discussion explores the tensions in both emic and etic perspectives on the research, as observer, 

ŘƛŀƭƻƎƛŎ ŎƻƭƭŜŀƎǳŜ ŀƴŘ ǎƻƳŜǘƛƳŜ ǇŀǊǘƛŎƛǇŀƴǘ ƛƴ WŀȅƴŜΩǎ ǘŜŀŎƘƛƴƎ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎΦ L ŎƻƴŎƭǳŘŜ ōȅ 

explaining how I have used the phenomenological interpretations of Van Manen and Vagle to guide my 

analysis of the data.  

Chapter 4 provides an in-depth discussion of the research context. The first half of the chapter 

ŦƻŎǳǎŜǎ ƻƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ WŀȅƴŜΩǎ ǘŜŀŎƘƛƴƎ ƭƛŦŜ-world, in particular her experiences as a reader herself. I 

ƛŘŜƴǘƛŦȅ ŀƴŘ ǊŜŦƭŜŎǘ ǳǇƻƴ WŀȅƴŜΩǎ Ŝxisting reading pedagogies and her experiences with paper and digital 

ǊŜŀŘƛƴƎ ƳŜŘƛǳƳǎ ŀƴŘ ŀƴǘƛŎƛǇŀǘŜ ǿŀȅǎ ƛƴ ǿƘƛŎƘ ǘƘŜǎŜ Ƴŀȅ ǎƘŀǇŜ ǘƘŜ ƻōǎŜǊǾŀǘƛƻƴŀƭ Řŀǘŀ ŀƴŘ WŀȅƴŜΩǎ 

ǊŜŦƭŜŎǘƛƻƴ ƻƴ ƘŜǊ ǇǊŀŎǘƛŎŜΦ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ŀǊŜ ǇŀǊǘ ƻŦ ƘŜǊ ƭƛŦŜ-world, and the chapter continues with 

ǎƻƳŜ ŘŜƳƻƎǊŀǇƘƛŎ ƛƴŦƻǊƳŀǘƛƻƴ ŀōƻǳǘ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ŀƴŘ ǘƘŜƛǊ ŘƛŦŦŜǊŜƴǘ ǘƘƻǳƎƘǘǎ ƻƴ ǊŜŀŘƛƴƎ ƛƴ ǘƘŜƛǊ 

life-world. The second half of the chapter concentrates on Shaun Tan and the picturebook Rules of 

Summer, ǿƘƛŎƘ ƛǎ ǘƘŜ ŦƻŎǳǎ ŦƻǊ WŀȅƴŜΩǎ ǘŜŀŎhing that I observe and document. The work and style of 

{Ƙŀǳƴ ¢ŀƴ ŀǊŜ ŘƛǎŎǳǎǎŜŘΣ ƛƴ ǇŀǊǘƛŎǳƭŀǊΣ ǘƘŜ ΨƎŀǇǎΩ ǘƘŀǘ ƘŜ ƭŜŀǾŜǎ ƛƴ Ƙƛǎ ǿƻǊƪΣ ǇǊƻǾƻƪƛƴƎ ŀƳōƛƎǳƛǘȅΣ ŀƴŘ 

encouraging active interpretation on the part of readers. I then present a provisional interpretation of 

the two versions (paper and digital app) of the Rules of Summer picturebook. This chapter section 

includes images from the paper and digital app versions and an outline of the picturebook design, 

showing how the medium is important in shaping inteǊǇǊŜǘŀǘƛƻƴǎΦ 9ȄŎŜǊǇǘǎ ŦǊƻƳ ǘƘŜ ŀǇǇΩǎ ǎƻǳƴŘǎŎŀǇŜ 

are included as QR codes and/or hyperlinks. 

Chapter 5 is the first of three findings chapters, which all combine analysis and discussion. I 

undertake a hermeneutic phenomenological interpretation of how Jayne pedagogically designed the 
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reading experiences using the app and paper mediums of Rules of Summer. Vignettes derived from my 

ƻōǎŜǊǾŀǘƛƻƴ Řŀǘŀ ŀǊŜ ǳǎŜŘ ŀǎ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ŘŜǎŎǊƛǇǘƛƻƴǎ ǘƻ ƛƭƭǳƳƛƴŀǘŜ ǇŀǊǘǎ ƻŦ WŀȅƴŜΩǎ ƭƛǾŜŘ 

ŜȄǇŜǊƛŜƴŎŜΦ ¦ǎƛƴƎ ±ŀƎƭŜΩǎ (2018) interpretation of post-intentionality, the chapter examines the 

entanglements between Jayne, her students, Shaun Tan and the two versions of Rules of Summer. I 

ŀƴŀƭȅǎŜ ŀƴŘ ŘƛǎŎǳǎǎ Ƙƻǿ ǘƘŜ ƛƴǘŜǊǘǿƛƴƛƴƎ ƻŦ ǘƘŜǎŜ ǎƘŀǇŜŘ WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ŘŜǎƛƎƴƛƴƎ ǊŜŀŘƛƴƎ 

events for her students. 

/ƘŀǇǘŜǊ с ƛǎ ǘƘŜ ǎŜŎƻƴŘ ŦƛƴŘƛƴƎǎ ŎƘŀǇǘŜǊΦ Lǘ ŜȄǇƭƻǊŜǎ WŀȅƴŜΩǎ ǇŜŘŀƎƻƎƛŎŀƭ ŜȄǇŜǊƛŜƴŎŜ ǘƘǊƻǳƎƘ ŀƴ 

ŀǇǇƭƛŎŀǘƛƻƴ ƻŦ Ǿŀƴ aŀƴŜƴΩǎ (2015b) four existentials: spatiality, temporality, corporality, and 

relationality. These existential threads are shown to be inextricably intertwined, and yet the chapter 

ǇǊƻǾƛǎƛƻƴŀƭƭȅ ΨǇǳƭƭǎ ŀǇŀǊǘΩ ǘƘŜ ǘƘǊŜŀŘǎ ƻŦ ŜȄǇŜǊƛŜƴŎŜ ǘƻ ǇǊƻǾƛŘŜ ŀ ƴǳŀƴŎŜŘ ǇŜǊǎǇŜŎǘƛǾŜ ƻƴ Ƙƻǿ WŀȅƴŜΩǎ 

pedagogical design was enacted. Vignettes are used again to represent and highlight different 

existentials in the lived experience. The entanglements between Jayne, her students, Shaun Tan, and 

Rules of Summer are explored through the lens of each existential, providing insights into how space, 

time, relations, and embodiment shape the reading experience of Jayne and her students.  

Chapter 7 is the third and final findings chapter. The purpose of this chapter is to explore how 

Jayne (and to some extent her students) came to understand and reflect upon their reading experiences. 

In presenting these findings, I revisit the entanglements of the previous chapter (i.e., between Jayne, her 

students, Shaun Tan, and Rules of Summer) and show how the four existentials are intertwined within 

WŀȅƴŜΩǎ ŘƛŀƭƻƎƛŎ ǊŜŦƭŜŎǘƛƻƴ ƻƴ ƘŜǊ ǇǊŀŎǘƛŎŜΦ ¢ƘŜ ŎƘŀǇǘŜǊ ŜȄǇƭƻǊŜǎ how unforeseen differences between 

ǘƘŜ ǘǿƻ ǾŜǊǎƛƻƴǎ ƻŦ ǘƘŜ ǘŜȄǘ ƻǊ ōŜǘǿŜŜƴ ǘƘŜ ŘƛŦŦŜǊŜƴǘ ŜȄƛǎǘŜƴǘƛŀƭǎ ƘŜƭǇŜŘ ǘƻ ŘƛǎǊǳǇǘ WŀȅƴŜΩǎ ŀƴŘ ƘŜǊ 

ǎǘǳŘŜƴǘǎΩ ǊŜŀŘƛƴƎ ǇǊŀŎǘƛŎŜǎΣ ŀƴŘ Ƙƻǿ ǘƘŜǎŜ ŘƛǎǊǳǇǘƛƻƴǎ όŀƴŘ ƳƻƳŜƴǘǎ ƻŦ ǳƴŎŜǊǘŀƛƴǘȅύ ƭŜŘ ǘƻ ƴŜǿ 

understandings of readinƎ ŀŎǊƻǎǎ ŘƛƎƛǘŀƭ ŀƴŘ ǇŀǇŜǊ ƳŜŘƛǳƳǎ ƛƴ WŀȅƴŜΩǎ ŎƭŀǎǎǊƻƻƳΦ ! ŘƛǎŎǳǎǎƛƻƴ ƻŦ ǘƘŜ 

unfinished nature of this type of pedagogical experience concludes this chapter.  
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Finally, Chapter 8 opens with a weaving together of the threads of the thesis, contextualising 

and discussing the understandings within the much wider discussion of reading pedagogies across paper 

and digital texts in Australia and internationally. I present the implications of the findings of the study 

ŀƴŘ Ƙƻǿ ǘƘŜǎŜ ŎƻǳƭŘ ŎƻƴǘǊƛōǳǘŜ ǘƻ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦessional knowledge and practices in primary school 

classrooms and to knowledge in the research literature. I also propose recommendations for teachers, 

school leaders and policymakers in relation to improving reading pedagogies, the teaching of literature 

and teacher professional learning practices.  The chapter closes with my own phenomenological 

reflections on the research experience as a whole. 

1.7 Moving forward 

The chapter that follows is the literature review. This chapter, like subsequent chapters, begins 

ǿƛǘƘ ŀ ǇƘƻǘƻƎǊŀǇƘ ƻŦ ŀ ǎŎǳƭǇǘǳǊŜ ǘƘŀǘ ǿŀǎ ƳŜǘƛŎǳƭƻǳǎƭȅ ŎǊŀŦǘŜŘ ōȅ ǎǘǳŘŜƴǘǎ ƛƴ WŀȅƴŜΩǎ ¸ŜŀǊ р ŎƭŀǎǎΦ ¢ƘŜǎŜ 

objects were created as part of a series of art classes that Jayne designed after her students had 

engaged with Shaun Tan, as author and artist, and read the picturebook Rules of Summer (paper and 

digital app). The students were asked to create a piece of art using clay that embodied their ideas of 

Shaun Tan.  

When I was visiting the classroom in late June after the reading of Rules of Summer was finished, 

Jayne was visibly eager and delighted to share these pieces of art with me, as were many of her 

students. I took photos of each piece and selected a few to use at the start of each chapter to highlight 

the many potential interpretationǎ ƻŦ ¢ŀƴΩǎ ǿƻǊƪ ǘƘŀǘ ƻǇŜƴ ǎǇŀŎŜǎ ǘƻ ǿƻƴŘŜǊΦ !ƭƻƴƎ ǿƛǘƘ ŜŀŎƘ ƛƳŀƎŜ L 

have included a pertinent Shaun Tan quote and my interpretation of the ways that the image, the quote 

and the chapter may connect.  

The next chapter, the literature review, begins with a brief outline of how the review will be 

structured into three parts, focused on reading, pedagogy and teacher reflection.   
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Chapter 2 

Exploring the literature 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

   άaƻǳǘƘƭŜǎǎΣ ƴƻƴπƘǳƳŀƴ ƘŜŀŘǎ ƻũŜǊ ŀ ƭƛƎƘǘ ƛƴǾƛǘŀǝƻƴ ǘƻ ŘŜŜǇ ŎƻƴǾŜǊǎŀǝƻƴέ ό¢ŀƴΣ нлннΣ ǇΦ фύ 

 

¢Ƙƛǎ ƻƴŜπŜȅŜŘ Ŏƭŀȅ ǎŎǳƭǇǘǳǊŜ ǘƘŀǘ ƛǎ ǊŜƳƛƴƛǎŎŜƴǘ ƻŦ ¢ŀƴΩǎ ǿƻǊƪΣ ǿŀǎ ŎǊŜŀǘŜŘ ōȅ ƻƴŜ ƻŦ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎΦ L 

ǊŜǇǊƻŘǳŎŜ ƛǘ ƘŜǊŜ ǘƻ ƛƴǾƛǘŜ ȅƻǳΣ ǘƘŜ ǊŜŀŘŜǊΣ ƛƴǘƻ ǘƘŜ ŎƻƴǾŜǊǎŀǝƻƴǎ ǘƘŀǘ ŜȄƛǎǘ ƛƴ ǘƘŜ ǊŜǎŜŀǊŎƘΦ 
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Introduction 

This chapter reviews historical and more contemporary research literature that is relevant to my 

study. The review is structured around three parts: Part One focuses on reading, especially the reading 

of picturebooks (paper and digital); Part Two reading pedagogy, including pedagogy for teaching 

picturebooks; and Part Three teacher reflection and teacher learning, as they relate to the teaching of 

picturebooks. Before I begin an in-depth exploration of each theme, I will broadly sketch out the fields 

covered in Parts One, Two and Three.  

Part One explores how reading, modes, medium, contemporary picturebooks and picturebooks 

apps are defined. It begins with an exploration of how reading has been understood both historically, 

usually in relation to print texts, and through more contemporary lenses, which take more account of 

multimodality and digitally mediated texts. It then moves into how reading and literature are positioned 

within the Australian educational landscape, including the Australian Curriculum and mandated 

standard-based reformǎΦ L ǘƘŜƴ ƘƻƳŜ ƛƴ ƻƴ ǘƘŜ ǊŜǎŜŀǊŎƘ ǎǳǊǊƻǳƴŘƛƴƎ ǘƘŜ ŀŘŀǇǘƛƻƴ ƻŦ ŎƘƛƭŘǊŜƴΩǎ 

literature into digital versions. Part One concludes with a discussion on how contemporary picturebooks 

and picturebook apps have been theorised and the potential implications of this for teaching and 

learning of picturebooks in a Year 5 classroom. 

Part Two focuses more specifically on reading pedagogy, starting with the ways different studies 

ƘŀǾŜ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ƪŜȅ ǘŜǊƳǎ ƛƴŎƭǳŘƛƴƎ ΨǇŜŘŀƎƻƎȅΩΣ ΨǇŜŘŀƎƻƎƛŎŀƭ ŘŜǎƛƎƴƛƴƎΩ ŀƴŘ ΨǊŜŀŘƛƴƎ ŜǾŜƴǘǎΩΦ  Lǘ 

then moves into a discussion of the pedagogical content knowledge necessary when teachers work with 

contemporary picturebooks and picturebook apps. I conclude with a discussion of research into reading 

pedagogies associated with contemporary picturebooks and picturebook apps in the upper primary 

years. 

Part Three is focused on teacher reflection and learning. This part begins with a discussion of 
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how teacher reflection and teacher learning has been and is currently understood in the research and 

provides context regarding how teacher learning is enacted and regulated within Australia. I develop 

views pertaining to teacher learning that appreciate the importance of uncertainty, situated learning 

and the role of critical friends conclude the chapter. 

I have selected an image from a different Shaun Tan text to introduce each Part, with the 

intention of foreshadowing in a multimodal way some dimension of the discussion in the pages that 

follow.   
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2.1 Part One: reading, picturebooks and the role of medium5F5F5F5F

6 

 

As literary texts for children in primary classrooms have continued to change (evolving from 

written texts to multimodal texts that contain combinations of verbal language, images, sound and 

interactivity), an understanding of how these texts are read has been increasingly important for the 

teachers who teach them. Examining how reading is defined, through multimodality and according to 

theoretical developments such as those aligned with New Literacy Studies (NLS) (Barton & Hamilton, 

2000; Comber & Cormack, 1997; Street, 1993, 2003), is crucial for conversations about how texts can be 

read in primary classrooms. For these reasons, I begin by focusing on these conversations at the start of 

my literature review. I show how curriculum documents, especially the Australian Curriculum, can shape 

these conversations (in schools and in the literature), and I also point to the way certain pressures to 

 
6 άwŜŀŘƛƴƎέ ōȅ {Ƙŀǳƴ ¢ŀƴ όнлмлōύΦ LƳŀƎŜ ǊŜǇǊƻŘǳŎŜŘ ǿƛǘƘ ǇŜǊƳƛǎǎƛƻƴΦ ¢Ƙƛǎ ƛƳŀƎŜ ŜǾƻƪŜǎ ǘƘŜ Ƨƻȅ ŀƴŘ ǇƭŜŀǎǳǊŜ ǿƘŜƴ ǊŜŀŘƛƴƎ 
ǘŀƪŜǎ ȅƻǳ ǘƻ ŦŀǊŀǿŀȅ ǇƭŀŎŜǎΦ 9ǎǇŜŎƛŀƭƭȅ ǿƘŜƴ ǊŜŀŘƛƴƎ ƛǎ ǎƻŎƛŀƭ ŀƴŘ ŜƳōŜŘŘŜŘ ƛƴǘƻ ǘƘŜ ŜǾŜǊȅŘŀȅΣ ƛǘ ǎŜŜƳŜŘ ŀ ŬǩƴƎ ƛƳŀƎŜ ŦƻǊ ǘƘŜ 
ǎǘŀǊǘ ƻŦ tŀǊǘ hƴŜ ǿƘƛŎƘ ƛǎ ŦƻŎǳǎŜŘ ƻƴ ǊŜŀŘƛƴƎΦ  

 

LƳŀƎŜ ǊŜƳƻǾŜŘ ŘǳŜ ǘƻ ŎƻǇȅǊƛƎƘǘ ǊŜǎǘǊƛŎǝƻƴǎΦ 
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regulate practices and standards in educational policy have influenced the teaching of reading in more 

recent times.  

The second half of this Part focuses on picturebooks as multimodal texts. It considers how 

picturebooks themselves are defined, and the ways in which contemporary picturebooks and changes to 

medium (paper to digital) may shape the text (types of modes and design features). I conclude by 

reviewing literature that observes and reflects on how these changes can enhance or distract from the 

reading experience in the primary classroom. I begin, now, with a critical account of reading and literary 

texts in recent times.  

2.1.1 Reading and text in the 21st century 

Reading is usually defined and understood in the literature according to certain theoretical 

lenses and political ideologies, and what constitutes reading may change according to these lenses and 

ideologies (Green et al., 2013; Patterson et al., 2011). These discourses shape and influence the types of 

texts and reading practices which are used in modern educational settings, and for much of this time the 

ǘŜǊƳ ΨǘŜȄǘΩ ǿŀǎ ǎȅƴƻƴȅƳƻǳǎ ǿƛǘƘ ǿǊƛǘǘŜƴ ǇǊƛƴǘΣ ōŀǎŜŘ on the alphabetical principle. Where the reading 

of texts was defined as the ability to decode a visual string of alphabetical letters followed by 

comprehension (Gough & Tunmer, 1986; Hoover & Gough, 1990), and this relied almost wholly on the 

άŎƻƎƴƛǘƛǾŜ ŎŀǇŀŎƛǘƛŜǎέ όIƻƻǾŜǊ ϧ ¢ǳƴƳŜǊΣ нлннΣ ǇΦ пллύ ŀƴŘ ŎƻƳǇŜǘŜƴŎŜ ƻŦ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭ ǊŜŀŘŜǊΦ ¢Ƙƛǎ 

ǾƛŜǿ ƻŦ ǊŜŀŘƛƴƎ ƛǎ ǎǘƛƭƭ ǇŜǊǾŀǎƛǾŜ ƛƴ ǘƘŜ ǊŜǎŜŀǊŎƘ όŎŦΦ /ƻƳǇǘƻƴπ[ƛƭƭȅ Ŝǘ ŀƭΦΣ нлнлΤ 5ǳƪŜ ϧ /ŀǊǘǿǊƛƎƘǘΣ нлнмΤ 

Goodwin & Jiménez, 2021; Hoover & Tunmer, 2022; Shanahan, 2020). While debates about reading are 

both interesting and important, as are historical definitions of reading, I will not delve into them in much 

detail here, since they are beyond the scope of this study.  

My main focus is more on the sorts of ideas that The New London Group (1996) and associated 

New Literacy Studies academics introduced into conversations about reading, especially those that 
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heralded a shift in thinking about reading. Reading for them included a range of practices that involved 

engagement with a wide range of texts and acknowledged the subsequent increased complexity and the 

possibilities of the reading process.  For instance, texts were no longer based solely on written or verbal 

ƭŀƴƎǳŀƎŜΣ ŀƴŘ ǘƘƛǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƭŜŘ ǘƻ άŎƘŀƴƎŜǎ ƛƴ ǎƻŎƛety and technology [which] continue to 

ŎƘŀƭƭŜƴƎŜ ŀƴŘ ŎƘŀƴƎŜ ǘŜȄǘǎέ ό!ƴǎǘŜȅΣ нллнΣ ǇΦ ппсύΦ  {ŎƘƻƭŀǊǎ ŀƭƛƎƴƛƴƎ ǿƛǘƘ ǘƘŜǎŜ ǾƛŜǿǎ ǎǳƎƎŜǎǘ ǘƘŀǘ 

reading is not just a cognitive act of decoding alphabetical letters, which is followed by an act of 

comprehension (Kress & van Leeuwen, 1996, 2001; Walsh, 2010) but rather consists of socially 

constructed and locally negotiated practices and an evolving range of texts (Luke & Freebody, 1997).  

Mobilised by NLS theory, research into reading underwent what Walsh (2006) iŘŜƴǘƛŦƛŜǎ ŀǎ ŀ άǘŜȄǘǳŀƭ 

ǎƘƛŦǘέ όǇΦ нпύΣ ǿƘŜǊŜƛƴ ǘŜȄǘǎ ōŜŎŀƳŜ ƛƴŎǊŜŀǎƛƴƎƭȅ ǊŜŎƻƎƴƛǎŜŘ ŀǎ ƳǳƭǘƛƳƻŘŀƭΦ  

2.1.1.1 Multimodal views of reading and text.  Most contemporary theorising of reading frames 

it as a range of interconnected practices involving a complex synthesising of modes of communication 

(Kress, 2003; Kress & Van Leeuwen, 2001; Lewis, 2001; Walsh, 2010).  Cope and Kalantzis (2009) define 

these modes as written language, oral language, visual representation, audio representation, tactile 

representation, gestural representation and spatial representation (p. 12), which may include image, 

writing, layout, speech, moving image and/or sound (Anstey & Bull, 2006; Kress, 2009; Walsh, 2008). 

9ŀŎƘ ƻŦ ǘƘŜǎŜ ƳƻŘŜǎ ƛǎ ŀ άǎƻŎƛŀƭƭȅ ŀƴŘ ŎǳƭǘǳǊŀƭƭȅ ǎƘŀǇŜŘ ǊŜǎƻǳǊŎŜ ŦƻǊ ƳŀƪƛƴƎ ƳŜŀƴƛƴƎέ ό.ŜȊŜƳŜǊ ϧ 

Kress, 2008, p. 171), and Kress and van Leeuwen (2001) argue that this meaning-making is almost 

ƛƴǾŀǊƛŀōƭȅ ƳǳƭǘƛƳƻŘŀƭΦ ¢Ƙƛǎ ŦǊŀƳƛƴƎ ƻŦ ǊŜŀŘƛƴƎ άǊŜǉǳƛǊŜǎ ǘƘŜ ŎŀǇŀŎƛǘȅ ǘƻ ŘŜŎƻŘŜΣ ƛƴǘŜǊǇǊŜǘΣ ǊŜǎǇƻƴŘ ǘƻΣ 

and derive meaning from a myriad of print, visual, oral, nonverbal multi-ƳƻŘŀƭ ǘŜȄǘǎέ όaŀƴǳŜƭ ϧ /ŀǊǘŜǊΣ 

2015, p. 115). aŀƴǳŀƭ ŀƴŘ /ŀǊǘŜǊΩǎ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ǊŜŀŘƛƴƎ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŜ ŎƻƳǇƭŜȄ ǎȅƴǘƘŜǎƛǎƛƴƎ ƻŦ 

modes and recognises that reading can involve a range of mediums (paper, screen, canvas, and/or film). 

!ŎŎƻǊŘƛƴƎ ǘƻ YǊŜǎǎ όнллмύΣ ǘƘŜ ǘŜȄǘ Ƙŀǎ ŀ άǎƛǘŜ ƻŦ ŀǇǇŜŀǊŀƴŎŜέ όǇΦ  пуύΣ ōȅ ǿƘƛŎƘ ƘŜ ƳŜŀƴǎ ǘƘŜ ƳŜŘƛǳƳ ƻŦ 
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the text, which shapes reading practices with that text. For Bezemer and Kress (2008), the medium is  

the substance in and through which meaning is instantiated/realized and through which 

meaning becomes available to others [Χ]. From that perspective, print (as paper-and-print) is 

ƳŜŘƛǳƳΤ ōȅ ŜȄǘŜƴǎƛƻƴΣ ǘƘŜ ōƻƻƪ ƛǎ ƳŜŘƛǳƳΣ ƛŦ ŘƛŦŦŜǊŜƴǘƭȅΣ ǘƘŜ ǎŎǊŜŜƴ ŀƴƻǘƘŜǊΣ ŀƴŘ ǘƘŜ άǎǇŜŀƪŜǊ-

as-body-and-ǾƻƛŎŜέ ȅŜǘ ŀƴƻǘƘŜǊΦ (p. 172) 

WŜǿƛǘǘ όнллпύ ǊŜŦŜǊǎ ǘƻ ƳŜŘƛǳƳ ŀǎ Ƙƻǿ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ƛǎ άŘƛǎǎŜƳƛƴŀǘŜŘέ όǇΦ мупύ ς and this can 

ōŜ ǘƘǊƻǳƎƘ ŦƛƭƳΣ ŎƻƳǇǳǘŜǊΣ ǘŜƭŜǾƛǎƛƻƴ ŀƴŘ ƳƻōƛƭŜ ŘŜǾƛŎŜǎΣ ǿƘƛŎƘ ƛǎ ǎƛƳƛƭŀǊ ǘƻ ²ŀƭǎƘΩǎ όнлммύ ǳǎŜ ƻŦ ǘƘŜ 

term. Consistent with these definitions of medium, understandings of reading should allow for different 

modal affordances and different arrangements of these modes (how the modes are used together). For 

example, reading a screen text should allow for moving images and sound, whereas a paper book may 

allow for images and written language. The terms ΨmodalΩ and ΨmediumΩ affordances are explored in 

more detail below.  

2.1.1.2 Modal and medium affordances. WŀƳŜǎ Dƛōǎƻƴ ŦƛǊǎǘ ŎƻƛƴŜŘ ǘƘŜ ǘŜǊƳ ΨŀŦŦƻǊŘŀƴŎŜǎϥ 

(1977) to explain how the reading environment allows or affords certain actions. Subsequent research 

by Kress et al. (2001) ς see also Kress, (2003, 2010) ς works ǿƛǘƘ ǘƘŜ ǘŜǊƳ ΨŀŦŦƻǊŘŀƴŎŜǎΩ ǘƻ ŘŜǎŎǊƛōŜ Ƙƻǿ 

ŜŀŎƘ ƳƻŘŜ ƻŦ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ǊŜŎƻƎƴƛǎŜǎ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ άǎƻŎƛŀƭέΣ άŎǳƭǘǳǊŀƭέ ŀƴŘ άƳŀǘŜǊƛŀƭέ ǊŜǎƻǳǊŎŜǎ 

(Kress, 2010, p. 80). For example, an image may be still, moving and/or animated (in the material sense), 

ŀƴŘ Ƙƻǿ ƛǘ ƛǎ ƛƴǘŜǊǇǊŜǘŜŘ ŀƴŘ ŎƻƳǇƻǎŜŘ ƛƴ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ǿƛƭƭ ōŜ ŘŜǇŜƴŘŜƴǘ ǳǇƻƴ ŜŀŎƘ ǊŜŀŘŜǊΩǎ ǎƻŎƛŀƭ 

and cultural experiences.  Other researchers have worƪŜŘ ǿƛǘƘ DƛōǎƻƴΩǎ ƴƻǘƛƻƴ ƻŦ ΨŀŦŦƻǊŘŀƴŎŜǎΩ ǘƻ ǘŀƭƪ 

about medium, recognising that a paper text may have images and written text, whereas a digital text 

may have sound, pictures and written text. For example, Schwebs (2014) and Hoel & Tønnessen (2019) 

argue that both modal and medium affordances are essential considerations when investigating digital 

reading practices. Research into digital apps (e.g., Simpson & Walsh, 2015, 2017; Yokota & Teale, 2014) 

ƻŦǘŜƴ ǳǎŜǎ ǘƘŜ ǿƻǊŘ ΨŀŦŦƻǊŘŀƴŎŜǎΩ ǿƘŜƴ ŜȄŀƳƛƴƛƴƎ ǘƘŜ ǳǎŜ of both modes and mediums. In this study, 
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ǘƘŜ ǘŜǊƳ ΨŀŦŦƻǊŘŀƴŎŜΩ ǊŜŦŜǊǎ ǘƻ ōƻǘƘ ƳƻŘŜ ŀƴŘ ƳŜŘƛǳƳΦ Figure 2.1 illustrates the potential modal 

arrangements of both a paper and digital text. 

Figure 2.1 

A graphic representation of potential modal arrangements of a paper book and an iPad. 

 

YǊŜǎǎ όнлмлύ ǇǊƻǇƻǎŜǎ ǘƘŜ ǘŜǊƳ ǘƘŜ άƻǊŎƘŜǎǘǊŀǘƛƻƴ ƻŦ ƳƻŘŜǎέ όǇΦ мсмύ ƻǊ ǘƘŜ άŀǊǊŀƴƎŜƳŜƴǘ ƻŦ 

ƳƻŘŜǎέ όYǊŜǎǎΣ нллоΣ ǇΦ млύ ǘƻ ŜȄǇƭŀƛƴ Ƙƻǿ ƳƻŘŜǎ ŀǊŜ ŘŜǇƭƻȅŜŘ ƛƴ ŀ ǘŜȄǘΣ ǿƛǘƘ ǘƘŜ ƛƳǇƭƛŎŀǘƛƻƴ ǘƘŀǘ ǘƘŜ 

choice of mode is not a random decision. Authors deliberately sequence and use modes in particular 

ways to guide readers in their meaning-making. How texts are designed by authors, and what modes 

ǘƘŜȅ ŘŜŎƛŘŜ ǘƻ ǳǎŜΣ Ŏŀƴ ŀŦŦŜŎǘ ǘƘŜ ǘŜȄǘΩǎ ƳŜŀƴƛƴƎ-making, use, and purpose (Jewitt, 2008). However, this 

does not mean that the reader is passive; rather, NLS scholars argue that the reader is an active 

meaning-ƳŀƪŜǊ ǿƘƻ ƛƴǘŜǊǇǊŜǘǎ ǘƘŜ ƻǊŎƘŜǎǘǊŀǘƛƻƴ ǘƻ ǎƘŀǇŜ ǘƘŜƛǊ ƻǿƴ άensembles ƻŦ ƳŜŀƴƛƴƎέ όYǊŜǎǎΣ 

нлмлΣ ǇΦ мрфύΦ wƻǎŜƴōƭŀǘǘΩǎ όмфтуύ ƛŘŜŀ ƻŦ ǘƘŜ ǘransactional reader is an interesting precursor to NLS 

research in this respect. Rosenblatt asserts that readers are active in their interpretation of a text, and 

ǘƘŀǘ ƳŜŀƴƛƴƎ ŘƻŜǎ ƴƻǘ ǊŜǎƛŘŜ ƛƴ ǘƘŜ ǘŜȄǘ ŦƻǊ ŀ ǊŜŀŘŜǊ ǘƻ ΨŜȄǘǊŀŎǘΩΣ ŀǎ ƛǘ ǿŜǊŜΦ wŀǘƘŜǊΣ ƳŜŀƴƛng is created 

ǘƘǊƻǳƎƘ ǘƘŜ ŜŀǊƭƛŜǎǘ ŀŎǘƛƻƴǎ ŀƴŘ ƛƴǘŜǊŀŎǘƛƻƴǎ ƻŦ ŀ ǊŜŀŘŜǊΦ !ƴŘ ǘƘŀǘ ƳŜŀƴƛƴƎ ƛǎ ǎƘŀǇŜŘ ōȅ ŀ ǊŜŀŘŜǊΩǎ Ǉŀǎǘ 

experiences and the text that the author has produced. Rosenblatt (1978) draws attention to  
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A specific reader and a specific text at a specific time and place: change any of these, and there 

occurs a different circuit, a different event τŀ ŘƛŦŦŜǊŜƴǘ ǇƻŜƳΧ CƻǊ ǘƘŜ ǊŜŀŘŜǊΣ ǘƘŜ ǇƻŜƳ ƛǎ 

lived-through during his intercourse with the text. (Rosenblatt, 1978, p. 14) 

wƻǎŜƴōƭŀǘǘΩǎ ǇŜǊǎǇŜŎǘƛǾŜ ƻƴ Ǌeading, like that of NLS scholars Street (1984) and Barton (1994), 

suggests that reading and indeed all aspects of literacy are embedded in social and cultural practices; 

and that situation and context are important mediators of multimodal reading and meaning-making. 

2.1.1.3 Reading as a social practice.  As discussed above, this study understands reading as 

both multimodal and social, and is aligned with scholars of New Literacy Studies (Barton & Hamilton, 

2000; Comber & Cormack, 1997; Luke & Freebody, 1997; Street, 1993, 2003). This view of reading 

ǇǊƻǇƻǎŜǎ ǘƘŀǘ ǊŜŀŘƛƴƎ ƛǎ ƴƻǘ ƻƴƭȅ ŀ ŎƻƎƴƛǘƛǾŜ ǇǎȅŎƘƻƭƻƎƛŎŀƭ ǇǊƻŎŜǎǎ ōǳǘ ŀƭǎƻ ƛƴǾƻƭǾŜǎ άǎƻŎƛŀƭ ǇǊŀŎǘƛŎŜ ŀƴŘ 

ƛƴǘŜǊŀŎǘƛƻƴέ όwƻǿǎŜƭƭ Ŝǘ ŀƭΦΣ нлмоΣ ǇΦ ммууύΦ /ƻƴŎŜǇǘǳŀƭƛǎƛƴƎ ǊŜŀŘƛƴƎ ƛƴ ǘƘƛǎ ǿŀȅ ŦƻǊŜƎǊƻǳƴŘǎ ǘƘŜ ǿŀȅ ƛn 

ǿƘƛŎƘ ǊŜŀŘƛƴƎ ƛƴǾƻƭǾŜǎ ŀŎƪƴƻǿƭŜŘƎƛƴƎ άǎƻŎƛŀƭ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀƳƻƴƎ ǇŜƻǇƭŜΥ ŀƳƻƴƎ ǘŜŀŎƘŜǊǎ ŀƴŘ 

ǎǘǳŘŜƴǘǎΣ ŀƳƻƴƎ ǎǘǳŘŜƴǘǎΣ ŀƳƻƴƎ ǇŀǊŜƴǘǎ ŀƴŘ ŎƘƛƭŘǊŜƴΣ ŀƴŘ ŀƳƻƴƎ ŀǳǘƘƻǊǎ ŀƴŘ ǊŜŀŘŜǊǎέ ό.ƭƻƻƳŜΣ 

1985, p. 134)Φ ¢Ƙƛǎ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŀǘ άbecoming literate is a compleȄ ƛƴǘŜǊŀŎǘƛƻƴ ōŜǘǿŜŜƴ ǘƘŜ ƭŜŀǊƴŜǊΩǎ 

ōŀŎƪƎǊƻǳƴŘ ŀƴŘ ƭŀƴƎǳŀƎŜ ŀƴŘ ǘƘŜ ŎƻƴǘŜȄǘΣ ǇǳǊǇƻǎŜ ŀƴŘ ŘƛǎŎƻǳǊǎŜ ƻŦ ǘƘŜ ǘŜȄǘέ ό²ŀƭǎƘΣ нлмлΣ ǇΦ нмрύΦ 

Thus, any reading event is socially and culturally situated and needs to be understood within the 

particular context in which it occurs (Barton & Hamilton, 2000; Heap, 1991).  

2.1.2 The broader educational reading landscape 

This study draws attention to the fact that teachers of reading in schools do not work in cultural 

or social isolation; they work within larger social and political environments, and this means their 

teaching is invariably influenced by government and school discourses, policies and mandates. 

Understanding the Australian educational landscape is integral to this study, as the participant, Jayne, a 

Year 5 teacher, works within this environment. Research has shown that these larger discourses shape 

ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ǿƘŀǘ ǊŜŀŘƛƴƎ ƛǎ ŀƴŘ ǿƘŀǘ ǘŜȄǘǎ ŀǊŜ ǳǎŜŘ ƛƴ ŎƭŀǎǎǊƻƻƳǎ ό/ǊŜƳƛƴ Ŝǘ ŀƭΦΣ нллфΤ 
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Farrar et al., 2021; Simpson, 2016; Unsworth et al., 2019).  

2.1.2.1 The Australian Curriculum.  In 2009, agreement across Australian states and territories 

was reached to develop a standardised Foundation to Year 10 National Australian Curriculum by the 

Australian Assessment and Reporting Authority (ACARA, 2016b). The first iteration of the Australian 

Curriculum was published and implemented in 2011. It was proposed that The Australian Curriculum 

would provide the basis for planning, teaching and assessment of English (Commonwealth of Australia, 

2009) within Australia. However, since that time, many states in Australia have implemented their own 

versions of the Curriculum, with Victoria releasing a modified version in 2016 (Victorian Curriculum and 

Assessment Authority, 2019a). Both the Australian and Victorian versions of the curriculum are 

ǎǘǊǳŎǘǳǊŜŘ ŀǊƻǳƴŘ ǘƘǊŜŜ ƛƴǘŜǊǊŜƭŀǘŜŘ ǎǘǊŀƴŘǎΣ ǿƘŜǊŜ άŜŀŎƘ ǎǘǊŀƴŘ ƛƴǘŜǊŀŎǘǎ ŀƴŘ ŜƴǊƛŎƘŜǎ ǘƘŜ ƻǘƘŜǊ 

ǎǘǊŀƴŘǎ ƛƴ ŦƭŜȄƛōƭŜ ŀƴŘ ŎǊŜŀǘƛǾŜ ǿŀȅǎέ ό!/!w!Σ ƴΦŘΦ-a). These three strands are: 

Language: knowing about the English language 

Literature: understanding, appreciating, responding to, analysing and creating literary texts 

Literacy: expanding the repertoire of English usage. (ACARA, n.d.-a) 

The highlighting of literature as one of the three strands suggests the centrality of literature 

within the English Curriculum in Australia (Commonwealth of Australia, 2009). For this study, 

understanding both the literature and literacy strands of the curriculum (with a focus on reading) is 

essential, so in this review of the research literature, I will proceed to these two elements.  

Each overarching strand, Literacy and Literature, is further divided into four sub-strands. For 

Literature, this comprises: Literature and context; Responding to literature; Examining literature; and 

Creating literature. The sub-ǎǘǊŀƴŘǎ ƻŦ ΨwŜǎǇƻƴŘƛƴƎ ǘƻ ƭƛǘŜǊŀǘǳǊŜΩ ŀƴŘ Ψ9ȄŀƳƛƴƛƴƎ ƭƛǘŜǊŀǘǳǊŜΩ ŀǊŜ 

important to this study, and are defined in the Curriculum as follows:  

Responding to literature: Students learn to identify personal ideas, experiences and opinions 

about literary texts and discuss them with others. They learn how to recognise areas of 
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agreement and difference and how to develop and refine their interpretations through 

discussion and argument. 

Examining literature: Students learn how to explain and analyse the ways in which stories, 

characters, settings and experiences are reflected in particular literary genres, and how to 

discuss the appeal of these genres. They learn how to compare and appraise the ways authors 

use language and literary techniques and devices to influence readers. They also learn to 

understand, interpret, discuss and evaluate how certain stylistic choices can create multiple 

layers of interpretation and effect. (ACARA, n.d.-c) 

These two sub-strands acknowledge that interpretation and meaning making occur as a result of 

reading literature, and this should be supported in the classroom by discussion and evaluation. There is 

also mention of the importance of textual analysis to explore how literary devices are used in the text.   

For Literacy, the sub-strands comprise: Texts in context; Interacting with others; Interpreting, 

analysing and evaluating; and Creating texts. As with the Literature strand, the focus is on reading, and 

ƻƴ ŀŎǘƛǾŜ ŀƴŘ ŎƻƭƭŀōƻǊŀǘƛǾŜ ƳŜŀƴƛƴƎ ƳŀƪƛƴƎ ǿƛǘƘ ǘŜȄǘǎΦ ¢ƘŜ ΨLƴǘŜǊǇǊŜǘƛƴƎΣ ŀƴŀƭȅǎƛƴƎ ŀƴŘ ŜǾŀƭǳŀǘƛƴƎΩ ǎǳō-

strand is especially relevant here. This is defined as follows: 

Interpreting, analysing, evaluating: Students learn to comprehend what they read and view by 

applying growing contextual, semantic, grammatical and phonic knowledge. They develop more 

sophisticated processes for interpreting, analysing, evaluating and critiquing ideas, information 

and issues from a variety of sources. They explore the ways conventions and structures are used 

in written, digital, multimedia and cinematic texts to entertain, inform and persuade audiences, 

and they use their growing knowledge of textual features to explain how texts make an impact 

on different audiences. (ACARA, n.d.-c) 

One of the key ideas within the Australian Curriculum English and Victorian Curriculum English is 

the definition of text, which aligns with many socio-ŎǳƭǘǳǊŀƭ ǎŎƘƻƭŀǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ƳǳƭǘƛƳƻŘŀƭ 

texts (Kress, 2010; Mills & Unsworth, 2017; Rowsell, 2013). The Australian and Victorian Curriculum 

documents state that a text  

can be written, spoken, visual, multimodal, and in print or digital/online forms. Multimodal texts 

combine language with other means of communication, such as visual images, soundtrack or 

spoken words, as in film or computer presentation media. (ACARA, n.d.-a) 
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In the sub-ǎǘǊŀƴŘΣ ΨLƴǘŜǊǇǊŜǘƛƴƎΣ ŀƴŀƭȅǎƛƴƎ ŀƴŘ ŜǾŀƭǳŀǘƛƴƎΩΣ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ŜƴƎŀƎƛƴƎ ǿƛǘƘ ŀ 

range of texts is highlighted, advocating for the use of a wide variety of text types in primary school 

classrooms. Further detail on how the Victorian English Curriculum shaped this study is provided in 

/ƘŀǇǘŜǊ пΣ ŀǎ ǘƘƛǎ ŎƘŀǇǘŜǊ ŎƻƴǘŜȄǘǳŀƭƛǎŜǎ ŀƴŘ ŜȄǇƭƻǊŜǎ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ǘŜŀŎƘŜǊΩǎ ƭƛŦŜ-world and highlights 

the factors, including the curriculum and program mandates.  

2.1.2.2 Standardised assessment and reporting of reading.  Teachers of reading in Australian 

schools are aware that as well as instruction that complies with these strands and sub-strands of the 

Australian Curriculum English, their teaching is expected to be in alignment with a range of assessment 

and measurement regimes, including standardised testing. The National Assessment Plan Literacy and 

Numeracy (NAPLAN) is an annual assessment for students in Years 3, 5, 7, and 9. Data from these tests 

are publicly scrutinised, and schools are judged in the public realm in terms of their performance on 

ǘƘŜǎŜ ǊŜǎǳƭǘǎΦ CƻǊ ŜȄŀƳǇƭŜΣ ǘƘŜ aȅ {ŎƘƻƻƭ ǿŜōǎƛǘŜ ό!/!w!Σ нлмсŎύ ǇǳōƭƛǎƘŜǎ άIƻǿ ŀ ǎŎƘƻƻƭ ƛǎ 

performing in supporting student progress (that is, improving literacy and numeracy outcomes over the 

ǘǿƻ ȅŜŀǊǎ ǎƛƴŎŜ ǘƘŜ ǇǊŜǾƛƻǳǎ b!t[!b ǘŜǎǘǎύέ ό!/!w!Σ нлноύΦ Many researchers (e.g., Comber, 2012; 

Yandell et al., 2020) have noted that the NAPLAN (ACARA, 2022a) reading test primarily focuses on the 

ǎǘǳŘŜƴǘǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǿǊƛǘǘŜƴ όŀƭǇƘŀōŜǘƛŎύ 9ƴƎƭƛǎƘ ŀƴŘ ǘƘŜƛǊ ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƻŦ ǎǘŀǘƛŎ ǾŜǊōŀƭ ǘŜȄǘǎ 

(ACARA, 2022b). This view of reading and what constitutes a text differs from the one on the Australia 

Curriculum English website, which seems to promote a multimodal reading approach. According to the 

Australian Curriculum, reading includes interpreting, critically analysing and reflecting upon the meaning 

of a wide range of written and visual, print and non-print texts (ACARA, n.d.-b). 

²ƘƛƭŜ !/!w!Ωǎ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ǊŜŀŘƛƴƎ ƛƴŎƻǊǇƻǊŀǘŜǎ ƳǳƭǘƛǇƭŜ ƳƻŘŜǎ ŀƴŘ ƳŜŘƛǳƳǎΣ b!t[!b ƻƴƭȅ 

tests one mode (written text). Unsworth et al. (2019) describe this gap between curriculum expectations 

ŀƴŘ ǿƘŀǘ ƛǎ ǘŜǎǘŜŘ ƛƴ b!t[!b ŀǎ ŀƴ άŜŘǳŎŀǘƛƻƴŀƭ ŎƘŀǎƳέ όǇΦ 128). Mills and Unsworth (2017) also 
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highlight the disparity by stating 

in view of the undisputed pervasive impact of national literacy testing on curriculum 

implementation and pedagogic practice, this large-scale, high-stakes assessment of reading will 

need significant research-based development if schooling is to effectively embrace the reality of 

ƳǳƭǘƛƳƻŘŀƭ ǊŜŀŘƛƴƎ ƛƴ ǘƻŘŀȅΩǎ ǿƻǊƭŘΦ όǇΦ мсύ  

Both Unsworth and Mills and Unsworth suggest that broader discourses shape the use and 

frequency of multimodal texts in classrooms. Simpson (2016) agrees with this view and states that 

ƳǳƭǘƛƳƻŘŀƭ ǘŜȄǘǎΣ ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ƭƛǘŜǊŀǘǳǊŜ ƛƴ ǇŀǊǘƛŎǳƭŀǊΣ ƛǎ ōŜƛƴƎ άǇǳǘ ŀǘ Ǌƛǎƪ ōȅ ǊŜŘǳŎǘƛǾŜ ƳŜŀǎǳǊŜƳŜƴǘǎ 

of literacy success, narrow conceptualisations of the reading process and preǎŎǊƛǇǘƛǾŜ ǇŜŘŀƎƻƎƛŜǎΧέ όǇΦ 

7). Many researchers in the area of school-based literacy and literature teaching show how the national 

testing environment influences what and how teachers view and define reading (Cremin et al., 2009; 

Farrar et al., 2021; Simpson, 2016; Unsworth et al., 2019) and even how these tests can influence the 

types of texts selected for use in classrooms (Comber, 2012; Doecke & Parr, 2011; Simpson, 2016).  

2.1.3 Picturebooks and medium 

I now turn to the literature that explores what constitutes a picturebook and why it could be 

ƛƳǇƻǊǘŀƴǘ ǘƻ ǘŜŀŎƘ ǇƛŎǘǳǊŜōƻƻƪǎ ƛƴ ǎŎƘƻƻƭǎΦ .ŀŘŜǊΩǎ όмфтсύ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ŀ ǇƛŎǘǳǊŜōƻƻƪ ƛǎ άǇǊƻōŀōƭȅ ǘƘŜ 

Ƴƻǎǘ ƻŦǘŜƴ ǉǳƻǘŜŘέ ό!ǊƛȊǇŜΣ нлнмΣ ǇΦ нсмύΦ .ŀŘŜǊ όмфтсύ ŘŜŦƛƴŜǎ ŀ ǇƛŎǘǳǊŜōƻƻƪ ŀǎ 

a text, illustrations, total design; an item of manufacture and a commercial product; a social, 

cultural, historical document; and foremost, an experience for a child. As an art form, it hinges 

on the interdependence of pictures and words, on the simultaneous display of two facing pages, 

and on the drama of the turning of a page. On its own terms, its possibilities are limitless. (p. 1)  

Lƴ .ŀŘŀǊΩǎ ŘŜŦƛƴƛǘƛƻƴΣ ǎƘŜ ǎǘǊŜǎǎŜǎ ǘƘŜ ŘȅƴŀƳƛŎ ŀƴŘ ǇƻǿŜǊŦǳƭ ƛƴǘŜǊǇƭŀȅ ōŜǘǿŜŜƴ ǿƻǊŘǎ ŀƴŘ 

pictures.  The importance of this relationship is reinforced in the literature, with many studies theorising 

how images and written words interact (Lewis, 2001; Nikolajeva & Scott, 2006; Sipe, 1998, 2012). Sipe 

όнллмύ ƘƛƎƘƭƛƎƘǘǎ ǘƘŜ ŀŜǎǘƘŜǘƛŎ ŀƴŘ ŘŜǎƛƎƴ ŀǎǇŜŎǘǎ ƻŦ ŀ ǇƛŎǘǳǊŜōƻƻƪΦ IŜ ǎǘŀǘŜǎ ǘƘŀǘ άǇƛŎǘǳǊŜōƻƻƪǎ ŀǊŜ 
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unified artistic wholes in which text and pictures, covers and endpages, and the details of design work 

ǘƻƎŜǘƘŜǊ ǘƻ ǇǊƻǾƛŘŜ ŀƴ ŀŜǎǘƘŜǘƛŎŀƭƭȅ ǎŀǘƛǎŦȅƛƴƎ ŜȄǇŜǊƛŜƴŎŜ ŦƻǊ ŎƘƛƭŘǊŜƴέ όǇΦ ноύΦ aŀƴȅ researchers stress 

the importance of endpapers and covers (McNair, 2021; McNair et al., 2021; Sipe & McGuire, 2006) and 

design and layout (Anstey & Bull, 2004; Lambert, 2017; Sipe, 2001). Indeed, they are essential 

dimensions of the aesthetics of a picturebook. Bader in her definition above emphasises the experience 

for the child, yet, picturebooks are no longer just the domain of the child. Sophisticated picturebooks 

that delve in ambiguity, unconventional design and layout, and/or are focused on complex themes open 

to multiple interpretations, have for decades been designed for both adults and children (Anstey & Bull, 

2004). 

 In 1976, Bader was emphasising the two-page view of a picturebook, traditionally found in a 32-

page paper book. However, almost half a decade later, picturebooks no longer always rely on the drama 

of turning the page, and the design may no longer be based on a default double-page spread, 

juxtaposing images and written text. Changes to both the digital medium and picturebook design are 

disrupting this view (Arizpe, 2021). Fifty years ago, Bader was discussing, although not explicitly, that 

paper picturebooks are inherently multimodal. Decades later, the creation of picturebooks in digital 

form has ushered in an array of interconnecting modal arrangements, such as audio, oral, images, 

written text and touch.  

2.1.3.1 Remediation from paper to digital. In 1999, Bolter and Grusin introduced the term 

ΩremediationΩ ς ƛΦŜΦΣ άǘƘŜ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴ ƻŦ ƻƴŜ ƳŜŘƛǳƳ ƛƴ ŀƴƻǘƘŜǊέ όǇΦ прύ ς to explore notions of 

thinking about and understanding new or digital media. They suggested that through using a 

remediation framework, new media can be situated on a continuum that recognises how new media 

practices have, in so many ways, borrowed or taken from the old. The type of borrowing associated with 

remediation involves: 
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¶ Transparent borrowing: The older medium is directly imported into the new medium 

with no alterations; thus, the new ƳŜŘƛǳƳ Ŏŀƴ ōŜ ŘŜŜƳŜŘ ŀǎ ΨǘǊŀƴǎǇŀǊŜƴǘΩ 

¶ Translucent borrowing: The new media add additional features to the older medium. In 

ƻǘƘŜǊ ǿƻǊŘǎΣ ǘƘŜ ƴŜǿŜǊ ǾŜǊǎƛƻƴ ŎŀǇƛǘŀƭƛǎŜǎ ƻƴ ǘƘŜ ƳŜŘƛǳƳΩǎ ƛƴƘŜǊŜƴǘ ŀŦŦƻǊŘŀƴŎŜǎΦ ¢ƘŜ 

new media want to emphasise the differences between the two mediums rather than 

erase these 

¶ Aggressive borrowing: The new media refashions the older media, but they are still tied 

to the original source 

¶ Absorption: The new media absorbs the older media so that it is not recognisable as the 

old. For example, when books are turned into films (Bolter & Grusin. 1999, pp. 45-47). 

Although not always directly referring to Bolter and Grusin (1999), some studies focusing on 

picturebooks that have been transformed into digital mediums identify a similar range of borrowing 

practices. For example, Schwebs (2014) notes that some digital picturebooks are simply ΩreproductionsΩ 

(p. 2) of paper versions, while others include interactive aspects such as games, puzzles, sound and 

movement. Al-Yaqout and Nikolajeva (2015), in their discussion on digital picturebook theory, note 

similar types of transformations. Yokota and Teale (2014) focus explicitly on how paper picturebooks 

have been transferred into a digital medium. They note the following adaptations. 

¶ Scanning entire picturebooks and creating a digital version (such as in a pdf) 

¶ Transforming picturebooks into film-like creations. The print is read aloud, while the 

images are shown, and sound effects may be added 

¶ Transforming picturebooks with features unique to the digital world. This can involve 

adding features such as changes to design, the ability to turn narration on (or off), the 

ŀŘŘƛǘƛƻƴ ƻŦ ǎƻǳƴŘ ŀƴŘ ƳǳǎƛŎΣ ŀƴŘ ŀŘŘŜŘ ƛƴǘŜǊŀŎǘƛǾƛǘȅ όǎǳŎƘ ŀǎ ΨƘƻǘ ǎǇƻǘǎύ 

¶ Adding interactive features, including games, that extend beyond the story (p. 578) 

The four types of adaptions proposed by Yokota et al. (2014) each have different modal 

ŀŦŦƻǊŘŀƴŎŜǎ ŀƴŘ Ƴŀȅ Ŏƻƴǘŀƛƴ ŎƘŀƴƎŜǎ ǘƻ ǘƘŜ ǇƛŎǘǳǊŜōƻƻƪΩǎ ƭƛǘŜǊŀǊȅ ŜƭŜƳŜƴǘǎΦ ¢Ƙƛǎ Ƴŀȅ ƛƴŎƭǳŘŜΥ 

differences in the positioning of written text and images; paratextual features (endpapers, front and 

back cover, title, dedication); two-page spreads; navigation; and gutters (space between the pages). 

Research is emerging on the ways that these literary features can change when a paper picturebook is 
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remediated (Cahill & McGill-Franzen, 2013; Schwebs, 2014; Wolf, 2014; Yokota & Teale, 2014). 

Researchers have argued that the reading experience and subsequent pedagogical approaches 

needed for each medium may differ depending on the type of borrowing. For instance, Unsworth (2003) 

cautions that digital texts should be valued as texts in their own right rather than simply texts to scaffold 

print-based practices. This view is in accordance with research by Al-Yaqout and Nikolajeva (2015) and 

Stichnothe (2014), who propose that the picturebook medium (whether it be paper-based or digital) 

may result in quite different reading experiences and, consequently, different reading and teaching 

practices may be needed. Flevegi and Matthew (2012) are amongst many researchers who advocate for 

more research into how the medium (paper and digital) affects the skills and strategies needed to read 

and comprehend these texts and the resultant pedagogical approaches required. In some ways, my PhD 

study can be read as a response to that advocacy.  

2.1.3.2 The proliferation of picturebook remediation.  The remediation of chiƭŘǊŜƴΩǎ ƭƛǘŜǊŀǘǳǊŜ 

into other mediums is not a new phenomenon. For decades, paper-based books have been remediated 

into movies, audiobooks, CD-Rom picturebooks, e-books and picturebook apps. For example, the 

ancient folk tale of Cinderella (Melies, 1899) was first adapted into a film in 1899 (later adaptations were 

produced in 1950, 2002, 2015 and 2021);  and more contemporary literary stories such as The lost thing 

(Tan, 2000; Tan & Ruhemann, 2010) and Alexander and the horrible, terrible, no good, very bad day 

(Arteta, 2014; Viorst, 1972) have continued to develop and transform the practices of adaptation. 

Audiobooks, often co-existing across two mediums (paper and digital), also have a long history. As early 

as 1948, The big brown bear (Wicker & Mark, 1948) was transformed into an audio version, and these 

types of audio adaptions are still prominent, with audiobooks on platforms such as Audible (Amazon, 

2023) and Storynory (2023) becoming more prolific.  

The 1990s saw an increase in the production of CD-ROM books designed to be used/read on the 
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computer. Texts such as The Berenstain bears in the dark (Berenstain & Berenstain, 1996), Stellaluna 

(Cannon, 1996), and aŀǊŎ .Ǌƻǿƴ !ǊǘƘǳǊΩǎ birthday (Brown, 1994) were published as interactive books 

and featured a range of sounds, static and moving images, written and spoken text. Other picturebooks 

have been transformed into music ŀƴŘ ǘƘŜŀǘǊŜΦ CƻǊ ŜȄŀƳǇƭŜΣ {Ƙŀǳƴ ¢ŀƴΩǎ ǇƛŎǘǳǊŜōƻƻƪ The red tree was 

ǘǊŀƴǎŦƻǊƳŜŘ ƛƴǘƻ ŀ ƳǳǎƛŎŀƭ ΨŜǾŜƴǘΩ ό!./Σ нлннύ ōȅ ¢ƘŜ !ǳǎǘǊŀƭƛŀƴ /ƘŀƳōŜǊ hǊŎƘŜǎǘǊŀ ŀƴŘ DƻƴŘǿŀƴŀ 

Voices in 2008 and has also been adapted into live theatre shows (National Theatre of Parramatta, 2017; 

Red Earth Theatre, 2022). Nicola Bowman, who played the main character in these shows, commented 

ƻƴ ǘƘŜ ŀŘŀǇǘŀǘƛƻƴ ƻŦ ¢ŀƴΩǎ ǿƻǊƪ ƻƴǘƻ ǘƘŜ ǎǘŀƎŜΥ 

²Ŝ ƘŀǾŜ ƘŀŘ ǘƘŜ ǇǊƛǾƛƭŜƎŜ ƻŦ ǳǎƛƴƎ ŀ ƭƻǘ ƻŦ Ƙƛǎ ώ¢ŀƴΩǎϐ ǿƻǊƪ ƛƴ ǘƘŜ !ǳŘƛƻ ±ƛǎǳŀƭ [sic] design of the 

show. Our set and costume designer James Browne has created a moveable set that unfolds the 

ǎǘƻǊȅΣ Ƨǳǎǘ ƭƛƪŜ ŀ ǇƛŎǘǳǊŜ ōƻƻƪΦ IŜ Ƙŀǎ ŀƭǎƻ ŜŎƘƻŜŘ {Ƙŀǳƴ ¢ŀƴΩǎ ŘǊŀǿƛƴƎ ǎǘȅƭŜ ƛƴ ǘƘŜ ƘŜƛƎƘǘŜƴŜŘ 

costumes and wigs. (Bergman, 2019, para. 9) 

As early as 1994, MackŜȅ ƴƻǘŜŘ ǘƘŜ ƛƴŎǊŜŀǎƛƴƎ ǇǊŜǾŀƭŜƴŎŜ ƻŦ άƳǳƭǘƛǇƭŜ ǾŜǊǎƛƻƴǎ ƻŦ ŦƛŎǘƛƻƴέ όǇΦ фύΣ 

where versions of one story occur over multiple mediums. Unsworth (2003) has similarly highlighted 

ǘƘŀǘ άŎƘƛƭŘǊŜƴ ŜƴǘŜǊ ŀ ǿƻǊƭŘ ǿƘŜǊŜ ƳǳƭǘƛǇƭŜ ǾŜǊǎƛƻƴǎ ƻŦ ŦƛŎǘƛƻƴ ŀǊŜ ǘƘŜ ƴƻǊƳέ όǇ. 62), and Barton et al. 

(2014) and Wong and Neuman (2019) continue this important conversation. Rather than refer to these 

ǾŜǊǎƛƻƴǎ ŀǎ ΨƳǳƭǘƛǇƭŜΩΣ ²ƻƴƎ ŀƴŘ bŜǳƳŀƴ όнлмфύ ŦǊŀƳŜ ǘƘƛǎ ǇƘŜƴƻƳŜƴƻƴ ŀǎ ŀ ōƭǳǊǊƛƴƎ ƻŦ ǊŜŀŘƛƴƎ 

experiences, suggesting that there is not a clear delineation between versions. The use of both 

ǇƛŎǘǳǊŜōƻƻƪ ŀǇǇǎ ŀƴŘ ŘƛƎƛǘŀƭ ǊŜŀŘƛƴƎ ǇǊƻƎǊŀƳǎ ƛǎ ōŜŎƻƳƛƴƎ ƛƴŎǊŜŀǎƛƴƎƭȅ ŎƻƳƳƻƴ ƛƴ ǘƻŘŀȅΩǎ ŎƭŀǎǎǊƻƻƳǎ 

(Brueck et al., 2019; Kim & Hassinger-Das, 2019; Manresa & Real, 2015; Wong & Neuman, 2019). In 

recent years, research has begun to investigate how teachers and students use these multiple versions 

of fiction in classrooms, and the pedagogical implications of this will be explored later in the literature 

review.  
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2.1.3.3 The rise of the digital reading program. In the primary years of schooling, the use of 

decodable texts6F6F6F6F

7 (Mesmer, 2000, 2009; NSW Government Education, 2022) and levelled7F7F7F7F

8  texts are 

becoming increasingly prominent. Specific programs such as Fountas and Pinnell (1996, 1999) and Price 

Milburn (Nelson, 2022) have developed text-level gradients to classify the complexity of texts. These 

texts are being targeted at Foundation to Year 5. In Australia, this equates to the first year of formal 

instruction up to Year 5. Digital online reading programs are also becoming more prevalent, with many 

publishers using digital platforms for students to access these decodable and levelled texts (Brueck et 

al., 2019; Roskos et al., 2017) as part of structured reading programs in schools. Companies such as 

Wushka (Modern Teaching Aids, 2022), Reading A-Z (Learning A-Z, 2022), Raz-Kids (LAZEL Inc, 2019) and 

PM books (Nelson, 2022) have developed customised websites, with digital apps being promoted for use 

in the classroom to support independent reading practices (Brueck et al., 2019). These online reading 

programs have additional features such as quizzes, comprehension questions and rewards. For example, 

in Raz-Kids, students can earn stars for reading, and they can then use these stars to buy items to 

customise their avatar.  Most of these programs act as a proxy Learning Management System (LMS), 

which allows teachers to collect data on what is ōŜƛƴƎ ǊŜŀŘΣ ŎƻƳǇƭŜǘŜ ǾŀǊƛƻǳǎ ŀǎǎŜǎǎƳŜƴǘǎ ƻŦ ǎǘǳŘŜƴǘǎΩ 

work and view quiz results.  

aƻƻŘȅ ŀƴŘ {ǿŀŦŦƻǊŘ όнлмфύΣ ƛƴ ǘƘŜƛǊ ǎǘǳŘȅ ƻƴ ǘŜŀŎƘŜǊǎΩ ǳǎŜ ƻŦ ǘƘŜǎŜ ǘȅǇŜǎ ƻŦ ŘƛƎƛǘŀƭ ōƻƻƪǎ όŜ-

books), discovered that teachers found these platforms could support independent reading through the 

autonomous use of scaffolding (such as the use of dictionary functions, narrations, highlighting words). 

 
7 άResearchers define decodability by the presence of two features: (1) a proportion of words with regular 

relationships between letters and sounds; and (2) a degree of match between the letter/sound relationships represented in text 
ŀƴŘ ǘƘƻǎŜ ǘƘŀǘ ǘƘŜ ǊŜŀŘŜǊ Ƙŀǎ ōŜŜƴ ǘŀǳƎƘǘέ όaŜǎƳŜr, 2010, p. 23). 

8 Levelling is applied to pre-existing texts and takes into account: (1) languageτsentence complexity, organization, 
style, and predictability; (2) contentτfamiliarity, genre, vocabulary; and (3) text formatτlength, print, layout, illustrations 
(Mesmer, 2010, p. 22). 
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Typically, these digital platforms allow for a simplified differentiation of reading instruction and 

assessment.  Moody et al. (2019) discovered that 78% of the teachers surveyed in their study (N = 46) 

used e-books for independent reading with only 43% using them for small group reading instruction (p. 

219).  

In contrast to levelled and decodable digital texts, picturebook apps are considered more 

literary by teachers (Hagen & Mills, 2022). These apps are becoming increasingly prominent in a range of 

countries (Al-Yaqout & Nikolajeva, 2015; Kümmerling-Meibauer et al., 2015; Yokota, 2015; Yokota & 

Teale, 2014). 

2.1.3.4 Picturebooks and picturebook apps.  ! ǇƛŎǘǳǊŜōƻƻƪ ŀǇǇ ƛǎ ŀ ŘƛƎƛǘŀƭ ΨŀǇǇƭƛŎŀǘƛƻƴΩ ǘƘŀǘ 

has been designed for use on mobile devices (smartphones and tablets), where app designers can create 

άƳǳƭǘƛƳŜŘƛŀΣ ƛƴǘŜǊŀŎǘƛǾŜ ǎǘƻǊȅǘŜƭƭƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎέ ό¸ƻƪƻǘŀ ϧ ¢ŜŀƭŜΣ нлмпΣ ǇΦ ртфύΦ {ŜǊŀŦƛƴƛ Ŝǘ ŀƭΦ όнлмсύ 

state that picturebook apps 

along with traditional features of e-books such as digitally displayed text and images, 

ƴŀǾƛƎŀǘƛƻƴŀƭ ƛŎƻƴǎΣ ŀƴŘ ƘƻƳŜ ǎŎǊŜŜƴǎ Χ tƛŎǘǳǊŜ ōƻƻƪ ŀǇǇǎ ƻŦŦŜǊ ƛƴǘŜǊŀŎǘƛƻƴŀƭ ŦŜŀǘǳǊŜǎ ǘƘŀǘ 

expand the options, reading paths, and experiences of young readers. (p. 509) 

¢ƘŜǎŜ ŀǇǇǎ ƻŦǘŜƴ ŎƻƳǇǊƛǎŜ άŘƛƎƛǘŀƭ ŜƭŜƳŜƴǘǎ ǘƘŀǘ Ƴŀȅ ōŜ ǘƻǳŎƘŜŘΣ ǇǊŜǎǎŜŘ ŀƴŘ ǎǿƛǇŜŘέ όIŀƎŜƴ 

& Mills, 2022, p. 2), and these may expand the reading path and navigation of the narrative (Aguilera et 

al., 2016). The first picturebook app created was Emma loves pink (Raud & Winged Chariot, 2010), with 

other apps such as The heart and the bottle (Bold Creative, 2010) and The very cranky bear (Bland & We 

are Wheelbarrow, 2012) being published shortly after. These apps were often targeted at young 

children (Nodelman et al., 2017). However, in 2014, the app Rules of summer (Tan, 2013; Tan & We are 

Wheelbarrow, 2013) was published, along with a range of other texts intended not just for younger 

audiences. The Rules of summer app is a re-visioning of the paper picturebook, Rules of summer by 

{Ƙŀǳƴ ¢ŀƴΣ ŀƴŘ ǿŀǎ ŘŜǎƛƎƴŜŘ ŦƻǊ ŀƭƭ ŀƎŜǎ ƻǊ άŀƴȅƻƴŜ ǿƘƻ ƛǎ ŎǳǊƛƻǳǎΣ ǿƘƻ ŜƴƧƻȅǎ ǎǘǊŀƴƎŜƴŜǎǎΣ ƳȅǎǘŜǊȅ 
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and oddity, who likes asking questions and using their imagination, and is prepared to devote time and 

ŀǘǘŜƴǘƛƻƴ ŀŎŎƻǊŘƛƴƎƭȅέ ό¢ŀƴΣ нллнΣ ǇΦ сύΦ 

Across the range of picturebook apps available, critics have observed considerable variation in 

quality (Aguilera et al., 2016; Al-Yaqout & Nikolajeva, 2015; McGeehan et al., 2018; Serafini et al., 2016), 

with particular criteria developed to consider different ways that these apps might be assessed (Bates et 

al., 2017; Cahill & McGill-Franzen, 2013; Hirsh-Pasek et al., 2015; Hoel & Jernes, 2023; Yokota & Teale, 

2014). Yokota and Teale (2014) propose that when evaluating picturebook apps for use in classrooms, 

an understanding of paper picturebook quality and app design is needed. In particular, they propose the 

following questions: 

¶ άLǎ ǘƘŜ ǎǘƻǊȅ ǿŜƭƭ ǘƻƭŘΣ ŀŎcording to literary standards?  

¶ Is the language of the text skillfully crafted?  

¶ Are the illustrations artistically skillful, and do they work well with the text to illuminate, 

extend, and/or co-ŎǊŜŀǘŜ ǘƘŜ ǎǘƻǊȅΚέ όǇΦ рулύ 

And when assessing the suitability of a book that has been remediated, Yokota and Teale (2014) 

recommend that educators should consider another set of questions: 

¶ άLǎ ǘƘŜ ǎǘƻǊȅ ŀǇǇǊƻǇǊƛŀǘŜƭȅ ǇǊŜǎŜƴǘŜŘ ƛƴ ŘƛƎƛǘŀƭ ŦƻǊƳŀǘΚ 

¶ Does the story take appropriate advantage of features the digital world allows, beyond 

what is possible in print?    

¶ Do the interactive features maintain the integrity of the main story?    

¶ Do any supplementary features align with the story? 

¶ Do the features make sense in terms of how children learn to read and learn in 

generŀƭΚέ όǇΦ рулύΦ  

These evaluative questions are important considerations as research has shown that features 

such as hotspots8F8F8F8F

9 and interactivity that are not congruent with the narrative can either distract or 

 
9 IƻǘǎǇƻǘǎ ŀǊŜ άǎǇŜŎƛŦƛŎ ŀǊŜŀǎ ƻŦ ǘƘŜ ǎŎǊŜŜƴ ǿƘŜǊŜ ǊŜŀŘŜǊǎ Ŏŀƴ ǘŀǇΣ ǎǿƛǇŜΣ ƻǊ ǇƛƴŎƘ ŀŎǊƻǎǎ ŀ ŘŜǾƛŎŜϥǎ ǎǳǊŦŀŎŜ ǘƻ ƎŜƴŜǊŀǘŜ ǎƻǳƴŘs, 
animations, or even additional content" (Serafini, Kachorsky, & Aguilera, 2016, p. 511). 
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enhance meaning making, depending on the skill with which they are deployed (Sargeant, 2013; Son et 

al., 2020; Takacs et al., 2014, 2015; Yokota, 2015; Zipke, 2014). In Chapter 4, I explore how these 

evaluative criteria can be applied to the Rules of summer app.  

2.1.4 Contemporary picturebooks 

This PhD study investigates how one Year 5 teacher designs, enacts and reflects on a 

contemporary picturebook across both paper and iPad mediums. Thus, an understanding of the features 

of contemporary picturebooks is an essential discussion of this study. 

One distinctive way in which contemporary picturebooks have been characterised in the 

ƭƛǘŜǊŀǘǳǊŜ ƛǎ ǘƘǊƻǳƎƘ ǿƘŀǘ ŀǊŜ ŘŜŜƳŜŘ ǘƘŜƛǊ ΨǇƻǎǘƳƻŘŜǊƴΩ ŦŜŀǘǳǊŜǎ ό!ƴǎǘŜȅΣ нллнΤ !ƴǎǘŜȅ ϧ .ǳƭƭΣ нллпΤ 

Lewis, 2001; Nikolajeva & Scott, 2006). One common feature of postmodern picturebook texts is that 

ǘƘŜȅ ŜƴŎƻǳǊŀƎŜ ǊŜŀŘŜǊǎ ǘƻ άǊŜŀŘ ǘƘŜ ǘŜȄǘ ƛƴ ƴŜǿ ǿŀȅǎέ ό!ƴǎǘŜȅΣ нллнΤ .ƛƴǘȊ ϧ ±ŀƭŜǊƛƻΣ нлнмύΣ ŀƴŘ ǘƻ 

employ new ways of thinking about how meaning is made in the picturebook. The literature confirms 

that this is not easy or straightforward work.  Postmodern picturebook texts have been described as 

both complex (Bintz & Valerio, 2021) and sophisticated (Anstey, 2002; Sipe, 2012). Goldstone and Labbo 

όнллпύ ŎƻƳƳŜƴǘ ƻƴ ǘƘŜ ǳƴŎŜǊǘŀƛƴǘȅ ŀƴŘ ŦǊŀƎƳŜƴǘŀǘƛƻƴ ǿƘƛŎƘ ŘƛǎǊǳǇǘ ǊŜŀŘŜǊǎΩ expectations as they 

engage with these texts.  Often these texts present disparate pieces of information where readers need 

to piece together the narrative (Lewis, 1990), which can be unsettling, and this in turn can encourage 

άǳƴǊŜŦƭŜŎǘƛǾŜ ŀƴŘ ƴŀƠǾŜέ όǇΦ 94) readings of these stories. When reading these postmodern 

picturebooks, readers are encouraged to accept high levels of ambiguity, as multiple interpretations and 

meanings are open to readers (Bintz & Valerio, 2021). 



 

39 

 

This ambiguity and disruption are attributed to meta-fictive9F9F9F9F

10 ΨŘŜǾƛŎŜǎΩ ǘƘŀǘ ŀǊŜ ŘŜƭƛōŜǊŀǘŜƭȅ 

employed by authors of contemporary picturebooks. The devices may include irony, contradiction, 

multiple perspectives, non-linearity, surrealist imagery, unconventional layout and design and /or 

indeterminacy.  Chapter 4 (see sections 4.4 and 4.5) provides further detail on how some of these meta-

fictive devices, especially indeterminacy, surrealist images, non-linearity and unconventional layout and 

design, have been used in Rules of summer by Shaun Tan.  

2.1.4.1 Picturebooks in the upper years.  Historically, picturebooks have not been widely used 

for teaching and learning reading in the upper primary years (Years 5 and 6). And yet Pantaleo (2012) 

notes that some teachers and students in the upper years hold misconceptions about the literary value 

ƻŦ ǇƛŎǘǳǊŜōƻƻƪǎΦ ¢ƘŜ ǘŜȄǘǎ ƘŀǾŜ ƻŦǘŜƴ ōŜŜƴ ǾƛŜǿŜŘ ŀǎ άǎƛƳǇƭŜέ όbƻŘŜƭƳŀƴΣ нллуύΣ ƻǊ ǎƻƳŜǘƘƛƴƎ ƳƻǊŜ 

ŀǇǇǊƻǇǊƛŀǘŜ ŦƻǊ ǎǘǳŘŜƴǘǎ ƛƴ ǘƘŜ ŜŀǊƭƛŜǊ ȅŜŀǊǎ ƻŦ ǎŎƘƻƻƭƛƴƎΦ hƴ ǘƘŜ ƻǘƘŜǊ ƘŀƴŘΣ ǘƘŜ ŜǾƻƭǳǘƛƻƴ ƛƴ ŎƘƛƭŘǊŜƴΩǎ 

picturebooks to more sophisticated content and consciously literary elements has prompted many 

researchers (Booker, 2012; Nikolajeva & Scott, 2006; Pantaleo, 2011a, 2012a, 2012b, 2016, 2018b; Sipe, 

2007) to advocate for picturebooks to play a major role in the literature experiences for older primary 

students. Research exploring the potential benefits of these texts being used in classrooms has included 

a focus on the following: pedagogies that involve multimodal analysis (Dallacqua et al., 2015); modelled 

writing (Booker, 2012); increasing reader agency (Wilson, 2014); critical literacy (Small & Callow, 2021); 

visual literacy (Turner, 2014; Unsworth & Macken-Horarik, 2015); and reader response theory (Pantaleo, 

2008, 2012b, 2013, 2016). 

There is an emerging consensus that picturebooks are no longer the domain of young children 

 
10 CƻǊ ŀ ŘŜǘŀƛƭŜŘ ƻǾŜǊǾƛŜǿ ƻŦ ǘƘŜǎŜ ƳŜǘŀπŬŎǝǾŜ ŦŜŀǘǳǊŜǎ ǎŜŜ !ƴǎǘŜȅ ϧ .ǳƭƭΣ нллпΤ DƻƭŘǎǘƻƴŜΣ нллмΤ DƻƭŘǎǘƻƴŜ ϧ 
[ŀōōƻΣ нллпΤ [ŜǿƛǎΣ мффлΣ нллмΤ bƛƪƻƭŀƧŜǾŀ ϧ {ŎƻǧΣ нллсΤ {ƛǇŜ ϧ tŀƴǘŀƭŜƻΣ нллуύ 
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only, with most contemporary picturebooks being marketed for both children and adults (Anstey, 2002; 

!ƴǎǘŜȅ ϧ .ǳƭƭΣ нллпΤ bƛƪƻƭŀƧŜǾŀ ϧ {ŎƻǘǘΣ нллсύ ǿƛǘƘ ǘƘŜ ŎŀǇŀŎƛǘȅ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ άǘƻ ǘƘŜ Řǳŀƭ ŀǳŘƛŜƴŎŜ 

at manȅ ƭŜǾŜƭǎέ όbƛƪƻƭŀƧŜǾŀ ϧ {ŎƻǘǘΣ нллсΣ ǇΦ нмύΦ !ǳǎǘǊŀƭƛŀƴ ŀǳǘƘƻǊ {Ƙŀǳƴ ¢ŀƴ ǎǘŀǘŜǎ ǘƘŀǘ ǇƛŎǘǳǊŜōƻƻƪǎ 

Ŏŀƴ ōŜ ǊŜŀŘ ōȅ ǊŜŀŘŜǊǎ ƻŦ ŀƭƭ ŀƎŜǎ ŀƴŘ Řƻ ƴƻǘ ŘŜǎŜǊǾŜ ǘƻ άǎǳŦŦŜǊ ŦǊƻƳ ǇǊŜŎƻƴŎŜǇǘƛƻƴǎ ƻŦ ŀǳŘƛŜƴŎŜέ ό¢ŀƴΣ 

2010, para 5). Even 20 years ago, Anstey (2002) was observing a shift in the perceived audience of 

ǇƛŎǘǳǊŜōƻƻƪǎΣ ŀǊƎǳƛƴƎ ǘƘŀǘ ǇƛŎǘǳǊŜōƻƻƪǎ ǿŜǊŜ ŀǇǇŜŀƭƛƴƎ άǘƻ ŀ ƳǳŎƘ ǿƛŘŜǊ ŀƎŜ ǎǇŀƴΣ ƭŜǾŜƭ ƻŦ 

ǎƻǇƘƛǎǘƛŎŀǘƛƻƴΣ ŀƴŘ ǊŀƴƎŜ ƻŦ ǊŜŀŘƛƴƎ ŀōƛƭƛǘƛŜǎέ όǇΦ пптύΦ ¢Ŝƴ ȅŜŀǊǎ ŀƎƻΣ tŀƴǘŀƭŜƻ όнлммŀΣ нлмнŀΣ нлмоύ ǿŀǎ 

exploring how picturebooks like The red tree (Tan, 2001) and The arrival (Tan, 2006) could be used in 

upper years classrooms to engage and challenge active readers.  

2.1.4.2 Picturebook apps in the upper years. Studies have found that older students (upper 

primary and junior secondary school) tend to separate the experience of reading paper texts from 

reading in digital mediums. Indeed, Fittipaldi, Juan and Manresa (2015) and Manresa (2015) highlight 

that many students fail to view digital apps as reading. Manresa (2015) goes as far as to state that the 

άǊŜǉǳƛǊŜŘ ōŀƎƎŀƎŜ ŀǎ ŀƴŀƭƻƎǳŜ ǊŜŀŘŜǊǎ ƳŜŀƴǘ ǘƘŀǘ ǘƘŜȅ ƘŀŘ ŀ ǾŜǊȅ ŦƻǎǎƛƭƛȊŜŘ ŎƻƴŎŜǇǘ ƻŦ ǿƘŀǘ ŦƛŎǘƛƻƴ 

ǊŜŀŘƛƴƎ ƛǎΣ ŀƴŘ ǎǘǳŘŜƴǘǎ ŘƛŘ ƴƻǘ ŎƻƴŎŜƛǾŜ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜ ƛƴ ŀ ŘƛƎƛǘŀƭ ŦƻǊƳŀǘ ŀǎ ǇǊƻǇŜǊ ǊŜŀŘƛƴƎέ όǇΦ ммсύΦ 

The implication of these findings is that in order to make meaning of these digital texts, students need 

ǘƻ ƭŜŀǊƴ Ƙƻǿ ǘƻ άǊŜ-ǊŜŀŘ ŀƎŀƛƴέ όǇΦ ммрύΦ {ǘǳŘŜƴǘǎ ƛƴ aŀƴǊŜǎŀΩǎ ǊŜǎŜŀǊŎƘ ŘŜǎŎǊƛōŜŘ ǘƘŜ ǇǊŀŎǘƛŎŜ ƻŦ 

engaging with picturebook texts as being more like movie watching. This view could be accounted for 

because students expect their print-based practices to transfer directly into reading in these digital 

spaces, which has been highlighted in the research as problematic. For instance, Colomer and Vazquez 

(2015) state that ǘƘŜƛǊ ǎǘǳŘȅ ŘŜƳƻƴǎǘǊŀǘŜǎ άǘƘŜ ŘƛŦŦƛŎǳƭǘȅ ώŦƻǊ ǎǘǳŘŜƴǘǎϐ ǘƻ ŀŘƧǳǎǘ ǘƘŜ ƭŜŀǊƴƛƴƎ ŦǊƻƳ ǇǊƛƴǘ 

ǊŜŀŘƛƴƎ ǘƻ ƴŜǿ ŦƻǊƳŀǘǎέ όǇΦ нлсύΦ !ƴŘ CƛǘǘƛǇŀƭŘƛΣ Wǳŀƴ ŀƴŘ aŀƴǊŜǎŀΩǎ όнлмрύ ǎǘǳŘȅ ƘƛƎƘƭƛƎƘǘǎ ǘƘŜ 
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complexities associated with multimodality when students are trying to simply transfer print reading 

practices into the digital medium, where the emphasis is almost exclusively on linguistic components.  

There have been limited studies that examine the use of digital picturebooks in the upper 

primary years. Exceptions include studies by Trushell et al. (2001, 2001b; 2005), which focused on CD-

ROM picturebooks, and more recently Simpson et al. (2015), which investigates some aspects of the 

experience of a picturebook (paper and digital versions). Although there are some studies which 

recommend pedagogical approaches for digital picturebook apps (Neumann, 2020; Neumann & 

Merchant, 2022; Wolf, 2014), I have yet to come across research which examines how a teacher uses a 

picturebook over two mediums in the upper primary classroom, which is the focus of this PhD study.  

My study can be seen as a response to literature that advocates for research into the use of digital app 

texts in particular educational contexts.  For example, Colomer and Vazquez (2015) have proposed that 

these newer forms of texts have important implications for teaching and learning, and so should be 

ƛƴǾŜǎǘƛƎŀǘŜŘΦ bƻŘŜƭƳŀƴ Ŝǘ ŀƭΦ όнлмтύ ǎǘŀǘŜ ǘƘŀǘ ǘƘŜ άŘƛŦŦŜǊŜƴŎŜǎ ōŜǘǿŜŜƴ ōƻƻƪǎ ŀƴŘ ōƻƻƪ ŀǇǇǎ ŀƴŘ ǘƘŜ 

differing experiences they offer suggest that there is mǳŎƘ ƳƻǊŜ ǿŜ ƴŜŜŘ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ŀōƻǳǘ ǘƘŜƳέ 

(Nodelman et al., 2017, p. 14). This is particularly important when contemporary picturebooks with 

creative meta-fictive features are remediated into picturebook apps, as in the case with Rules of 

summer. 

2.1.5 Conclusion: Part One 

Part One has explored how multimodality and new literary studies (NLS) researchers understand 

and define reading, especially as texts in the 21st century become increasingly multimodal. This is 

particularly pertinent when thinking about how contemporary picturebooks have been remediated from 

paper to digital forms, encompassing changes to modal orchestrations and picturebook design.  

Embedded in these discussions was an overview of Australian standards-based reforms to provide the 
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context of external mandates that Australian teachers work within. This discussion is important as these 

discourses have been shown to shape reading practices in classrooms. I discussed studies that focus on 

the remediation of picturebooks in digital form and explored how contemporary picturebooks and 

picturebook apps in the upper years have been positioned. In Part Two, I move on to discuss 

picturebook pedagogy, including understandings of pedagogy as design.  In introducing the concept of 

Ψpedagogical ŘŜǎƛƎƴΩ, I show how in designing reading experiences for young people in classrooms, 

teachers draw on their content knowledge, their knowledge of the students they are working with and 

their knowledge of pedagogical approaches.  
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2.2 Part Two: pedagogy10F10F10F10F

11 

 

Part Two of the Literature rŜǾƛŜǿ ŦƻŎǳǎŜǎ ƻƴ ǘŜŀŎƘŜǊǎΩ ǇŜŘŀƎƻƎȅΣ ŀ ƪŜȅ ǘƘŜƳŜ ƛƴ ǘƘƛǎ ǎǘǳŘȅΦ L 

commence with an overview of how pedagogy and teachers as designers are defined and understood 

ǿƛǘƘƛƴ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜΦ L ǘƘŜƴ ƳƻǾŜ ƻƴǘƻ ǊŜǾƛŜǿƛƴƎ ƭƛǘŜǊŀǘǳǊŜ ǘƘŀǘ ŜȄǇƭƻǊŜǎ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ŀ ΨǊŜading 

ŜǾŜƴǘΩΣ ōŜŦƻǊŜ ǇǳǊǎǳƛƴƎ ŀ ŘƛǎŎǳǎǎƛƻƴ ƻƴ ǇƛŎǘǳǊŜōƻƻƪǎ ŀƴŘ ŘƛƎƛǘŀƭ ǇŜŘŀƎƻƎƛŜǎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ  

  2.2.1 Defining ΨǇedagogyΩ 

Pedagogy is concerned with the decisions and judgements that teachers make about their 

teaching with a view to maximising understanding and learning for their students. In his iconic study of 

ǘŜŀŎƘŜǊǎΩ ƪƴƻǿƭŜŘƎŜ ƛƴ мфус ŀƴŘ мфутΣ {ƘǳƭƳŀƴ ƛŘŜƴǘƛŦƛŜŘ ǾŀǊƛƻǳǎ ŎŀǘŜƎƻǊƛŜǎ ƻŦ a teacherΩǎ knowledge 

base. TƘŜǎŜ ƛƴŎƭǳŘŜŘ άŎƻƴǘŜƴǘ ƪƴƻǿƭŜŘƎŜΣ ǇŜŘŀƎƻƎƛŎ ƪƴƻǿƭŜŘƎŜΣ ŎǳǊǊƛŎǳƭǳƳ ƪƴƻǿƭŜŘƎŜΣ ǇŜŘŀƎƻgical 

content knowledge, knowledge of learners, knowledge of the educational context and knowledge of the 

 
11 ΨProud ParentsΩ by Shaun Tan (2010a). Image reproduced with permission. For me this image evoked a sense of the 

pedagogue, and the rich diversity that exists in the classroom.  

LƳŀƎŜ ǊŜƳƻǾŜŘ ŘǳŜ ǘƻ ŎƻǇȅǊƛƎƘǘ ǊŜǎǘǊƛŎǝƻƴǎΦ 
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ǾŀƭǳŜǎ ƻŦ ŜŘǳŎŀǘƛƻƴέ ό{ƘǳƭƳŀƴΣ мфутΣ ǇΦ уύΦ tŜŘŀƎƻƎƛŎŀƭ ǊŜŀǎƻƴƛƴƎΣ ŀŎŎƻǊŘƛƴƎ ǘƻ {ƘǳƭƳŀƴ όмфутύΣ 

encompasses knowing what to teach, transforming this knowledge into practices, enacting these 

ǇǊŀŎǘƛŎŜǎΣ ŀƴŘ ŜǾŀƭǳŀǘƛƴƎ ŀƴŘ ǊŜŦƭŜŎǘƛƴƎ ƻƴ ƻƴŜΩǎ ǘŜŀŎƘƛƴƎΦ DŜƴŜǊŀǘƛƻƴǎ ƻŦ researchers since then have 

explored how types of teacher knowledge are enacted through pedagogical reasoning and acting 

(Loughran, 2019; Rainey & Storm, 2021; Shafto et al., 2014; Starkey, 2010), each in their different way 

ǎŜŜƪƛƴƎ ǘƻ ƛƭƭǳƳƛƴŀǘŜ ǘƘŜ ΨǿƘȅΩ ŀǎ ǿŜƭƭ ŀǎ ǘƘŜ ΨƘƻǿΩ ƻŦ ǘŜŀŎƘŜǊǎΩ ǘƘƛƴƪƛƴƎ ŀƴŘ ŘŜŎƛǎƛƻƴ ƳŀƪƛƴƎΦ  

Van Manen (1992), who has researched and theorised pedagogy through phenomenological 

methods, challenged what he saw as a dominant psychological ŦǊŀƳƛƴƎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪΣ ŜǎǇŜŎƛŀƭƭȅ 

when there seemed to be no consideration for cultural context of that work. He urged researchers to 

see pedagogy as something more than teaching methods and decontextualised philosophies.  

There is a tendency to define pedagogy only from the point of view of methods and of 

curriculum programs or educational philosophies. This tendency confuses pedagogy with certain 

teaching approaches or with programs of dealing with the behavior of children or of organising 

knowledge for teaching (van Manen, 1992, p. 240). 

{ǳƳŀǊŀ όмффсύΣ ŀƭǎƻ ŀ ǇƘŜƴƻƳŜƴƻƭƻƎƛǎǘΣ ōǳƛƭŘǎ ƻƴ Ǿŀƴ aŀƴŜƴΩǎ ǿƻǊƪΣ ŎƻƴŦƛǊƳƛƴƎ ǘƘŀǘ ǇŜŘŀƎƻƎȅ 

is more than just pedagogical and content knowledge. Like van Manen, he sees pedagogy as embedded 

ǿƛǘƘƛƴ ŎǳƭǘǳǊŜǎΣ ŀƴŘ ǘƘǳǎ ƘŜ ŀǊƎǳŜǎ ǘƘŀǘ ŀƴȅ ǎǘǳŘȅ ƻŦ ǇŜŘŀƎƻƎȅ ƴŜŜŘǎ ǘƻ ōŜ ŀ ǎǘǳŘȅ ƻŦ άŎǳƭǘǳǊŀƭ ŀŎǘƛǾƛǘȅ 

ǎǘŜŜǇŜŘ ƛƴ ǾŀǊƛƻǳǎ ŎƻƳǇŜǘƛƴƎ ŘƛǎŎǳǊǎƛǾŜ ǇǊŀŎǘƛŎŜǎέ ό{ǳƳŀǊŀΣ мффсΣ ǇΦ ннмύΦ ±ŀƎƭŜ όнллсύ ŀƭǎƻ ŀǎǎŜǊǘǎ that 

pedagogy is more than just the knowledge and teaching of content. Like van Manen and Samura, he 

highlights that pedagogy is inherently relational and situational, and that content and pedagogy need to 

be adapted for individuals with respect to a particular context.  However, Vagle (2010) argues that this 

type of pedagogy is embodied, as it is pathic (Vagle, 2010a, p. 142). ΨPathicΩ ƘŜǊŜ ǊŜŦŜǊǎ ǘƻ άŦŜƭǘΣ ǎŜƴǎŜŘΣ 

ǊŜƭŀǘƛƻƴŀƭΣ ŀƴŘ ǎƛǘǳŀǘƛƻƴŀƭ ƪƴƻǿƭŜŘƎŜǎ ŀƴŘ ǇǊŀŎǘƛŎŜǎέ ό±ŀƎƭŜΣ нлмлŀΣ ǇΦ мпнύΦ 

The concept of pedagogy used in this study, draws on elements of the work of these 
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researchers: Shulman, van Manen, Sumara and Vagle. I conceptualise pedagogy as concerned with 

different forms of teacher knowledge and understood with respect to particular contexts. A key 

dimension of pedagogy focuses on the interactions and relations between teacher and students.  Taking 

ǘƘƛǎ ŀǇǇǊƻŀŎƘΣ Ƴȅ ǎǘǳŘȅ ǎŜŜƪǎ ǘƻ ƎŜƴŜǊŀǘŜ ŘŜŜǇ ƛƴǎƛƎƘǘǎ ƛƴǘƻ ŀ ǘŜŀŎƘŜǊΩǎ άǇŜŘŀƎƻƎƛŎŀƭ ƛƴǘŜƴǘέ όǾŀƴ 

Manen, 1992. p.18); in other words why the teacher makes her decisions and responds as she does do 

ǘƻ ƘŜǊ ǎǘǳŘŜƴǘǎΣ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƴŜŜŘǎ ŀƴŘ ǘƘŜ ƛƳǇŜǊŀǘƛǾŜǎ ƻŦ ǘƘŜ ŎƻƴǘŜȄǘǎ ƛƴ ǿƘƛŎƘ ǘŜŀŎƘŜǊ ŀƴŘ ǎǘǳŘŜƴǘǎ 

are working.  

2.2.1.1 The teacher as pedagogical designer.  This study will often refer to the teacher as a 

designer (Kalantzis & Cope, 2010; Scott & Lock, 2021) of reading experiences, and this is a deliberate 

ǿƻǊŘ ŎƘƻƛŎŜ ƛƴǎǘŜŀŘ ƻŦ ǘƘŜ ǿƻǊŘ ΨǇƭŀƴƴŜǊΩΦ ¢ƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨŘŜǎƛƎƴΩ ƛƴŎƻǊǇƻǊŀǘŜǎ ŀƭƭ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀǘƛƴƎ 

ǘŜŀŎƘŜǊΩǎ ŎƘƻƛŎŜǎ ŀƴŘ ŘŜŎƛǎƛƻƴǎ ŀōƻǳǘ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎΦ ¢ƘŜǎŜ ŘŜǎƛƎƴǎ Ŏŀƴ ōŜ ŘƻŎǳƳŜƴǘŜŘ ŀǎ ǇŀǊǘ 

of learning and teaching preparation (e.g., including the planning documents they create), and a 

researcher can usefully examine how the preparation documents are incorporated into the act of 

teaching.  Scott and Lock (2021) advocate that linear and fixed methods of planning for learning 

experiences are incompatible with the lived realities of teachers working in classrooms. Resonating with 

conceptions that pedagogy is inherently relational, Scott and Lock (2021) emphasise the importance of 

conceptualising design in this way: 

¢ƻŘŀȅΩǎ ŎƭŀǎǎǊƻƻƳǎ ŀǊŜ ŘŜŜǇƭȅ ŎƻƳǇƭŜȄ ǎǇŀŎŜǎ ǘƘŀǘ ǊŜǉǳƛǊŜ ǘŜŀŎƘŜǊǎ ǘƻ ŀǇǇǊƻŀŎƘ ƛƴǎǘǊǳŎǝƻƴŀƭ 

ŘŜǎƛƎƴ ǿƛǘƘ ŀ ŘŜŜǇ ŀǧǳƴŜƳŜƴǘ ŀƴŘ ǊŜǎǇƻƴǎƛǾŜƴŜǎǎ ǘƻ ǘƘŜ ƴŜŜŘǎ ŀƴŘ ƭƛǾŜŘ ǊŜŀƭƛǝŜǎ ƻŦ ǘƘƻǎŜ ǘƘŜȅ 

ŀǊŜ ŘŜǎƛƎƴƛƴƎ ŦƻǊΦ όǇΦ оύ 

Scott et al. (2021) prefers ǘƘŜ ƴƻǘƛƻƴ ƻŦ ΨŘŜǎƛƎƴƛƴƎΩ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎΣ ōŜŎŀǳǎŜ ƛǘ ƛǎ 

intrinsically fluid, and because it leaves open the possibility of being redesigned and reworked in 

response to the lived realities of the classroom. Design in this sense is creative, inquiry based, inherently 

responsive and situational (Lock & Scott, 2021). When a teacher designs learning experiences, their 
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decisions and choices exist with respect to mandated curriculum, external policy mandates, the 

ǘŜŀŎƘŜǊΩǎ ƻǿƴ ōŜƭƛŜŦǎΣ ǾŀƭǳŜǎ ŀƴŘ ƪƴƻǿƭŜŘƎŜǎ όǇŜŘŀƎƻƎƛŎŀƭ ŀƴŘ ŎƻƴǘŜƴǘύ ŀƴŘ ŀƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜƛǊ 

students (Jewitt, 2006; Scott & Lock, 2021). This work is not simple. As Scott et al. (2021) argue, 

άŘŜǎƛƎƴƛƴƎ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ƛǎ ŀ ŘŜŜǇƭȅ ŎƻƳǇƭŜȄ ŀƴŘ ǳƴŎŜǊǘŀƛƴ ǳƴŘŜǊǘŀƪƛƴƎΣ ǊŜǉǳƛǊƛƴƎ 

ǘŜŀŎƘŜǊǎ ǘƻ ƴŀǾƛƎŀǘŜ ŀ ǎŜǊƛŜǎ ƻŦΣ ƻŦǘŜƴ ŎƻƳǇŜǘƛƴƎΣ ŘŜƳŀƴŘǎ ŀƴŘ ǇǊŜǎǎǳǊŜǎέ όǇΦ оύΦ  ¢ƘŜ ǿƻǊƪ ƛǎ ŎŜǊǘŀƛƴƭȅ 

not a passive endeavour. The discourse of design makes explicit that teachers are not merely 

implementers (Kalantzis & Cope, 2010; Scott & Lock, 2021) of a centrally prescribed curriculum; rather, 

they are designers, actively creating teaching and learning experiences.  

2.2.2 The reading event 

This study draws on the ideas of researchers such as Heap (1985, 1990, 1991), Rosenblatt (1982, 

мффпύΣ .ŀƪŜǊ ŀƴŘ [ǳƪŜ όмффмύ ŀƴŘ .ŀǊǘƻƴ ŀƴŘ IŀƳƛƭǘƻƴ όнлллύ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ƴƻǘƛƻƴ ƻŦ ŀ ΨǊŜŀŘƛƴƎ 

ŜǾŜƴǘΩΣ ŀƴŘ ƛǘǎ ǊŜƭŀǘƛƻƴǎƘƛǇ ǘƻ ŎƭŀǎǎǊƻƻƳ ΨƭƛǘŜǊŀŎȅ ŜǾŜƴǘǎΩΦ bLS researchers had emphasised how literacy 

events should be seen as situated, and thus any analysis of a reading event should pay close attention to 

how such an event is composed of practices that are contingent on the time and place in which they 

occur (Barton et al., 2000; Green & Meyer, 1991). Reading in a classroom viewed through the lens of a 

ǎƛǘǳŀǘŜŘ ǇŜǊǎǇŜŎǘƛǾŜ όIŜŀǇΣ мффмŀύ ŜƳǇƘŀǎƛǎŜǎ ǘƘŀǘ ǿƘŀǘ ΨŎƻƴǎǘƛǘǳǘŜǎΩ ǊŜŀŘƛƴƎ ƛƴ ǎŎƘƻƻƭǎ ƛǎ ƘƛƎƘƭȅ 

ŎƻƴǘŜȄǘǳŀƭƛǎŜŘΦ Lƴ ƻǘƘŜǊ ǿƻǊŘǎΣ ǘƘŜ άǎƛǘǳŀǘŜŘ ǇŜǊǎǇŜŎǘƛǾŜ ƻǊƛŜƴts to what counts as reading in the 

ǎŜǘǘƛƴƎǎ ǿƘŜǊŜ ǇŜǊǎƻƴǎ ǳƴŘŜǊǎǘŀƴŘ ǎƻƳŜƻƴŜ ǘƻ ōŜ ǊŜŀŘƛƴƎέ όIŜŀǇΣ мффмΣ ǇΦ мннύΦ 

Through a lens that frames reading as social and situated, this study argues that reading in 

primary school classrooms is composed of certain types of practices that are familiar in school 

settings.  Barton (2007) acknowledges the everydayness of these practices as part of the rhythms of 

ǎŎƘƻƻƭƛƴƎ ǿƘŜǊŜ άǘƘŜǊŜ ŀǊŜ ŎƻƳƳƻƴ ƭƛǘŜǊŀŎȅ ŜǾŜƴǘǎ ƛƴ ŎƭŀǎǎǊƻƻƳǎΣ ǘƛƳŜǎ ǿƘŜƴ ōƻƻƪǎ ŀǊŜ ǘŀƪŜƴ ƻǳǘΣ 

times when ǘƘŜȅ ŀǊŜ Ǉǳǘ ŀǿŀȅΦ ¢ƘŜǊŜ ŀǊŜ ǘƛƳŜǎ ŦƻǊ ǊŜŀŘƛƴƎΣ ǘƛƳŜǎ ŦƻǊ ǿǊƛǘƛƴƎέ όǇΦ мппύΦ .ŀǊǘƻƴ ŀƴŘ [ǳƪŜ 
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όмффмύ ƭƛƪŜƴ ǘƘŜǎŜ ǇǊŀŎǘƛŎŜǎ ǘƻ άŎŜǊŜƳƻƴƛŜǎέ όǇΦ нснύΣ ŀƴŘ ŀǊƎǳŜ ǘƘŀǘ ŎƭŀǎǎǊƻƻƳ ǊŜŀŘƛƴƎ ƛǎ ŀ ƘƛƎƘƭȅ 

ǊŜŎƻƎƴƛǎŀōƭŜ άǎŜǘ ƻŦ ǇǊƻŎŜŘǳǊŜǎ ǘƘŀǘ Ŏŀƴ ōŜ ŎŀƭƭŜŘ ΨǎŎƘƻƻƭ ǊŜŀŘƛƴƎΩέ ό.ŀƪŜǊ ϧ [ǳƪŜΣ мффмΣ ǇΦ нсоύΦ ¢ƘŜǎŜ 

procedures shape and are shaped by what is read, what the intended purpose of the reading is, how it is 

read, and what readers look like when they are reading.  

Baker and Luke (1991) argue that reading in the classroom often is shaped by how students 

άƭƻƻƪ ƭƛƪŜ ǊŜŀŘŜǊǎέ όǇΦ нсмύΦ 9ȄŀƳǇƭŜǎ ƻŦ ǎǘǳŘŜƴǘǎ ΨƭƻƻƪƛƴƎ ƭƛƪŜ ǊŜŀŘŜǊǎΩ ƛƴ ǎŎƘƻƻƭǎ ƛƴŎƭǳŘŜΥ ǎǘǳŘŜƴǘǎ 

sitting at desks heads with bowed towards an open laptop or book; students sitting on the floor and the 

teacher or students reading; or students writing or talking with each other and or the teacher about 

ǿƘŀǘ ǘƘŜȅ ŀǊŜ ǊŜŀŘƛƴƎΦ wŜŀŘƛƴƎ ƛǎ ǘƘǳǎ άǎŜŜƴ ŀǎ ǎƛǘǳŀǘƛƻƴŀƭƭȅ ŘŜŦƛƴŜŘ ŀƴŘ ǎƻŎƛŀƭƭȅ ǇǊƻŘǳŎŜŘ ƛƴ ŎƭŀǎǎǊƻƻƳ 

ŜǾŜƴǘǎέ όDǊŜŜƴ ϧ aŜȅŜǊΣ мффмΣ ǇΦ мпмύΦ wŜŀŘƛƴƎ ƛǎ ǘƘǳǎ άǎŜŜƴ ŀs situationally defined and socially 

ǇǊƻŘǳŎŜŘ ƛƴ ŎƭŀǎǎǊƻƻƳ ŜǾŜƴǘǎέ όDǊŜŜƴ ϧ aŜȅŜǊΣ мффмΣ ǇΦ мпмύΦ  

Hence, using a social literacy studies lens, my study examines a number of key reading events 

where a picturebook (paper and digital versions) is the focus oŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ƛƴǘŜƴǘƛƻƴŀƭ ǘŜŀŎƘƛƴƎΦ ¢ƘŜ 

ǊŜŀŘƛƴƎ ŜǾŜƴǘǎ ŎƻǳƭŘ Ŏƻƴǎƛǎǘ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǊŜǎǇƻƴǎŜ ǘƻ ǘƘŜ ǇƛŎǘǳǊŜōƻƻƪ όŀǎ ŎŀǇǘǳǊŜŘ ƛƴ ƛƴǘŜǊǾƛŜǿǎ 

with the researcher ƻǊ ƛƴ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǇǊƻŦŜǎǎƛƻƴŀƭ ǊŜŦƭŜŎǘƛǾŜ journalύ ŀƴŘ ǘƘŜ ǎǘǳŘŜƴǘ ǊŜŀŘŜǊǎΩ 

responses to the picturebook (either as individual contributions or in shared talk around the text 

ƛƴǾƻƭǾƛƴƎ ǘƘŜ ǘŜŀŎƘŜǊǎ ŀƴŘκƻǊ ƻǘƘŜǊ ǎǘǳŘŜƴǘǎύΦ ¢ƘŜǎŜ ŜǾŜƴǘǎ ŎƻǳƭŘ ōŜ ŀ ΨƻƴŜ ƻŦŦΩΣ ƻǊ ǇŀǊǘ ƻŦ ŀ ǎŜǉǳŜƴŎŜ ƻŦ 

literature events that are interlinked.  

2.2.3 Picturebook pedagogy 

There has been substantial research on the types of pedagogical approaches needed when using 

paper picturebooks in classrooms, and a consensus around recommendations for teaching with 

picturebook apps in classrooms is starting to emerge. Many studies have emphasised that these digital 

picturebooks may be different texts with different affordances and interpretations. As outlined 
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previously in section 2.1.3, paper picturebooks that have been remediated into digital apps may have 

different modal affordances, different designs and different reading paths. This thesis acknowledges the 

differences between these mediums; however, I take the position similar to other studies that 

understand these texts as different but complementary, and that the teaching of picturebooks which 

have been remediated into picturebook apps may sometimes require similar pedagogies to the teaching 

ƻŦ ǘƘŜ ΨƻǊƛƎƛƴŀƭΩ ǇŀǇŜǊ ǇƛŎǘǳǊŜōƻƻƪ όIƻŜƭ ϧ ¢ǄƴƴŜǎǎŜƴΣ нлмфΤ {ŎƘǳƭȊ-Heidorf et al., 2021; Tonnessen & 

Hoel, 2019; Yokota & Teale, 2014). Also as outlined above, there are several types of pedagogical 

knowledge that teachers draw on when teaching picturebooks.  

This next section will look at the content knowledge that teachers need when designing reading 

events using contemporary picturebooks (paper and app) and the types of pedagogical practices that 

have been recommended when using these texts in classrooms. In order to design and enact these 

reading events, teachers need specialist knowledge in a number of areas: e.g., narrative structures; 

meta-ŦƛŎǘƛǾŜ ŘŜǾƛŎŜǎΤ ŘŜǎƛƎƴ ŜƭŜƳŜƴǘǎΩ ƳƻŘŀƭ ŀŦŦƻǊŘŀƴŎŜǎΤ ŀƴŘ ǘƘŜ ƳŜǘŀ-language used to talk about 

these. Recommended pedagogical approaches include talk around text (dialogic) and slow reading, and 

these will also be explored below. Although there is limited research on pedagogical approaches for 

contemporary picturebook apps, there is research on other types of picturebooks apps and digital books 

that can be drawn on.  

2.2.3.1 Teacher knowledge of contemporary picturebooks.  As previously discussed, 

contemporary picturebooks can often be challenging and sophisticated texts suitable for readers of all 

ages. Teachers working with these picturebooks in classrooms need an understanding of how these 

texts might engage students, what the teacher can do to support the students in their meaning-making, 

and how students might navigate and interpret these texts. Serafini (2008) states that  



 

49 

 

Postmodern picture books require literacy educators teachers [sic] to become more 

sophisticated readers of picture books themselves in order to demonstrate and support the 

types of interpretive strategies and reading practises necessary for dealing with these innovative 

elements and structures. To be successful in facilitating effective discussions with postmodern 

picture books, teachers need to address the ambiguities inherent in postmodern picture books. 

(Serafini, 2008, p. 24) 

What Serafini (2008) is suggesting here is that teachers need to be able to analyse how they 

read and interpret these texts themselves, at some level, before they enter into classroom 

conversations with their students as part of reading events. In reading and interpreting these texts, they 

need to know how they can draw on their own experiences as a reader of these picturebooks (and all 

literary works). Teachers need to be simultaneously readers and teachers of reading. Teachers not only 

need to know how to read these picturebooks; they need a knowledge of meta-fictive devices and how 

they are used in contemporary picturebooks, as well as language to discuss modal affordances (for 

example visual meta-language) combined with an understanding of how modes are orchestrated to 

create meaning. And they need some knowledge of the meta-language needed to discuss modes of 

communication (for example visual grammar) and design features (Evans, 2009; Pantaleo, 2014b; 

Serafini, 2012a, 2012b).  As Pantaleo (2014) explains,  

ώ¢ŜŀŎƘŜǊǎϐ ƴŜŜŘ ǘƻ ōŜ ƪƴƻǿƭŜŘƎŜŀōƭŜ ŀōƻǳǘ ǘƘŜ ŀũƻǊŘŀƴŎŜǎ ƻŦ ǇƛŎǘǳǊŜōƻƻƪǎ ǿƛǘƘ ƳŜǘŀŬŎǝǾŜ 

ŘŜǾƛŎŜǎ ǘƻ ŎƻƳǇŜǘŜƴǘƭȅ ŘƛǎŎǳǎǎ ƛƭƭǳǎǘǊŀǝǾŜ ŀƴŘ ƭƛǘŜǊŀǊȅ ŜƭŜƳŜƴǘǎ ŀƴŘ ŘŜǾƛŎŜǎ ŀƴŘ ŜƭŜƳŜƴǘǎ ƻŦ 

ōƻƻƪ ŘŜǎƛƎƴΣ ŀǎ ǿŜƭƭ ŀǎ ŦŀŎƛƭƛǘŀǘŜ ŎƭŀǎǎǊƻƻƳ ŎƻƴǾŜǊǎŀǝƻƴǎ ŀōƻǳǘ Ƙƻǿ ƭƛǘŜǊŀǘǳǊŜ ǿƻǊƪǎΦ όtŀƴǘŀƭŜƻΣ 

нлмпōΣ ǇΦ оолύ  

Bintz (2021) makes similar recommendations and proposes that teachers need to model their 

thinking to teach students how to interpret these texts. These views all strongly recommend that 

teachers need a sophisticated understanding of these picturebooks in order to design and enact reading 

events in classrooms. It needs to be acknowledged that this may be challenging for some teachers. 

LƴŘŜŜŘΣ ǎŜǾŜǊŀƭ ǎǘǳŘƛŜǎ ƘŀǾŜ ǎǳƎƎŜǎǘŜŘ ǘƘŀǘ ǘŜŀŎƘŜǊǎΩ ƪƴƻǿƭŜŘƎŜ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ƭƛterature of any form 

may be limited (Brownsword et al., 2022; Cremin, Mottram, et al., 2008; Paatsch et al., 2019; Serafini, 
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2012b). This may be due to a lack of professional development or limited previous experience with 

reading or teaching these forms of picturebooks. A recent study by Paatsch et al. (2019) surveyed 321 

Victorian (Australia) primary teachers and found that many of these teachers self-identified as not 

having the confidence and content knowledge to plan and enact literature reading events involving both 

paper and digital mediums.  This becomes problematic as it may in fact hinder teachers from attempting 

to use these types of texts in classrooms. However, Serafini (2012a) suggests a strength-based approach, 

where teachers can draw on their existing understandings of print-based practices when developing 

their pedagogy for teaching these picturebooks. Invariably, more contemporary picturebooks may 

require knowledge of new navigational paths, ambiguity and design features, and in picturebook apps 

there may be even more complexity with the use of additional modalities. But this too can be acquired 

incrementally with a strength-based approach to teacher learning (as I will go on to discuss in Part Three 

of this chapter).  

2.2.3.2 Knowledge of modal ensembles and modal meta-language.  Hassett et al. (2009) 

argues that regardless of the medium (paper and digital), a focus on understanding how various modal 

affordances can shape meaning and how they are assembled in multimodal texts is important for 

teaching contemporary picturebooks. Although their study was published before the introduction of the 

iPad in 2010, their argument is still pertinent today. Picturebooks have always been multimodal 

artefacts and an understanding of how to talk about images and written text is an important part of the 

meaning-making in reading literary texts. With more contemporary texts where the images and written 

text interact in different ways, researchers are recommending that teachers design for teaching and 

learning ǘƘŀǘ ƛƴŎƭǳŘŜǎ ŘŜǾŜƭƻǇƛƴƎ ǎǘǳŘŜƴǘǎΩ Ǿƛǎǳŀƭ ƳŜǘŀ-language and competence, which will in turn 

enrich their interpretation and meaning making of picturebooks (Pantaleo, 2012a, 2014a, 2016, 2018a, 
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2020; Rowsell, 2013; Unsworth & Macken-Horarik, 2015). Sipe (20луύ Ƙŀǎ ŜȄǇƭƻǊŜŘ ȅƻǳƴƎ ŎƘƛƭŘǊŜƴΩǎ 

multimodal responses to picturebooks in different contexts, and noted  

ŀƴ ƛƳǇƻǊǘŀƴǘ ǇŀǊǘ ƻŦ ǘƘŜ ώŎƘƛƭŘǊŜƴΩǎϐ ƭƛǘŜǊŀǊȅ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǇƛŎǘǳǊŜōƻƻƪǎ ǿŀǎ ŀƴ ŀǇǇǊŜŎƛŀǝǾŜ 

ŎƻƳǇǊŜƘŜƴǎƛƻƴ ƻŦ ǘƘŜ ŦƻǊƳ ŀƴŘ ŎƻƴǘŜƴǘ ƻŦ ǘƘŜ ƛƭƭǳǎǘǊŀǝƻƴǎΣ ŀƴŘ ƛƴ ƭŜŀǊƴƛƴƎ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ 

Ǿƛǎǳŀƭ ŀƴŀƭȅǎƛǎΣ ǿƘƛŎƘ ŜƴŀōƭŜŘ ŀƴŘ ŜȄǇǊŜǎǎŜŘ ǘƘƛǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎΦ όǇΦ мнсύ 

This suggests that teachers themselves need to have an understanding of the meta-language to 

ǘŀƭƪ ŀōƻǳǘ ǘƘŜǎŜ ŦŜŀǘǳǊŜǎ ǘƻ ǎǳǇǇƻǊǘ ǎǘǳŘŜƴǘǎΩ ǳƴŘŜrstanding. With more paper picturebooks being 

remediated into digital forms, an understanding of other modes such as sound and music has become 

important for meaning-making. Barton et al. (2014) emphasise this, stating 

it is also important that they [teachers] are able to value the place and impact that sound and 

music has in this meaning. Having an awareness and understanding of a variety of tonal, 

ǊƘȅǘƘƳƛŎΣ ŜȄǇǊŜǎǎƛǾŜ ŀƴŘ ǘƛƳōǊŀƭ ŦŜŀǘǳǊŜǎ Χ ƛǎ ƛƳǇƻǊǘŀƴǘ ƛƴ ōŜƛƴƎ ŀōƭŜ ǘƻ ƻǇǘƛƳŀƭƭȅ ŀǇǇǊŜŎƛŀǘŜ 

multimodal texts involving sound and music. (p. 13) 

In their 2014 study on The lost thing (Tan, 2000) paper and film versions, Barton et al. (2014) 

provide teachers with a list of questions they could ask students, which focuses their attention on the 

modalities of music and sound. These questions focus on the meta-language to talk about sound, and 

how this modality affects meaning-making when combined with other modalities such as images. With 

the proliferation of digital picturebooks, there is an increasing need for studies that explore how 

teachers use and talk about modalities in the literature classroom.  

2.2.3.3 Pedagogical practices: dialogic discussion.  There is widespread agreement in the 

research on the importance of classroom discussion of texts as a significant part of meaning-making. The 

ǘȅǇŜǎ ƻŦ ŘƛǎŎǳǎǎƛƻƴ ǘȅǇƛŎŀƭƭȅ ƛƴǾƻƭǾŜ ŎƻƭƭŀōƻǊŀǘƛǾŜ ǘŀƭƪ ǿƛǘƘ άǎǘǳŘŜƴǘǎ ǿƻǊƪƛƴƎ ǘƻƎŜǘƘŜǊ ǘƻ ǳǎŜ ǘŀƭƪ ŀǎ ŀ 

meaning-ƳŀƪƛƴƎ ǎǘǊŀǘŜƎȅ ǘƻ ŀŎƘƛŜǾŜ ŎƻƳƳƻƴ Ǝƻŀƭǎέ ό[ȅƭŜΣ нллуΣ ǇΦ млннύΦ bǳƳŜǊƻǳǎ ǎǘǳŘƛŜǎ ƛƴǘƻ ǘƘŜ 

use of picturebooks in classrooms have highlighted the value of these collaborative discussions in 

meaning making (Alexander, 2018; Evans, 2009; Howe et al., 2019; Pantaleo, 2008, 2011a, 2017; Sipe, 
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2000a), with many of them arguing that picturebook discussions allow students to achieve outcomes 

beyond what they may do as individuals reading alone. There are many ways that this has been 

conceptualised for classrooms with frameworks such as literature circles (Daniels, 2002; Short & Pierce, 

1990), grand conversations (Eeds & Wells, 1989), philosophical conversations (Haynes & Murris, 2012) 

ŀƴŘ ǎǘǊŀǘŜƎƛŜǎ ǎǳŎƘ ŀǎ ΨǘŜƭƭ ƳŜΩ ό/ƘŀƳōŜǊǎΣ мффсύΦ wŜƎŀǊŘƭŜǎǎ ƻŦ ǿƘŀǘ ŦǊŀƳŜǿƻǊƪ ƻr approach is used, 

Soter et al. (2008) advocate for  

ǇǊƻŘǳŎǝǾŜ ŘƛǎŎǳǎǎƛƻƴǎ ώǘƘŀǘϐ ŀǊŜ ǎǘǊǳŎǘǳǊŜŘ ŀƴŘ ŦƻŎǳǎŜŘ ȅŜǘ ƴƻǘ ŘƻƳƛƴŀǘŜŘ ōȅ ǘƘŜ ǘŜŀŎƘŜǊΦ ώΧϐ 

ώtϐǊƻŘǳŎǝǾŜ ŘƛǎŎǳǎǎƛƻƴǎ ƻŎŎǳǊ ǿƘŜǊŜ ǎǘǳŘŜƴǘǎ ƘƻƭŘ ǘƘŜ ƅƻƻǊ ŦƻǊ ŜȄǘŜƴŘŜŘ ǇŜǊƛƻŘǎ ƻŦ ǝƳŜΣ 

ǿƘŜǊŜ ǎǘǳŘŜƴǘǎ ŀǊŜ ǇǊƻƳǇǘŜŘ ǘƻ ŘƛǎŎǳǎǎ ǘŜȄǘǎ ǘƘǊƻǳƎƘ ƻǇŜƴπŜƴŘŜŘ ƻǊ ŀǳǘƘŜƴǝŎ ǉǳŜǎǝƻƴǎΦ ώΧϐ ! 

ŎŜǊǘŀƛƴ ŀƳƻǳƴǘ ƻŦ ƳƻŘŜƭƛƴƎ ŀƴŘ ǎŎŀũƻƭŘƛƴƎ ƻƴ ǘƘŜ ǇŀǊǘ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊ ƛǎ ƴŜŎŜǎǎŀǊȅ ǘƻ ǇǊƻƳǇǘ 

ŜƭŀōƻǊŀǘŜŘ ŦƻǊƳǎ ƻŦ ƛƴŘƛǾƛŘǳŀƭ ǊŜŀǎƻƴƛƴƎ ŦǊƻƳ ǎǘǳŘŜƴǘΦ όǇΦ оуфύ 

Soter et al. (2008) highlight the importance of the teacher in facilitating and structuring these 

conversations around text through the use of questioning and encouraging students to talk. Clearly, in 

order to facilitate and structure such conversations around contemporary picturebooks, teachers must 

first acquire knowledge and an understanding of meta-fictive devices and modal meta-language in 

picturebooks. This is important knowledge if the classroom discussions are to move beyond surface level 

meaning-making built on literal readings of plot and character. As Serafini (2008) states, readers of these 

texts need to move past the literal, and so she recommends that discussions focus on meta-

interpretations, analysis and critique. 

Pantaleo (2011), whose study focuses on students reading The red tree (Tan, 2001), also 

demonstrates the need for talk around these more sophisticated contemporary picturebooks. The study 

argues that it was through both collaborative conversations and individual reflection about The red tree 

that analysis and meaning-making of this sophisticated text were achieved. Pantaleo highlights that 

ƭŜŀǊƴƛƴƎ ƻŎŎǳǊǊŜŘ άōȅ ǘŀƭƪƛƴƎ ŀƴŘ ǘƘǊƻǳƎƘ ǘŀƭƪƛƴƎέ όǇΦ нтоύΦ {ǳŎƘ ǊŜǎŜŀǊŎƘ ŜȄŀƳƛƴƛƴƎ ŎƭŀǎǎǊƻƻƳ ŘƛŀƭƻƎǳŜ 

and conversation challenges earlier studies that focused on classroom use of digital picturebooks as an 
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individual reading experience (Grimshaw et al., 2007; Korat, 2010; Okolo & Hayes, 1996; Trushell et al., 

2001). Interestingly, these studies looked at CD-ROM formats, that were used on standalone computers. 

Many of these researchers stated that the computer was a positive facilitator and support for an 

individual approach to reading the picturebook (see also Chen, Ferdig, & Wood, 2003; Miller, Blackstock, 

& Miller, 1994; Pearman, 2008). Early research on dialogic conversations around digital picturebooks did 

indeed challenge the individual approach to reading digital picturebooks, but findings were inconsistent, 

with the majority of this research focusing on parent-child dialogue or early childhood classrooms (Hoel 

& Jernes, 2023; Schulz-Heidorf et al., 2021; Tonnessen & Hoel, 2019). At the same time, studies such as 

IŀǎǎŜǘ Ŝǘ ŀƭΦΩǎ όнллфύ ƘŜƭŘ ŀ ŘƛŦŦŜǊŜƴǘ ǾƛŜǿΥ ǘƘŀǘ ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǘƘŜ ƳŜŘƛǳƳ όǇŀǇŜǊ ƻǊ ŘƛƎƛǘŀƭύ ǎƘŀǊŜŘ 

collaborative discussions around text were needed for meaning-making in the teaching of literature. 

With the release of the iPad in 2010 and the resultant proliferation of picturebook apps on these 

mobile devices, the literature focusing on book conversations using these apps becomes more 

pertinent. Various studies (Chiong et al., 2012; Moody et al., 2010; Parish-Morris et al., 2013) assert that 

the picturebook app decreases the number of conversations around the texts, with some researchers 

believing that this may be due to the increased agency of the individual child reader as they tapped and 

swiped through the story (Chiong et al., 2012). Other studies (Hirsh-Pasek et al., 2015) take a contrasting 

view, stating that interactive picturebook apps could stimulate and support dialogue surrounding the 

text. In 2лмпΣ ²ƻƭŦ ǇƻǎŜǎ ǘƘŜ ǉǳŜǎǘƛƻƴΣ ά²ƘŜǊŜΩǎ ǘƘŜ ŎƻƴǾŜǊǎŀǘƛƻƴΚέ όǇΦ пмоύ ƛƴ ǊŜŦŜǊŜƴŎŜ ǘƻ ǇƛŎǘǳǊŜōƻƻƪ 

apps, thus highlighting the importance of conversation regardless of medium. Colomer and Vazquez 

(2015) and Fittipaldi, Juan, and Menresa (2015) similarly highlight the importance of the teacher as a 

guide in shaping these conversations and advocated for the value of dialogic reading practices in 

teaching these digital texts.  

A more recent study by Tonnessen et al. (2019) has provided recommendations in the form of 
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questions that early childhood teachers might pose to themselves when preparing to teach with 

picturebook apps. These recommendations focus on narrative structure and associated modal 

ensembles, the affordances of the medium and the context in which the app is being used. Their 

recommendations are as follows: 

мΦ ¢ƘŜ ŀũƻǊŘŀƴŎŜǎ ƻŦ ǘƘŜ ƳǳƭǝƳƻŘŀƭ ǘŜȄǘ ς !ǊŜ ǘƘŜǊŜ ƎŀǇǎ ŦƻǊ ŀŎǝǾŜ ƳŜŀƴƛƴƎ ƳŀƪƛƴƎ ōŜǘǿŜŜƴ 

ǇƛŎǘǳǊŜǎ ŀƴŘ ǿƻǊŘǎΚ Lǎ ǘƘŜ ƴŀǊǊŀǝǾŜ ƛƴǘŜǊŜǎǝƴƎ ŀƴŘ ƻǇŜƴ ǘƻ ƛƴǘŜǊǇǊŜǘŀǝƻƴ ŀƴŘ ŘƛǎŎǳǎǎƛƻƴΚ 

нΦ !ũƻǊŘŀƴŎŜǎ ƻŦ ǘƘŜ ƳŜŘƛǳƳ ς Iƻǿ ƛǎ ǘƘŜ ǇƛŎǘǳǊŜōƻƻƪ ŀǇǇ ŘƛũŜǊŜƴǘ ŦǊƻƳ ǘƘŜ ǇǊƛƴǘ ǾŜǊǎƛƻƴΚ ²Ƙŀǘ 

ƳƻŘŜǎ ŀƴŘ ƛƴǘŜǊŀŎǝǾƛǘȅ ŀǊŜ ōŜƛƴƎ ǳǎŜŘ ŀƴŘ Řƻ ǘƘŜȅ ŎƻƳǇƭŜƳŜƴǘΣ ŜƴƘŀƴŎŜ ƻǊ ŘŜǘǊŀŎǘ ŦǊƻƳ ǘƘŜ 

ǎǘƻǊȅΚ  

оΦ ¢ƘŜ ǊŜŀŘƛƴƎ ǎƛǘǳŀǝƻƴ ς ²Ƙŀǘ ǿƛƭƭ ōŜ ǘƘŜ ƎǊƻǳǇ ǎƛȊŜΚ ²ƛƭƭ ŀƭƭ ǎǘǳŘŜƴǘǎ ōŜ ŀōƭŜ ǘƻ ǎŜŜ ǘƘŜ ǎŎǊŜŜƴΚ 

²Ƙŀǘ Ƴŀȅ ōŜ ƳƛǎǎŜŘ ƛŦ ǎǘǳŘŜƴǘǎ Řƻ ƴƻǘ ƘŀǾŜ ŀŎŎŜǎǎ ǘƻ ǘƘŜ ƛƴǘŜǊŀŎǝǾƛǘȅ ǘƘŜƳǎŜƭǾŜǎΚ ό¢ƻƴƴŜǎǎŜƴ 

Ŝǘ ŀƭΦΣ нлмфΣ ǇǇΦ нлфπнмлύ 

What becomes clear in this research is that dialogic discussion around picturebooks is important 

regardless of the medium. This has implications for teachers as they need knowledge of the features of 

picturebooks, and knowledge of the meta-language needed to discuss modal affordances to support and 

scaffold these discussions.  

2.2.3.4 Pedagogical practices: slow reading.  Many studies emphasise that picturebooks 

should be seen as an art form that invites a deliberate slowing down of the experience of reading. The 

reader is invited to savour the images, and actively participate in the meaning-making that exists 

between complementary and contradictory modes (images, written text, sound). Tishman (2018) refers 

ǘƻ ǘƘƛǎ ǎƭƻǿƛƴƎ Řƻǿƴ ŀǎ άǎƭƻǿ ƭƻƻƪƛƴƎέΦ  ¢Ƙƛǎ ǘȅǇŜ ƻŦ ƭƻƻƪƛƴƎ ƛǎ ƳƻǊŜ ǘƘŀƴ Ƨǳǎǘ ŀ ŎǳǊƛƻǳǎ ƎƭŀƴŎŜΦ wŀǘƘŜǊΣ ƛǘ 

ƳŜŀƴǎ άǘŀƪƛƴƎ ǘƘŜ ǘƛƳŜ ǘƻ ŎŀǊŜŦǳƭƭȅ ƻōǎŜǊǾŜ ƳƻǊŜ ǘƘŀƴ ƳŜŜǘǎ ǘƘŜ ŜȅŜ ŀǘ ŦƛǊǎǘ ƎƭŀƴŎŜέ ό¢ƛǎƘƳŀƴΣ нлмуΣ ǇΦ 

нύΦ !ƭǘƘƻǳƎƘ ¢ƛǎƘƳŀƴΩǎ ǘŜǊƳ ƻŦ Ψǎƭƻǿ ƭƻƻƪƛƴƎΩ ƛǎ ŦƻŎǳǎŜŘ ƻƴ ǘƘŜ ǾƛǎǳŀƭΣ ¢ƛǎƘƳŀƴ ǎǘǊƻƴƎƭȅ ŀŘǾƻŎŀǘŜǎ ǘƘŀǘ 

this slowing down of looking can occur through all of the senses, from touch, to hearing and even to 

smell. Slow looking in this sense involves observations and, importantly, deep thinking about these 

ƻōǎŜǊǾŀǘƛƻƴǎΦ {ƛƳƛƭŀǊ ǘƻ ¢ƛǎƘƳŀƴΩǎ όнлмуύ ǘƘƛƴƪƛƴƎ ƛǎ ǘƘŀǘ of Eisner (2008), an art professor who argues 
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ǘƘŀǘ άǎƭƻǿƛƴƎ Řƻǿƴ ǇŜǊŎŜǇǘƛƻƴ ƛǎ ǘƘŜ Ƴƻǎǘ ǇǊƻƳƛǎƛƴƎ ǿŀȅ ǘƻ ǎŜŜ ǿƘŀǘ ƛǎ ǘƘŜǊŜέ όǇΦ уύΦ Lǘ ŀƭƭƻǿǎ ƭŜŀǊƴŜǊǎ 

to see and understand subtleties and complexities that may not be evident through an initial cursory 

glance. 

tŀƴǘŀƭŜƻ όнлнлύΣ ǳǎƛƴƎ ǘƘŜ ǿƻǊƪ ƻŦ ¢ƛǎƘƳŀƴ όнлмуύΣ ǳǎŜǎ ǘƘƛǎ ŎƻƴŎŜǇǘƛƻƴ ƻŦ άǎƭƻǿ ƭƻƻƪƛƴƎέ ŀƴŘ 

applies it to picturebook research. She argues that due to the complexity of picturebooks, teachers and 

students need to take time to experience and understand them as works of art. Both Tishman (2018) 

and Pantaleo (2020) argue that slow looking is a learned capacity and needs explicit scaffolding by the 

teacher through the use of questioning and noticing. For example, a teacher might start with a question 

ǎǳŎƘ ŀǎΣ ά²Ƙŀǘ Řƻ ȅƻǳ ƴƻǘƛŎŜΚέΦ ¢Ƙƛǎ ǎƭƻǿƛƴƎ ƛǎ ǇŀǊǘƛŎǳƭŀǊƭȅ ƛƳǇƻǊǘŀƴǘ ŀǎ ǎƻƳŜ ǇƛŎǘǳǊŜōƻƻƪ ŀǳǘƘƻǊǎ ǎǳŎƘ 

as Shaun Tan deliberately design picturebooks in ways that demand a slowing down of reading as 

readers are invited to puzzle over the images, and to wonder about the tensions or gaps between the 

images and the words.  

Although not specifically talking about piŎǘǳǊŜōƻƻƪǎΣ {ǳƳŀǊŀΩǎ όмффпύ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ 

άǊŜǎƛǎǘƛƴƎ ǘƘŜ ǘƻǳǊƛǎǘ ƎŀȊŜέ όǇΦ пмύ ǿƛǘƘ ƭƛǘŜǊŀǊȅ ǘŜȄǘǎ ƛǎ ŀ ǎƛƳƛƭŀǊ ŎƻƴŎŜǇǘ ǘƻ ǘƘƻǎŜ ƻŦ ¢ƛǎƘƳŀƴ ŀƴŘ 

tŀƴǘŀƭŜƻΦ ¢Ƙƛǎ ƳŜǘŀǇƘƻǊ ƻŦ ΨǊŜǎƛǎǘƛƴƎ ǘƘŜ ǘƻǳǊƛǎǘ ƎŀȊŜΩ ǊŜŦŜǊǎ ǘƻ ǘŜŀŎƘŜǊǎ ǘƻǳǊƛƴƎ ǘƘǊƻǳƎƘ ƭƛǘŜǊŀǘǳǊŜ ǿƛǘƘ 

short stops along the way, and implies it is better to take time to study fewer texts than to speed 

ǘƘǊƻǳƎƘ ŀƴŘ ǘŜŀŎƘ ŀ ƭŀǊƎŜǊ ƴǳƳōŜǊ ƻŦ ǘŜȄǘǎΦ {ǳƳŀǊŀ ŀŘǾƻŎŀǘŜǎ ǘƘŀǘ ǊŜŀŘŜǊǎ ƴŜŜŘ ǘƻ άŘǿŜƭƭΧǘƻ ǊŜƳŀƛƴΣ 

ǘƻ ǎǘŀȅ ƛƴ ŀ ǇƭŀŎŜέ όǇΦ ппύ ƛƴ ǊŜŀŘƛƴƎ ƭƛǘŜǊŀǘǳǊŜΦ IŜ ƎƻŜǎ ƻƴ ǘƻ ŎƘŀǊŀŎǘŜǊƛǎŜ ǘƘƛǎ ŘǿŜƭƭƛƴƎ ŀǎ άƭƛǾƛƴƎ with 

ǘŜȄǘέ όǇΦ поύΣ ǿƘƛŎƘ ƛƴǾƻƭǾŜǎ ƛƳƳŜǊǎƛǾŜ ǊŜ-reading, discussion and reflection on reading. 

 5ǊŀǿƛƴƎ ƻƴ ǘƘƛǎ ŎƻƭƭŜŎǘƛƻƴ ƻŦ ƭƛǘŜǊŀǘǳǊŜ ǘƘŀǘ ŀŘǾƻŎŀǘŜǎ ŦƻǊ Ψǎƭƻǿ ǊŜŀŘƛƴƎΩΣ Ƴȅ ǎǘǳŘȅ ŀǊƎǳŜǎ ǘƘŀǘ 

an engaging reading of picturebooks, regardless of medium, takes time: time to look, time to discuss and 

time to reflect. The teaching of this reading also takes time. However, for digital picturebooks and apps, 

with additional navigational and design features, more time may be needed in classrooms to explicitly 
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explore the functionality of the medium, and how to navigate these apps, from a purely technical 

standpoint. Several studies have highlighted the importance of allowing students time to orientate 

themselves to the new textual format. Colomer and Vazquez (2015) and Real and Correro (2015) note 

that, initially, most of the discussion and practices involving digital apps in classrooms is focused around 

how to use the app and how to use the device. It has also been noted that it is dangerous to assume 

that all young readers have high levels of digital literacy ς ƛΦŜΦΣ ōŜŎŀǳǎŜ ǘƘŜȅ ŀǊŜ ǎǳǇǇƻǎŜŘƭȅ ΨŘƛƎƛǘŀƭ 

ƴŀǘƛǾŜǎΩ όaŜǊƎŀ нлмтύ ς thus highlighting the importance of allowing time to establish what existing 

skills the students do already have, and where it is necessary to explain and explore particular 

picturebook reading practices with students.  

2.2.4 Conclusion: Part Two 

Part Two has discussed pedagogy and pedagogical designing in relation to reading events with 

contemporary picturebooks. Pedagogical reading practices including teacher knowledge, dialogic 

discussion and slow reading are highlighted as important approaches. A key understanding is that the 

research regarding how contemporary picturebooks (paper and digital app) are being used 

pedagogically in upper years classrooms is still in its infancy.  In Part Three, I move on to discuss teacher 

reflection and teacher learning, especially when teachers are provoked by inquiry that is supported by 

dialogue and critical friendship.  
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2.3 Part Three: teacher reflection and teacher learning11F11F11F11F

12 

                                                               

 

Part Three of the literature review focuses on teacher reflection ς involving dialogue and inquiry 

ς and how all of these can intertwine to support teacher learning. According to Parr (2010), teachers can 

ōŜŎƻƳŜ άƪƴƻǿƭŜŘƎŜ ōǳƛƭŘŜǊǎ ŀƴŘ ƎŜƴŜǊŀǘƻǊǎέ όǇΦ мусύ ƛŦ ǘƘŜȅ ŀǊŜ ǇǊƻǾƛŘŜŘ ǿƛǘƘ ǎǳǇǇƻǊǘ ǘƻ ŜƴƎŀƎŜ ƛƴ 

reflection on their practices through dialogue, reciprocity, and collaboration. And according to Day 

(1999), reflection allows a teacher to consider the everydayness of teaching and open themselves up to 

dialogue with others to view their practices and their sǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ƛƴ ŀ ƴŜǿ ƭƛƎƘǘΦ ¢ƘǳǎΣ ŜƴƎŀƎƛƴƎ ƛƴ 

reflective practices can result in transformative learning for both teachers and students (Day, 1993, 

1999b; Day et al., 2021; Swaffield, 2008, 2018). 

In the past two decades, there has been burgeoning literature in the area of teacher learning 

and reflection supported by supportive dialogue, and much of this assumes that such learning and 

 
12 άCǊŜǉǳŜƴǘƭȅ ŀǎƪŜŘ ǉǳŜǎǘƛƻƴǎέ ōȅ {Ƙŀǳƴ ¢ŀƴ (n.d.-b). Image reproduced with permission. Shared dialogue is an 

important part of teacher learning and assessment, and this image by Tan evokes the two-way dialogue that occurs, especially 
as part of this study. 

LƳŀƎŜ ǊŜƳƻǾŜŘ ŘǳŜ ǘƻ ŎƻǇȅǊƛƎƘǘ ǊŜǎǘǊƛŎǝƻƴǎΦ 
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reflection can be provoked by uncertainty (Cochran-Smith & Lytle, 2009). It is beyond the scope of this 

study to review all the literature about teacher learning, but it is important to examine the positive 

ǇƻǘŜƴǘƛŀƭ ƻŦ ǳƴŎŜǊǘŀƛƴǘȅ ƛƴ ǘŜŀŎƘŜǊǎΩ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎΣ ŀǘ ŀ ǘƛƳŜ ǿƘŜƴ ǘƘŜ ǊƘŜǘƻǊƛŎ ƻŦ ǘŜŀŎƘŜǊ 

professional standards seems to promise greater certainty in teacheǊǎΩ ǇǊŀŎǘƛŎŜǎ ό5ƻŜŎƪŜ Ŝǘ ŀƭΦΣ нллуΤ 

Starmer & Smith, 2022).  A discussion on how teacher reflection and learning can be sparked by useful 

uncertainty and supported by dialogue with a critical friend is important in Part Three.   

2.3.1 Understandings of teacher reflection and learning 

Teacher reflection and teacher learning are both fundamental and valued parts of the teaching 

ǇǊƻŦŜǎǎƛƻƴΦ CƻǊ Ǿŀƴ aŀƴŜƴ όмффрύΣ άǘƘŜǊŜ ƛǎ ƴƻǘƘƛƴƎ ǇǊƻǾƻŎŀǘƛǾŜ ǘƻ ǘƘŜ ƛŘŜŀ ǘƘŀǘ ǊŜŦƭŜŎǘƛƻƴ ƛǎ ŎŜƴǘǊŀƭ ǘƻ 

ǘƘŜ ƭƛŦŜ ƻŦ ǘƘŜ ŜŘǳŎŀǘƻǊέ όǇΦ ооύΦ LŦ ǊŜŦƭŜŎǘƛƻƴ ƛǎ ǳƴŘŜǊǎǘƻƻŘ ǘƻ ƛƴǾƻƭǾŜ ǘŜŀŎƘŜǊǎΩ ƳŜŀƴƛƴƎ-making that 

exists within and from pedagogical interactions within the everydayness of teaching, then reflection can 

be seen as integral to the pedagogical life-world of teachers (Vagle, 2010b; van Manen, 1992).  In this 

pedagogical life-world, teacher reflection and teacher learning involve cognitive, social and emotional 

ŘƛƳŜƴǎƛƻƴǎ ƻŦ ǘŜŀŎƘŜǊǎΩ ǿƻǊƪ ό!ǾŀƭƻǎΣ нлммύΦ 

Across the vast body of research into teacher reflection and learning, there is considerable 

contestation about the conceptualisation and definitions of reflection and professional learning, but 

there is strong agreement that the concepts themselves are multilayered (Doecke et al., 2008; Hébert, 

2015; Roskos et al., 2001; Russell, 2005; Wei et al., 2009). The literature recommends different 

approaches to the reflective practice of preservice and practising teachers (c.f. Brookfield, 1995; Dewey, 

1910, 1933; Korthagen & Vasalos, 2005, 2010; Schon, 1983; Vagle, 2010; van Manen, 1991, 1995, 2015) 

and to their professional learning (Borko et al., 2010; Cochran-Smith & Lytle, 1999; Day, 1999b; Doecke 

et al., 2008; Parr, 2010; Wei et al., 2009).  

Some studies have devoted time and space to better understanding how reflection can lead to 
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teacher learning, with many researchers (Lange & Burroughs-Lange, 1994; Postholm, 2008, 2012) 

arguing that reflection is foundational for professional learning. It is only through reflection, they argue, 

that teachers can start to question their everyday practices and open up new ways of seeing and 

practising. However, not all teacher reflection engenders learning (Mortari, 2012; Roskos et al., 2001) so 

it is important to clarify how the concept has been explored through the ages, and how this study 

ǳƴŘŜǊǎǘŀƴŘǎ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨǊŜŦƭŜŎǘƛƻƴΩΦ 

2.3.1.1 Teacher reflection.  Reflection is widely discussed in the educational research literature 

with two seminal thinkers most often cited, John Dewey (1910, 1933) and Donald Schon (1983, 1987). 

Risko et al. όнллмύ ǊŜƳƛƴŘ ǳǎ ǘƘŀǘ ǘƘŜ ǿƻǊƪ ƻŦ {ŎƘƻƴ ŀƴŘ 5Ŝǿȅ Ƙŀǎ άƳŀŘŜ ŀ ǇƻǿŜǊŦǳƭ ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻ ƻǳǊ 

understanding of the ways teachers process and think about informationτthe mental acts associated 

ǿƛǘƘ ǊŜŦƭŜŎǘƛǾŜ ǘƘƛƴƪƛƴƎέ όǇΦ мрмύΦ ¢Ƙƛǎ ǾƛŜǿ ƻŦ ǊŜŦƭŜŎǘƛƻƴ ǳƴŘŜǊǎǘŀnds reflection as a cognitive process, 

occurring individually through what Dewey (1910) would describe is active and persistent thinking. 

However, more recent conceptions of teacher reflective practice have highlighted the social nature of 

reflection, with some studies showing that dialogue is a significant meditator in the practices associated 

with teacher reflection (Collins, 2004; Day, 1999b; Parr, 2010). This implies that the process of teacher 

reflection on pedagogical practices and interactions is deeply social and does not just happen in the 

ΨƳƛƴŘǎΩ ƻŦ ƛƴŘƛǾƛŘǳŀƭ ǘŜŀŎƘŜǊǎΦ IƻǿŜǾŜǊΣ ǘƘŜ ǘƛƳŜ ǘƘŀǘ ǘƘƛǎ ǊŜŦƭŜŎǘƛƻƴ ƻŎŎǳǊǎΣ ŀƴŘ ǘƘŜ ŀƳƻǳƴǘ ƻŦ ǘƛƳŜ 

provided for reflection, are important mediators of the quality of the reflection (Day, 1999b). For 

example, Day (1999bύ ŀǊƎǳŜǎ ǘƘŀǘ {ŎƘƻƴΩǎ όмфуоύ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǊŜŦƭŜŎǘƛƻƴ ǘƘŀǘ ƻŎŎǳǊǎ in action (i.e., 

when teachers are teaching in the classroom) does not necessarily lead to teacher development; he 

argues that the immediate response of such reflection can draw oƴ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ŜȄƛǎǘƛƴƎ ƪƴƻǿƭŜŘƎŜ 

όƻƴƭȅύ ǘƻ ΨǎƻƭǾŜΩ ŀ ŘƛƭŜƳƳŀΣ ǊŀǘƘŜǊ ǘƘŀƴ ǇǊƻƳƻǘŜ ŎǳǊƛƻǎƛǘȅΣ ƛƴƴƻǾŀǘƛƻƴ ŀƴŘ ƛƴǉǳƛǊȅ ƛƴǘƻ ƴŜǿ ƻǊ ŀƭǘŜǊƴŀǘƛǾŜ 

approaches to managing the dilemma.  
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2.3.1.2 The temporality of reflection. Much has been written about the temporality of 

reflection (the time that the reflection occurs in relation to teaching action in a classroom), with van 

Manen (1992) proposing an understanding of the time of reflection as important in understanding how 

reflection occurs. Schon (1983) proposed that reflection occurs in (during the action) and on (after the 

action) teaching. Van Manen (1992) adds to this understanding of reflection in and on teaching by 

proposing that there are three kinds of teacher reflection. These three types of reflection are 

мΦ ά!ƴǝŎƛǇŀǘƻǊȅ ǊŜƅŜŎǝƻƴέ όǇΦ млмύΣ ǿƘŜǊŜ ǊŜƅŜŎǝƻƴ ƛǎ ŦƻŎǳǎŜŘ ƻƴ ŦǳǘǳǊŜ ŜȄǇŜǊƛŜƴŎŜǎΤ ǘƘƛǎ ƛǎ 

ǊŜƅŜŎǝƻƴ ōŜŦƻǊŜ ŀŎǝƻƴΦ ¢ƘŜ ǇǳǊǇƻǎŜ ƻŦ ǘƘƛǎ ǘȅǇŜ ƻŦ ǊŜƅŜŎǝƻƴ ƛǎ ǘƻ Ǉƭŀƴ ŀƴŘ ŀƴǝŎƛǇŀǘŜ ŀ 

ǘŜŀŎƘƛƴƎ ŜȄǇŜǊƛŜƴŎŜΦ  

нΦ άLƴǘŜǊŀŎǝǾŜ ǊŜƅŜŎǝƻƴέ όǇΦ млмύΣ ǿƘƛŎƘ ƛǎ ŀ ǘƘƻǳƎƘǜǳƭ ŀŎǝƻƴ ǘƘŀǘ ƻƊŜƴ ƻŎŎǳǊǎ ŀǎ ǘƘŜ ŘƛǊŜŎǘ 

ǊŜǎǳƭǘ ƻŦ ŀ ǇŜŘŀƎƻƎƛŎŀƭ ƳƻƳŜƴǘ@?%@?%@?%@?%

13Φ Ǿŀƴ aŀƴŜƴ ŎƘŀƭƭŜƴƎŜǎ {ŎƘƻƴΩǎ ƴƻǝƻƴ ƻŦ ŘŜƭƛōŜǊŀǘŜ 

ǊŜƅŜŎǝƻƴ ƛƴ ŀŎǝƻƴΣ ƴƻǝƴƎ ǘƘŀǘ ǿƘŀǘ άƳŀƪŜǎ ǘǊǳŜ ǊŜƅŜŎǝƻƴ ƛƴ ŀŎǝƻƴ ŘƛŶŎǳƭǘ ƛǎ ǘƘŀǘ ƭƛŦŜ ƛƴ 

ŎƭŀǎǎǊƻƻƳǎ ƛǎ ŎƻƴǝƴƎŜƴǘΣ ŘȅƴŀƳƛŎΣ ŜǾŜǊŎƘŀƴƎƛƴƎΥ ŜǾŜǊȅ ƳƻƳŜƴǘΣ ŜǾŜǊȅ ǎŜŎƻƴŘ ƛǎ ǎƛǘǳŀǝƻƴπ

ǎǇŜŎƛŬŎέ όǇΦ плύΦ IŜ ŀǊƎǳŜǎ ǘƘŀǘ ŀƴȅ ŀŎǘ ƻŦ ǘŜŀŎƘƛƴƎ ƛǎ ƛƳƳŜŘƛŀǘŜƭȅ ǘŜƳǇƻǊŀƭΤ ǘŜŀŎƘŜǊǎ 

Ŏŀƴƴƻǘ ǘŜŀŎƘΣ ǊŜƅŜŎǘ ŀƴŘ ƳŀƪŜ ŘŜŎƛǎƛƻƴǎ ǎƛƳǳƭǘŀƴŜƻǳǎƭȅΦ CƻǊ Ǿŀƴ aŀƴŜƴΣ ǊŜƅŜŎǝƻƴ ƛƴ ŀŎǝƻƴ 

ƛǎ ƴƻǘ ƴŜŎŜǎǎŀǊƛƭȅ ǊŜƅŜŎǝƻƴΣ ŀǎ ǎǳŎƘΣ ōǳǘ ŀ ŦǳƴŎǝƻƴ ƻŦ ŀ ǘŜŀŎƘŜǊΩǎ ǘŀŎƛǘ ƪƴƻǿƭŜŘƎŜΣ ŀ 

άǇǊŀŎǝŎŀƭ ƴƻǊƳŀǝǾŜ ƛƴǘŜƭƭƛƎŜƴŎŜ ǘƘŀǘ ƛǎ ƎƻǾŜǊƴŜŘ ōȅ ƛƴǎƛƎƘǘέ ό±ŀƴ aŀƴŜƴΣ мффмΣ ǇΦ мптύΦ 

оΦ άwŜǘǊƻǎǇŜŎǝǾŜ ǊŜƅŜŎǝƻƴέ όǇΦмлмύΣ ǿƘŜǊŜ ŀ ǘŜŀŎƘŜǊ ǊŜƅŜŎǘǎ ōŀŎƪ ƻƴ ŀƴ ŀŎǝƻƴ ǿƛǘƘƛƴ ŀ 

ǇŜŘŀƎƻƎƛŎŀƭ ƳƻƳŜƴǘΦ ¢Ƙƛǎ ǘȅǇŜ ƻŦ ǇŜŘŀƎƻƎƛŎŀƭ ǊŜƅŜŎǝƻƴ ŎƻƴǎƛŘŜǊǎ ǘƘŜ ƳŜŀƴƛƴƎ ƻŦ ǘƘŜ 

ƳƻƳŜƴǘ ǘƘŀǘ Ƙŀǎ ǇǊŜǾƛƻǳǎƭȅ ƻŎŎǳǊǊŜŘΣ ŀƴŘ ǿƻƴŘŜǊǎ ǿƘŀǘ ŎƻǳƭŘ ōŜ ŘƻƴŜ ŘƛũŜǊŜƴǘƭȅΦ 

5ŀȅΩǎ όмфффύ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ǊŜŦƭŜŎǘƛƻƴ ŀƭƛƎƴǎ ǿƛǘƘ Ǿŀƴ aŀƴŜƴΩǎ ǳƴderstanding of the temporality 

of reflection. He states that reflection is primarily about the past, present and future ς in other words, 

reflection occurs on, in and about future practices. This thesis draws on the literature that understands 

the importance of the temporality of reflection and considers how these different forms of reflection 

can influence the type of reflection and teaching practice that occurs subsequently.  

 
13 ! άǎƛǘǳŀǝƻƴ ǿƘŜƴ ǘƘŜ ǇŜŘŀƎƻƎǳŜ ŘƻŜǎ ǎƻƳŜǘƘƛƴƎ ƛƴ ǊŜƭŀǝƻƴ ǘƻ ŀ ŎƘƛƭŘ ƻǊ ȅƻǳƴƎ ǇŜǊǎƻƴέόǾŀƴ aŀƴŜƴΣ мффнΣ ǇΦ млфύ 
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2.3.1.3 Teacher learning.  There are various terms used by researchers to describe teacher 

ƭŜŀǊƴƛƴƎΣ ǎǳŎƘ ŀǎ ΨǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎΩΣ ΨǘŜŀŎƘŜǊ ƭŜŀǊƴƛƴƎΩΣ ΨǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘΩ ŀƴŘ ΨǘŜŀŎƘŜǊ 

ŘŜǾŜƭƻǇƳŜƴǘΩΣ ŀƴŘ ǘƘŜǊŜ ŀǊŜ ƻƴƎƻƛƴƎ ŎǊƛǘƛǉǳŜǎ ŀƴŘ ŘŜōŀǘŜǎ ŀǊƻǳƴŘ ǿƘƛŎƘ ǘŜǊƳ ƛǎ Ƴƻǎǘ ŀǇǇǊƻǇǊƛŀǘŜ ǘƻ 

use (see Doecke et al., 2008). Many debates home in on the ideological implications of using one term 

or another and whether teachers are positioned as agentic or not in their own learning. Avalos (2011) 

asserts that underpinning all of these conceptualisations of teacher learning is the core understanding 

ǘƘŀǘ άǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ƛǎ ŀōƻǳǘ ǘŜŀŎƘŜǊǎ ƭŜŀǊƴƛƴƎΣ ƭŜŀǊƴƛƴƎ Ƙƻǿ ǘƻ ƭŜŀǊƴΣ ŀƴŘ ǘǊŀƴǎŦƻǊƳƛƴƎ ǘƘŜƛǊ 

ƪƴƻǿƭŜŘƎŜ ƛƴǘƻ ǇǊŀŎǘƛŎŜ ŦƻǊ ǘƘŜ ōŜƴŜŦƛǘ ƻŦ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΩ ƎǊƻǿǘƘέ όǇΦ млύΦ   

¢Ƙƛǎ ǘƘŜǎƛǎ ǳǎŜǎ ǘƘŜ ǘŜǊƳ ΨǘŜŀŎƘŜǊ ƭŜŀǊƴƛƴƎΩ ǘƻ ŜƴŎƻƳǇŀǎǎ ǘƘŜ ǘerms Ψprofessional developmentΩ 

and Ψprofessional learningΩ. It draws on an understanding that teacher learning is context-driven, based 

ƻƴ ŀ ǘŜŀŎƘŜǊΩǎ ƛƴǉǳƛǊȅ ƛƴǘƻ ǘƘŜƛǊ ǇǊŀŎǘƛŎŜǎ ǿƘŜƴ ŎƻƴŦǊƻƴǘŜŘ ǿƛǘƘ ǳƴŎŜǊǘŀƛƴǘȅ ŀƴŘ ǎǳǇǇƻǊǘŜŘ ǘƘǊƻǳƎƘ 

reflective dialogue. My use of this term does not assume that these various terms are synonymous; I 

appreciate the different ideologies and tensions embedded in differing understandings of teacher 

learning. However, such discussions are outside the scope of the current research. Thus, I will use the 

ƻǾŜǊŀǊŎƘƛƴƎ ǘŜǊƳ ΨǘŜŀŎƘŜǊ ƭŜŀǊƴƛƴƎΩ ƛƴ Ƴȅ tƘ5 ǎǘǳŘȅ ŀƴŘ ŀŎƪƴƻǿƭŜŘƎŜ ǘƘŀǘ ǾŀǊƛƻǳǎ ŎƻƳǇƭŜȄƛǘƛŜǎ ƛƴŦƻǊƳ 

ongoing debates within it.  

²ƘŜƴ ŘŜŦƛƴƛƴƎ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎΣ L ŀƳ ŘǊŀǿƴ ǘƻ ōƻǘƘ tŀǊǊΩǎ ŀƴŘ 5ŀȅΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ 

teacher learning. Day (1999a) states  

tǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ Ŏƻƴǎƛǎǘǎ ƻŦ ŀƭƭπƴŀǘǳǊŀƭ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ǘƘƻǎŜ ŎƻƴǎŎƛƻǳǎ ŀƴŘ 

ǇƭŀƴƴŜŘ ŀŎǝǾƛǝŜǎ ǿƘƛŎƘ ŀǊŜ ƛƴǘŜƴŘŜŘ ǘƻ ōŜ ƻŦ ŘƛǊŜŎǘ ƻǊ ƛƴŘƛǊŜŎǘ ōŜƴŜŬǘ ǘƻ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΣ ƎǊƻǳǇ 

ƻǊ ǎŎƘƻƻƭ ŀƴŘ ǿƘƛŎƘ ŎƻƴǘǊƛōǳǘŜΣ ǘƘǊƻǳƎƘ ǘƘŜǎŜΣ ǘƻ ǘƘŜ ǉǳŀƭƛǘȅ ƻŦ ŜŘǳŎŀǝƻƴ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ όǇΦ 

пύ 

5ŀȅΩǎ ǾƛŜǿǎ ƳŜŀƴ ǘƘŀǘ ǘŜŀŎƘŜǊ ƭŜŀǊƴƛƴƎ Ŏŀƴ ōŜ ŀ ǊŜǎǳƭǘ ƻŦ ōƻǘƘ ǳƴǇƭŀƴƴŜŘ ŜȄǇŜǊƛŜƴŎŜǎΣ ǿƘƛŎƘ 

occur naturally as part of the everydayness of teaching, and/or planned professional learning 
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opportǳƴƛǘƛŜǎ ƻǊ ΨŜǾŜƴǘǎΩΦ tŀǊǊ όнллоύ ƘƛƎƘƭƛƎƘǘǎ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǘƘŜ ƻƴƎƻƛƴƎ ƴŀǘǳǊŜ ƻŦ ǇǊƻŦŜǎǎƛƻƴŀƭ 

learning that views teachers as empowered professionals who are active in their learning. He states that 

ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ƭŜŀǊƴƛƴƎ ƛƴ ǘƘƛǎ ǿŀȅ άŦƻǊŜƎǊƻǳƴŘǎ ǘƘŜ ƻngoing and diverse ways teachers construct their 

ƪƴƻǿƭŜŘƎŜ ŀƴŘ ŘŜǾŜƭƻǇ ǘƘŜƛǊ ǎƪƛƭƭǎ ŀƴŘ Χ ƛǘ ŀǾƻƛŘǎ ŘƛǎŎƻǳǊǎŜǎ ƻŦ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇŀǎǎƛǾƛǘȅ ŀƴŘ ƛƴŀŘŜǉǳŀŎȅΧέ 

(Parr, 2003, p. 70). I draw on this idea that teachers need to be empowered active agents in their 

learning within this study.   

 Many researchers such as Doecke et al. (2008), Wei et al. (2009), Parr (2010), van Veen et al. 

(2021) and Darling-Hammond et al. (2017) draw on sociocultural conceptualisations of professional 

learning when advocating for an understanding of teacher learning. Such understandings emphasise 

that teacher learning should be   

¶ ŎƻƴǘŜȄǘǳŀƭƭȅ ōŀǎŜŘ ƛƴ ǘŜŀŎƘŜǊǎΩ ƭƛǾŜǎΣ ǿƘŜǊŜ ǘŜŀŎƘŜǊǎ ŀƴŘ ŎǊƛǝŎŀƭ ŦǊƛŜƴŘǎ όǿƻǊƪƛƴƎ ŀǎ ƻǳǘǎƛŘŜǊǎύ 

ǿƻǊƪ ŎƻƭƭŀōƻǊŀǝǾŜƭȅ ǘƻƎŜǘƘŜǊ ǘƻ ŎƘŀƭƭŜƴƎŜ ŀƴŘ ƛƴǘǊƻŘǳŎŜ ƴŜǿ ǿŀȅǎ ƻŦ ǘƘƛƴƪƛƴƎ 

¶ ǎǳǎǘŀƛƴŜŘ ƻǾŜǊ ǝƳŜ ŀƴŘ ƴƻǘ Ƨǳǎǘ ŘŜƭƛǾŜǊŜŘ ŀǘ ŜǾŜƴǘǎ ƻǊ ƳƻƳŜƴǘǎ  

¶ ƛƴǉǳƛǊȅπōŀǎŜŘΣ ǿƘŜǊŜ ǘŜŀŎƘŜǊǎ ŎƻƳŜ ǘƻ ǘƘŜƛǊ ǇǊŀŎǝŎŜ ǿƛǘƘ ŀ ǎŜƴǎŜ ƻŦ ŎǳǊƛƻǎƛǘȅ ŀƴŘ ǿƻƴŘŜǊ ǘƻ 

ƛƴǉǳƛǊŜ ŀōƻǳǘ ŀƴ ŀǎǇŜŎǘ ƻŦ ǘƘŜƛǊ ǇǊŀŎǝŎŜ  

These views of teacher learning again position teachers as active agents for change. They 

appreciate that reflection and learning take time, commitment, and multiple opportunities to innovate, 

play, explore and talk with others (Knobel & Kalman, 2016). And as argued by Beck and Kosnick (2014), 

and noted above by Day (1999), these opportunities often occur in informal ways as teachers reflect 

through the everyday pedagogical interactions which take in classrooms.  

This view of professional learning is in contrast to more traditional views of professional learning 

that have been and still continue to be designed as a one-off approach. The one-off approach may 
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involve teachers attending a single out-of-school workshop or a seminar delivered by an external expert 

with little knowledge of the particular context where the teachers are operating. It assumes that 

ǘŜŀŎƘŜǊǎ Ŏŀƴ ǘƘŜƴ ǘŀƪŜ ǘƘŜ ƪƴƻǿƭŜŘƎŜ ǘƘŀǘ Ƙŀǎ ōŜŜƴ ΨŘŜƭƛǾŜǊŜŘΩ ƛƴ ǘƘŜ ǿƻǊƪǎƘƻǇ ƻǊ ǎŜƳƛƴŀǊ ōŀŎƪ ǘƻ ǘƘŜ 

school, since differences in context are of little consequence (van Veen et al., 2011). This approach has 

ōŜŜƴ ŎǊƛǘƛǉǳŜŘ ƛƴ ǘƘŜ ǊŜǎŜŀǊŎƘ ƭƛǘŜǊŀǘǳǊŜ ŀǎ ōŜƛƴƎ άǇƛŜŎŜƳŜŀƭΣ ƛƴŜŦŦŜŎǘƛǾŜ ŀƴŘ ǳƴŀōƭŜ ǘƻ ǘǊŀƴǎŦƻǊƳ 

ǇǊŀŎǘƛŎŜέ όIŜŘƎŜǎΣ нлмлΣ ǇΦ оллύΣ ǊŜǎǳƭǘƛƴƎ ƛƴ ŀ άǇǊƻōƭŜƳ ƻŦ ŜƴŀŎǘƳŜƴǘέ (Kennedy, 2016, p. 947), where 

teachers are unable then to transfer the learning into their everyday teaching practices. The limitations 

ƻŦ ǘƘŜ ΨƻƴŜ-ǎƘƻǘΩΣ άŦƭŀǾƻǳǊ ƻŦ ǘƘŜ ƳƻƴǘƘέ ό²Ŝƛ Ŝǘ ŀƭΦΣ нллфΣ ǇΦ мпύ ƳƻŘŜƭǎ ƻŦ ǘŜŀŎƘŜǊ ǇǊƻŦŜǎǎƛƻƴŀƭ 

development have been comprehensively highlighted in the literature. 

However, most teachers work within more expansive socio-political environments where 

externally imposed professional standards, accountability and reforms powerfully shape pedagogical 

and content knowledge. These factors also shape how professional learning is designed and 

experienced, especially when teachers are increasingly expected to measure and prove how their 

learning has added to their knowledge and/or improved their teaching practice (Parr, 2010; Starmer & 

Smith, 2022; Wei et al., 2009). This is discussed in the following section. 

2.3.1.4 The Australian teacher learning context: professional standards and reforms. In 

Australia, the content and design of professional learning opportunities are mediated by standards-

based reforms (Doecke et al., 2008; Kervin & Comber, 2019b; Mockler, 2022; Parr, 2010). As noted by 

Parr (2010) and van Veen and Kooy (2011), teacher learning policies and programs are often imposed 

from above by school leadership and/or government-funded regulatory bodies. For example, the 

Australian Professional Standards for Teachers (APST)13F13F13F13F

14 (AITSL, 2017) mandates the professional 

 
14 The Australian Professional Standards for Teachers (APST, consist of seven standards over four career stages to 

ensure teacher quality. Teachers need to provide evidence of certain requirements of the Standards in order to become a 
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learning that all teachers need to do in order to maintain their registration and this document explicitly 

outlines what professional learning is and how it should be measured. According to AITSL (2022) 

tǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ƛǎ ǘƘŜ ŦƻǊƳŀƭ ƻǊ ƛƴŦƻǊƳŀƭ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ǳƴŘŜǊǘŀƪŜƴ ōȅ ǘŜŀŎƘŜǊǎ ŀƴŘ 

ǎŎƘƻƻƭ ƭŜŀŘŜǊǎ ǘƘŀǘ ƛƳǇǊƻǾŜ ǘƘŜƛǊ ƛƴŘƛǾƛŘǳŀƭ ǇǊƻŦŜǎǎƛƻƴŀƭ ǇǊŀŎǝŎŜΣ ŀƴŘ ŀ ǎŎƘƻƻƭΩǎ ŎƻƭƭŜŎǝǾŜ 

ŜũŜŎǝǾŜƴŜǎǎΣ ŀǎ ƳŜŀǎǳǊŜŘ ōȅ ƛƳǇǊƻǾŜŘ ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎΣ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ƭŜŀǊƴƛƴƎ ŀƴŘ 

ǿŜƭƭōŜƛƴƎΦ !ǘ ƛǘǎ Ƴƻǎǘ ŜũŜŎǝǾŜΣ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ŘŜǾŜƭƻǇǎ ƛƴŘƛǾƛŘǳŀƭ ŀƴŘ ŎƻƭƭŜŎǝǾŜ ŎŀǇŀŎƛǘȅ 

ŀŎǊƻǎǎ ǘƘŜ ǘŜŀŎƘƛƴƎ ǇǊƻŦŜǎǎƛƻƴ ǘƻ ŀŘŘǊŜǎǎ ŎǳǊǊŜƴǘ ŀƴŘ ŦǳǘǳǊŜ ŎƘŀƭƭŜƴƎŜǎΦ ό!L¢{[Σ нлннΣ ǇΦ нύ 

This view of professional learning is based on the assumption that if the subsequent 

ƛƳǇǊƻǾŜƳŜƴǘǎ ŀǊŜ ƴƻǘ άƛƳǇǊƻǾŜŘ ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎΣ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ƭŜŀǊƴƛƴƎ ŀƴŘ ǿŜƭƭōŜƛƴƎέ ŀƴŘ 

cannot be measured and recorded, then professional learning is deemed not to have taken place. Such 

an assumption has been critiqued as problematic by studies that dispute the simplistic linear correlation 

between teacher learning inputs and evidence of student outcomes (Starmer et al., 2022).  

All states and territories in Australia have their own teacher accreditation bodies, and thus their 

approach to professional learning, whilst somewhat similar, is also regulated by each state. For example, 

in my state of Victoria, Australia, teachers must maintain their registration with a statutory regulatory 

body. This requires them to have completed at least 20 hours of professional learning a year, and that 

learning must be directly connectable to the Australian Professional Standards for Teachers (VIT, 2022). 

The VIT list of what is deemed acceptable professional learning and counts as evidence of learning 

encompasses both in and out-of-school learning and individual and collaborative. Any involvement by a 

teacher in these activities needs to be formally documented, such as through a written reflection. 

Similarly, in New South Wales (NSW), teachers need to complete a minimum of 100 hours of 

professional learning over 5 years (NSW Education Standards, 2021b), with 50 hours of this professional 

 
registered teacher or achieve Highly Accomplished and Lead certification (Australian Institute for Teaching and School 
Leadership (AITSL), 2017) 
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learning occurring in an approved priority area (as deemed by New South Wales Institute of Teaching) 

and the associated learning course needs to be undertaken with an accredited provider (NSW Education 

{ǘŀƴŘŀǊŘǎΣ нлнмŀύΦ ¢ƘŜ ǊŜƳŀƛƴƛƴƎ рл ƘƻǳǊǎ ƻŦ ƭŜŀǊƴƛƴƎ Ŏŀƴ ōŜ άŜƭŜŎǘƛǾŜ t5έ ǘƘŀǘ ƳŜŜǘǎ ǘƘŜ ŎǊƛǘŜǊƛŀ 

provided by NSW Education Standards Authority (NESA).  

Although it would seem teachers in Victoria and New South Wales have some agency in deciding 

their professional learning activities, these activities need to fit inside the categories carefully detailed 

by the accreditation authorities. The categories are carefully constructed by the accreditation 

authorities so that any act of teacher learning is immediately visible and measurable in quantitative 

ǘŜǊƳǎΦ YŜƴƴŜŘȅ όнлмпύ ǊŜŦŜǊǎ ǘƻ ǘƘƛǎ ǘȅǇŜ ƻŦ ǇǊƻŦŜǎǎƛƻƴŀƭ ƭŜŀǊƴƛƴƎ ŀǎ ǘƘŜ άǎǘŀƴŘŀǊŘǎ-ōŀǎŜŘ ƳƻŘŜƭέ όǇΦ 

опмύΣ ǿƘƛŎƘ άōŜƭƛǘǘƭŜǎ ǘƘŜ ƴƻǘƛƻƴέ όǇΦ опнύ ǘƘŀǘ ǘŜŀŎƘƛƴƎ ƛǎ ŎƻƳǇƭŜȄ ŀƴŘ ƻŎŎǳǊǎ ǿƛǘƘƛƴ ǇŀǊǘƛŎǳƭŀǊ 

situations and contexts. Kennedy (2014) moves on to caution that an individual approach where 

ǘŜŀŎƘŜǊǎ ŀǊŜ ǘƻƭŘ ǿƘŀǘ ǘƘŜȅ ΨƴŜŜŘΩ ǘƻ Řƻ ǘƻ ƛƳǇǊƻǾŜ ǊŜŦƭŜŎǘǎ ŀ άŘŜŦƛŎƛǘ ƳƻŘŜƭέ όǇΦ оплύΣ ǿƘŜǊŜ ǘŜŀŎƘŜǊǎ 

ŀǊŜ ǇƻǎƛǘƛƻƴŜŘ ŀǎ ƴŜŜŘƛƴƎ ǘƻ ΨŦƛȄΩ ǘƘŜƳǎŜƭǾŜǎ ƛƴ ƻǊŘŜǊ ǘƻ ƛƳǇǊƻǾŜ ǎǘǳŘŜƴǘ ƻǳǘŎƻƳŜǎΦ  aŀƴȅ researchers 

have critiqued this deficit approach as deeply problematic, showing instead the importance of involving 

teachers in the development and identification of their professional learning needs (van Veen et al., 

2011), and the need to empower teachers by acknowledging their existing professional knowledge 

(Doecke et al., 2008). These views of teacher learning that are focused on visible and measurable views 

of teacher learning, largely dismiss the reflection and learning that occur in the naturalistic everydayness 

of teaching as proposed by Day (1999). They also largely ignore the situated nature of learning (Lefstein 

et al., 2020; Darling-IŀƳƳƻƴŘ Ŝǘ ŀƭΦΣ нлмтΤ 5ƻŜŎƪŜ Ŝǘ ŀƭΦΣ нллуύ ǿƛǘƘ ǊŜǎǇŜŎǘ ǘƻ ǘŜŀŎƘŜǊǎΩ ǇŜŘŀƎƻƎƛŎŀƭ 

interactions within classrooms. 

2.3.2 Reflection and learning: situated teacher inquiry 

The importance of teacher reflection and learning as situational has been highlighted by 
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researchers such as Putnam and Burko (2000), who call for a situated approach to teacher learning 

ǿƘŜǊŜ ǇǊƻŦŜǎǎƛƻƴŀƭ ŘŜǾŜƭƻǇƳŜƴǘ Ŏŀƴ ōŜ άƛƴǘŜǊǘǿƛƴŜŘ ǿƛǘƘ ώǘŜŀŎƘŜǊǎΩϐ ƻƴƎƻƛƴƎ ǇǊŀŎǘƛŎŜέ όǇΦ сύΦ ¢Ƙƛǎ ǘȅǇŜ 

of learning is grounded in teacher practice (Darling-Hammond et al., 2017; Korthagen, 2016) which can 

empower teachers and promote agency (Wharton, 2022), whilst respecting the professionalism of 

teaching and the knowledge that teachers bring to their learning.  

One way of promoting this approach to reflection and learning is through supporting teacher 

inquiry (Cochran-Smith & Lytle, 2009; Doecke et al., 2008; Hardy, 2014; Kervin & Comber, 2019b; Parr, 

2003, 2007) in both informal and formal ways (Beck & Kosnick, 2014; Day, 1999a), within classrooms 

and staffrooms.  Cochran-Smith and Lytle (2009) argue that inquiry as a form of professional learning is  

grounded in the problems and contexts of practice in the first place and in the ways 

practitioners collaboratively theorize, study, and act on those problems in the best interests of 

the learning and life chances of students and their communities. (p. 124) 

Their approach to teacher inquiry sees teacher learning as collaborative and continuous. 

Teachers who adopt an inquiry stance embrace the view that any site of professional practice can 

become part of and a site of inquiry (Cochran-Smith & Lytle, 2009). That inquiry involves questioning the 

ways that knowledge and practice are currently constructed, enacted and measured both individually 

and collaboratively, and opening up spaces for imagining different practices and new knowledge.  

2.3.2.1 Uncertainty as a way to prompt inquiry.  An understanding that some types of 

uncertainty can lead to both reflection and learning is commonplace in the literature. Dewey and Schon 

emphasise that reflection and inquiry into practices are sparked by perplexity, doubt and uncertainty. 

There are several terms and nuanced ways to conceptualise this uncertainty. For example, Festinger 

όмфртύ ǳǎŜǎ ǘƘŜ ǘŜǊƳ άŎƻƎƴƛǘƛǾŜ ŘƛǎǎƻƴŀƴŎŜέ ǘƻ ŘŜǎŎǊƛōŜ ǘƘŜ ǿŀȅ ǘƘŀǘ ƴŜǿ ŜȄǇŜǊƛŜƴŎŜǎ ŘƛǎǊǳǇǘ ŜȄƛǎǘƛƴƎ 

ǿŀȅǎ ƻŦ ǘƘƛƴƪƛƴƎΦ ¢Ƙƛǎ ƛǎ ǎƛƳƛƭŀǊ ǘƻ tƛŀƎŜǘΩǎ όмфспΣ мфурύ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ άŎƻƎƴƛǘƛǾŜ ŘƛǎŜǉǳƛƭƛōǊƛǳƳέΦ ¢ƘŜ 

idea is that when we encounter new situations, our equilibrium is unbalanced as we try to modify our 
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existing understandings to meet the demands of the new situation. Mezirow (1991) refers to this 

ǳƴŎŜǊǘŀƛƴǘȅ ŀǎ ŀ άŘƛǎƻǊƛŜƴǘŀǘƛƴƎ ŘƛƭŜƳƳŀέΦ DǊŜŜƴ όнллфύ ƛƴǾƻƪŜǎ ǘƘŜ ǿƻǊƪ ƻŦ 5ŜǊǊƛŘŀ όмффнύ ƛƴ Ƙƛǎ 

ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ Ƙƻǿ άŀǇƻǊƛŀέΣ the confrontation of perplexity, is a significant part of understanding 

changes in teacher professional practice. 

Oscillating between uncertainty and certainty as part of pedagogical practice could almost be 

considered an inherent part of professional practice (Campbell, 2007; Helsing, 2007a, 2007b). Such 

oscillation appreciates that classrooms are complex and are often filled with ambiguity. As Wasserman 

όмфффύ ŦƛƎǳǊŀǘƛǾŜƭȅ ǎǘŀǘŜǎΣ άǘƘŜ ŘǊŀƳŀ ƻŦ ŎƭŀǎǎǊƻƻƳ ƭƛŦŜ ƛǎ ŀ Ƴǳƭǘƛ-layered, multifaceted fabric of 

exǇŜǊƛŜƴŎŜǎ ǘƘŀǘΣ ǘƻ ǘƘŜ ǳƴǘǊŀƛƴŜŘ ƻǳǘǎƛŘŜǊΣ Ƴǳǎǘ ǎŜŜƳ ƭƛƪŜ ŀ ŎǊŀȊȅ ǉǳƛƭǘέ όǇΦ пссύΦ hŦǘŜƴ ǘƘŜ ƳǳǊƪƛƴŜǎǎ 

of certainty and the lack of clear-cut answers can lead to a form of uncertainty as teachers navigate 

through their knowledge and that of their students to plan the most effective learning outcomes and/or 

ƳŜŜǘƛƴƎ ǎǘǳŘŜƴǘǎΩ ǇŀǊǘƛŎǳƭŀǊ ƴŜŜŘǎΦ 

Teacher certainty and uncertainty are not binary concepts, nor are they necessarily a positive or 

negative part of teaching practice. Rather, these exist on a continuum (Helsing, 2007a, 2007b). 

Portraying uncertainty or not knowing as the antithesis of certainty or knowing, can be problematic for 

teachers leading them to try and disguise or subdue their fear of looking less than fully certain about 

their teaching (McDonaƭŘΣ мффнύΦ IƻǿŜǾŜǊΣ άŎƻƴŦƛŘŜƴŎŜ ŀƴŘ ŎŜǊǘŀƛƴǘȅ ŀǊŜ ƴƻǘ ǘƘŜ ǎŀƳŜ ǘƘƛƴƎ ŀƴŘ Χ 

Řƻǳōǘ ƛǎ ŀ ƪŜȅ ƛƴǘŜƭƭŜŎǘǳŀƭ ǘƻƻƭέ όaŎ5ƻƴŀƭŘΣ мффнΣ ǇΦ сύΦ ¦ƴŎŜǊǘŀƛƴǘȅ ƛƴ ǇŜŘŀƎƻƎƛŎ ǇǊŀŎǘƛŎŜǎ ƴŜŜŘ ƴƻǘ ōŜ 

ascribed to a lack of confidence or knowledge in the teacher, since teachers who already have a 

significant professional knowledge base when making pedagogical decisions may find themselves 

uncertain how to proceed at different moments (Helsing, 2007b). 

IƻǿŜǾŜǊΣ ŀǎ IŜƭǎƛƴƎ όнллтύ Ǉƻƛƴǘǎ ƻǳǘΣ ǘŜŀŎƘŜǊǎΩ ǳƴŎŜǊǘŀƛƴǘȅ Ŏŀƴ ōŜŎƻƳŜ ǎƛƎƴƛŦicant and 

contribute to the shaping of experience that emphasise uncertainty and diffidence. In fact, sustained 
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ŦƻǊƳǎ ƻŦ ǘŜƴǎƛƻƴ ŀƴŘ ǳƴŎŜǊǘŀƛƴǘȅ ŎŀƴΣ ƛƴ ǎƻƳŜ ŎŀǎŜǎΣ ƭŜŀŘ ǘƻ ŘŜōƛƭƛǘŀǘƛƴƎ άŀƴȄƛŜǘȅΣ ŦǊǳǎǘǊŀǘƛƻƴ ώŀƴŘϐ 

ōǳǊƴƻǳǘέ όIŜƭǎƛƴƎΣ нллтōΣ ǇΦ момуύΦ 9ƳōǊŀŎing doubt and uncertainty can be risky, especially with 

teachers experiencing increasing accountability and pressure to demonstrate their confidence and 

ŜŦŦŜŎǘƛǾŜ ǇǊŀŎǘƛŎŜ ό{ŎƘǳŎƪ ϧ .ǳŎƘŀƴŀƴΣ нлмнύΦ YƴƛƎƘǘ όнлннύ ǊŜŦŜǊǎ ǘƻ ǘƘƛǎ ŀǎ ŀ ŦƻǊƳ ƻŦ άǇǊƻŦŜǎǎƛƻƴŀƭ 

cƻǳǊŀƎŜέ όǇΦ мύΣ ŀƴŘ ǘƘƛǎ ŎƻǳǊŀƎŜ ƛǎ ƴŜŜŘŜŘ ŦƻǊ ŀƴȅ ŦƻǊƳ ƻŦ ǇŜŘŀƎƻƎƛŎŀƭ ŎƘŀƴƎŜΦ !ƎŀƛƴΣ ǘƘƛǎ Ŏŀƴ ōŜ 

ǇǊƻōƭŜƳŀǘƛŎΦ !ŎŎƻǊŘƛƴƎ ǘƻ IŜƭǎƛƴƎΩǎ όнллтύ ƳŜǘŀ-analysis, negative emotions from uncertainty can result 

ƛƴ ǇŜŘŀƎƻƎȅ ōŜƛƴƎ άƛƴŦƭŜȄƛōƭŜΣ ǎǘǊŀƛƴŜŘΣ ǳƴŎǊŜŀǘƛǾŜ ŀƴŘ ǊƛƎƛŘέ όǇΦ момфύΦ ²ƘŜƴ ǘŜŀŎƘŜǊǎ ŦŜŜƭ ŦƻǊŎŜŘ ǘƻ 

demonstrate their confidence and certainty in their practice, this can result in pedagogical conservatism 

(where they avoid any creative risk taking that may contribute to uncertainty). A practice devoid of 

uncertainty can thwart teacher innovation and creativity (McDonald, 1992).  

hǘƘŜǊǎ ƘŀǾŜ ŀǊƎǳŜŘ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ƻǇŜƴƛƴƎ ǳǇ ǎǇŀŎŜǎ ŦƻǊ ǘŜŀŎƘŜǊǎ ǘƻ ŜȄǇŜǊƛŜƴŎŜ άǇŜǊǇƭŜȄƛǘȅΣ 

ŎƻƴŦǳǎƛƻƴΣ ƻǊ Řƻǳōǘέ ό5ŜǿŜȅΣ мфмлΣ ǇΦ мнύΣ ŦƻǊ ƛǘ ƛǎ ǿƛǘƘƛƴ ǘƘƛǎ άƳƻƳŜƴǘ ƻŦ ǊǳǇǘǳǊŜέ (Janzen, 2013, p. 

оумύ ǿƘŜǊŜ ŀǇƻǊƛŀΣ ǘƘŜ ǳƴŘŜŎƛŘŀōƭŜ ƳƻƳŜƴǘΣ ŎƻƴƧǳǊŜǎ άǘƘŜ ƴƻǘ ƪƴƻǿƛƴƎ ƻŦ ǘŜŀŎƘƛƴƎέ όWŀƴȊŜƴΣ нлмоΣ ǇΦ 

382) and provokes teachers to reflect. These moments can create spaces to dwell, to think and to 

ŎƘŀƭƭŜƴƎŜΤ ǘƘŜȅ Ŏŀƴ ƛƴǾƛǘŜ ǘŜŀŎƘŜǊǎ άǘƻ ǿrest our modes of inquiry and our beings away from the 

clutches of finite definitions of knowledge and instead rest our endeavours in the beauty of myriad ways 

ƻŦ ƪƴƻǿƛƴƎέ ό±ŀǎǳŘŜǾŀƴΣ нлммΣ ǇΦ ммртύΦ {ŜǾŜǊŀƭ ǎǘǳŘƛŜǎ ƘŀǾŜ ŜȄǇƭƻǊŜŘ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǳƴŎŜǊǘŀƛnty in 

prompting teacher reflection and inquiry on an event or experience (Janzen, 2013; Lange & Burroughs-

Lange, 1994; McDonald, 1992).  

Several factors can encourage and support teachers to embrace and dwell on the uncertainty 

inherent in their practice. The importance of collaboration, dialogue and professional communities has 

been highlighted in studies that advocate for the importance of dialogue as part of teacher inquiry 

(Costache et al., 2019; Helsing, 2007b; Lefstein et al., 2020; Parr, 2010; Starrett et al., 2023). When 
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uncertainty is supported by a collaboration involving trust and dialogue, it can encourage teachers to 

άǊŜǎǇƻƴŘ ǘƻ ǘƘŜ ǳƴŎŜǊǘŀƛƴǘƛŜǎ ƻŦ ǘƘŜƛǊ ǿƻǊƪ ǿƛǘƘ ŜȄǇŜǊƛƳŜƴǘŀǘƛƻƴ ŀƴŘ ŎǊŜŀǘƛǾƛǘȅΣ ŀǘǘŜƴŘƛƴƎ ǘƻ ǘƘŜ 

idiosyncrasies of the contexts ƛƴ ǿƘƛŎƘ ǘƘŜȅ ǿƻǊƪέ όIŜƭǎƛƴƎΣ нллтōΣ ǇΦ монпύΦ {ǘǳŘƛŜǎ όDǳΣ нлноύ ƘŀǾŜ 

also shown that the support of leadership in providing teachers with time and space to be curious and 

innovative with new practices is significant in how teachers use uncertainty as a provocation for 

reflection and learning.  

Helsing (2007a) explores a more nuanced approach to teacher uncertainty by examining how 

two different teachers experience uncertainty. Her study shows that how teachers experience 

uncertainty impacts on how likely they are to deploy uncertainty as a catalyst for thinking about and 

reflecting upon their practice. The particular nature of that uncertainty, the time in which it occurs, and 

how comfortable teachers feel about embracing the unknown (emotional reactions) are all factors that 

shape the experience, and this experience is fluid. In other words, one day a teacher may feel quite 

comfortable with uncertainty and other days, they may not. Helsing (2007a) argues that more research 

on how teachers experience uncertainty as a navigator for professional learning is needed. Here again, 

my PhD study may be seen a response to calls for such research.  

2.3.3 Reflection and learning: inquiry supported by dialogue 

The literature includes many ways of conceptualising social reflection and learning, from school-

based approaches where colleagues support each other (Kohler et al., 2012; Little, 2011; Zwart et al., 

2007) to the ways that universities and schools support collaborative learning (Day et al., 2021; Hedges, 

2010) and how  collaboration and dialogue occur in both formal and informal ways (Beck & Kosnick, 

2014). Collaborative spaces are constantly in flux and are imbued with relational complexity. Much has 

been written about the characteristics of trust and mutual respect between people that allows for 

ǾǳƭƴŜǊŀōƛƭƛǘȅ ŀƴŘ ŎƘŀƭƭŜƴƎƛƴƎ ŎƻƴǾŜǊǎŀǘƛƻƴǎΦ ¢ŀƭƪ ǘƘŀǘ ǇǊƻƳƻǘŜǎ άconfrontation either by self or others 
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[authorΩs italicsϐέ (Day, 1993, p. 88), which involves both support and challenge of existing ideas 

(MacPhail et al., 2021), can be a significant precursor to teacher reflection and teacher learning 

(Baskerville & Goldblatt, 2009).  

2.3.3.1 Critical friends.  One way of supporting new ways of thinking or seeing is through 

ǇǊƻǾƻŎŀǘƛǾŜ ŘƛŀƭƻƎǳŜ ŀƴŘ ǉǳŜǎǘƛƻƴƛƴƎΣ ǿƘŜǊŜ ΨƻǳǘǎƛŘŜǊǎΩ Ŏŀƴ ŀŎǘ ŀǎ άƛƴǾƛǘŜŘ ǘǊǳǎǘŜŘ ƛƴǘŜǊǾŜƴǘƛƻƴŀƭƛǎǘǎέ 

(Day, 1999, p. 227). This often involves a critical friend (Costa & Kallick, 1993). Although pairing the two 

terms (ΨcriticalΩ and ΨfriendshipΩ) might seem somewhat paradoxical, the term Ψcritical friendshipΩ 

deliberately encompasses and implies that both roles need to be simultaneously evoked. Costa and 

YŀƭƭƛŎƪ όмффоύ ŘŜŜƳ ǘƘŜ ǘŜǊƳ ΨŎǊƛǘƛŎŀƭ ŦǊƛŜƴŘΩ ǘƻ ōŜ ǎƻƳŜƻƴŜ ǿƘƻ ƛǎ ŀ  

ǘǊǳǎǘŜŘ ǇŜǊǎƻƴ ǿƘƻ ŀǎƪǎ ǇǊƻǾƻŎŀǝǾŜ ǉǳŜǎǝƻƴǎΣ ǇǊƻǾƛŘŜǎ Řŀǘŀ ǘƻ ōŜ ŜȄŀƳƛƴŜŘ ǘƘǊƻǳƎƘ ŀƴƻǘƘŜǊ 

ƭŜƴǎΣ ŀƴŘ ƻũŜǊǎ ŎǊƛǝǉǳŜǎ ƻŦ ŀ ǇŜǊǎƻƴΩǎ ǿƻǊƪ ŀǎ ŀ ŦǊƛŜƴŘΦ ! ŎǊƛǝŎŀƭ ŦǊƛŜƴŘ ǘŀƪŜǎ ǝƳŜ ǘƻ Ŧǳƭƭȅ 

ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ǘƘŜ ǿƻǊƪ ǇǊŜǎŜƴǘŜŘ ŀƴŘ ǘƘŜ ƻǳǘŎƻƳŜǎ ǘƘŀǘ ǘƘŜ ǇŜǊǎƻƴ ƻǊ ƎǊƻǳǇ ƛǎ 

ǿƻǊƪƛƴƎ ǘƻǿŀǊŘΦ ¢ƘŜ ŦǊƛŜƴŘ ƛǎ ŀƴ ŀŘǾƻŎŀǘŜ ŦƻǊ ǘƘŜ ǎǳŎŎŜǎǎ ƻŦ ǘƘŀǘ ǿƻǊƪΦ όǇΦ рлύ 

What is evident in this understanding is the value of working in a simultaneously supportive and 

ŎƘŀƭƭŜƴƎƛƴƎ ǿŀȅΦ ¢ƘŜ ǳǎŜ ƻŦ ǘƘŜ ǘŜǊƳ ΨŦǊƛŜƴŘǎƘƛǇΩ ƘŜǊŜ ƛƳǇƭƛŜǎ ǘƘŀǘ ǘƘƛǎ ǊŜƭŀǘƛƻƴǎƘƛǇ ƛǎ ōŀǎŜŘ ƻƴ Ƴǳǘǳŀƭ 

ǊŜǎǇŜŎǘ ŀƴŘ ǘǊǳǎǘΦ .ŀǎƪŜǊǾƛƭƭŜ ŀƴŘ DƻƭŘōƭŀǘǘΩǎ όнллфύ understanding of critical friendship is similar to that 

of Costa and Kallick (1993). However, their definition is focused more on a school-based approach. 

Baskerville and Goldblatt (2009) define a critical friend as  

! ŎŀǇŀōƭŜ ǊŜƅŜŎǝǾŜ ǇǊŀŎǝǝƻƴŜǊ όǿƛǘƘ ƛƴǘŜƎǊƛǘȅ ŀƴŘ Ǉŀǎǎƛƻƴ ŦƻǊ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎύ ǿƘƻ 

ŜǎǘŀōƭƛǎƘŜǎ ǎŀŦŜ ǿŀȅǎ ƻŦ ǿƻǊƪƛƴƎ ŀƴŘ ƴŜƎƻǝŀǘŜǎ ǎƘŀǊŜŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ǘƻ ǎǳǇǇƻǊǘ ŀƴŘ ŎƘŀƭƭŜƴƎŜ 

ŀ ŎƻƭƭŜŀƎǳŜ ƛƴ ǘƘŜ ŘŜǇǊƛǾŀǝǎŀǝƻƴ ƻŦ ǘƘŜƛǊ ǇǊŀŎǝŎŜΦ όǇΦ нлсύ 

A critical friend is also an insider (a teacher), who has the knowledge and understanding of the 

ǿƻǊƪ ǘƘŀǘ ǘŜŀŎƘŜǊǎ ΨŘƻΩΦ CǊƻƳ ǘƘƛǎ Ǉƻǎƛǘƛƻƴ ǿƛǘƘƛƴ ŀƴ ƛƴǎǘƛǘǳǘƛƻƴΣ ŀ ŎǊƛǘƛŎŀƭ ŦǊƛŜƴŘ Ŏŀƴ ǎǳǇǇƻǊǘƛǾŜƭȅ 

ŎƘŀƭƭŜƴƎŜ ǊŜŦƭŜŎǘƛƻƴ ƻƴ ǇǊŀŎǘƛŎŜΦ Lƴ ǳǎƛƴƎ ǘƘŜ ǘŜǊƳ ΨŘŜǇǊƛǾƛǘƛǎŀǘƛƻƴ ƻŦ ǇǊŀŎǘƛŎŜΩΣ .ŀǎƪŜǊǾƛƭƭŜ ŀƴŘ Dƻldblatt 

indicate that teachers need to make their thinking more public for transformation and learning to occur. 
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This deprivatisation is significant as it enables teachers to metaphorically step outside of their usual 

άǿŀȅǎ ƻŦ ǿƻǊƪƛƴƎέ and engage with new ǿŀȅǎ ƻŦ ǘƘƛƴƪƛƴƎ ό/ƻƭƭƛƴǎΣ нллпύ ǘƻ ŜȄǇƭƻǊŜ άƴŜǿ ǿŀȅǎ ƻŦ ǎŜŜƛƴƎ 

ŀƴŘ ōŜƭƛŜǾƛƴƎέ ǿƛǘƘ ƻǘƘŜǊǎ ό¢ƻǿƴŘǊƻǿΣ нллтΣ ǇΦ нύΦ ¢Ƙƛǎ ǎƘŀǊƛƴƎ ƻŦ ǘƘƛƴƪƛƴƎ ǿƛǘƘ ƻǘƘŜǊǎ ƛǎ Ǿƛǘŀƭ ŀǎ 

individual introspection and isolated reflective practices can lead to mechanistic practices (Golby & 

Appleby, 2006). It is important that teachers engage in forms of dialogic reflection with colleagues who 

are insiders but also with outsiders (those who do not work in the same institution). Collins (2004) 

cautions that   

ώǘϐƘŜ ŎƻƴŎŜǇǘǎ ŀƴŘ ǘƘŜƻǊƛŜǎ ǘƻ ǿƘƛŎƘ ǘƘŜȅ ƘŀǾŜ ŀŎŎŜǎǎ ǉǳƛǘŜ ƭƛǘŜǊŀƭƭȅ ǎŜǘ ǘƘŜ ƭƛƳƛǘǎ ƻŦ ǘƘŜƛǊ 

ŎŀǇŀŎƛǘȅ ǘƻ ǊŜƅŜŎǘ ώΧϐ ǿƛǘƘƻǳǘ ŀŎŎŜǎǎ ǘƻ ŎƻƴŎŜǇǘǎ ŀƴŘ ǘƘŜƻǊƛŜǎ ǘƘŀǘ ŀǊŜ ƻǳǘǎƛŘŜ ǘƘŜƛǊ ǳǎǳŀƭ ǿŀȅ 

ƻŦ ƭƻƻƪƛƴƎ ŀǘ ǘƘƛƴƎǎΣ ǘŜŀŎƘŜǊǎ ŀǊŜ ǳƴŀōƭŜ ŜǾŜƴ ǘƻ ǎŜŜ ƳǳŎƘ ƻŦ ǘƘŜƛǊ ŎǳǊǊŜƴǘ ǇǊŀŎǝŎŜΦ όǇΦ нонύ 

In other words, if reflection is restricted to the theories, discourses and practices used in a 

ǘŜŀŎƘŜǊΩǎ ǎŎƘƻƻƭΣ ǘƘŜȅ ŀǊŜ ƛƴ ŘŀƴƎŜǊ ƻŦ ƳŜǊŜƭȅ ǊŜǇŜŀǘƛƴƎ ŀƴŘ ǎǳǎǘŀƛƴƛƴƎ ǘƘŜƛǊ ŎǳǊǊŜƴǘ ōŜƭƛŜŦǎ ό/ƻƭƭƛƴǎΣ 

2004; Day, 1999b; Golby & Appleby, 2006). One way of opening up both classroom and school doors to 

bring new insights and perspectives, whilst respecting the professional knowledge teachers have, is 

through school-university partnerships, where the university researcher can act as a critical friend by 

being a provocateur as teachers engage in reflection. 

2.3.3.2 The university researcher as a friendly provocateur.  Building on the understanding 

that teachers should be encouraged ŀƴŘ ŜƴŀōƭŜŘ ǘƻ ΨǎŜŜΩ ōŜȅƻƴŘ ǘƘŜƛǊ ǇǊŀŎǘƛŎŜǎ ŀƴŘ ŜȄǇŜǊƛŜƴŎŜǎ ƛƴ 

which they are immersed, studies (Aspfors et al., 2015; Collins, 2004; Day, 1999b; Golby & Appleby, 

2006; Swaffield, 2007; Towndrow, 2007) have highlighted the importance of an outsider (who is not 

ƛƴŎǳƭŎŀǘŜŘ ƛƴǘƻ ŀ ǎŎƘƻƻƭΩǎ ŜȄƛǎǘƛƴƎ ōŜƭƛŜŦǎ ŀƴŘ ǇǊŀŎǘƛŎŜǎύ ǘƻ ōǊƛƴƎ ƴŜǿ ways of seeing through critical 

friendship. Fletcher (2019) proposes that these types of critical friendships open spaces for a researcher 

ǘƻ ŀŎǘ ŀǎ ŀƴ άin-ōŜǘǿŜŜƴŜǊέ [authors italicΩs] (p. 79), someone who is both an outsider (to school 

practices) and an insider (who may have had past practical experiences of teaching and an 
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ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǘŜŀŎƘƛƴƎ ǇǊƻŦŜǎǎƛƻƴύΦ !ƴ Ψƛƴ-ōŜǘǿŜŜƴŜǊΩ Ŏŀƴ ŜƴŀōƭŜ researchers and teachers to 

share life experiences and learnings. These mutual understandings can strengthen these critical 

friendships (Golby & Appleby, 2006; Towndrow, 2007).  

University researchers/educators (academics) can bring new ways of seeing into schools by 

developing learning partnerships (Day et al., 2021, p. 2). These types of partnerships require rich 

ŘƛŀƭƻƎǳŜ ǿƘŜǊŜ ǘƘŜ ǇŀǊǘƴŜǊǎƘƛǇ άƛƴǎǇƛǊŜǎ ŎǳǊƛƻǎƛǘȅ ŀƴŘ ŦǳŜƭǎ ŜƴǘƘǳǎƛŀǎƳ ƛƴ ŀƭƭ ǇŀǊǘƛŜǎ ǘƻ ŎƻƳƳƛǘ 

ǘƘŜƳǎŜƭǾŜǎ ǘƻ ƛƳǇǊƻǾŜ ǘƘŜ ǉǳŀƭƛǘȅ ƻŦ ǇǊŀŎǘƛŎŜέ ό5ŀȅ Ŝǘ ŀƭΦΣ нлнмΣ ǇΦ нύΦ ²ƛǘƘƛƴ ǘƘŜǎŜ ŘƛŀƭƻƎƛŎ ǎǇŀŎŜǎΣ 

academics and teachers can challenge existing beliefs, leading to richer reflective practices, new learning 

and a transformation of practice (Day et al., 2021; Fletcher, 2019). These dialogic spaces have been 

ŘŜǎŎǊƛōŜŘ ŀǎ ŘȅƴŀƳƛŎ ŀƴŘ ŘŜƭƛŎŀǘŜΥ ǘƘŜȅ άŀǊŜ ƴƻǘ ǊŜǎǘŦǳƭΧ ōǳǘ Ŏƻƴǘƛƴǳŀƭƭȅ ŎƘŀƴƎƛƴƎ ŀƴŘ ƻŦŦŜǊƛƴƎ ƴŜǿ 

posǎƛōƛƭƛǘƛŜǎ ŀƴŘ ŎƘŀƭƭŜƴƎŜǎέ ό²ƛŎƪǎ ϧ wŜŀǎƻƴΣ нллфΣ ǇΦ нруύΣ ŜǎǇŜŎƛŀƭƭȅ ƛƴ ǘŜǊƳǎ ƻŦ ǘƘŜ ǊŜƭŀǘƛƻƴŀƭ ŀǎǇŜŎǘǎ 

that operate in these complex places. Day et al. (2021) argue that partnerships between universities and 

schools can open up valuable reflective learning spaces which act as  

ŜƴǘŜǊǇǊƛǎŜǎ ƻŦ ŎƘŀƴƎŜΦ ¢ƘŜȅ ŎǊŜŀǘŜ ŀƴŘ ŜƴŀōƭŜ ŀŎŎŜǎǎ ǘƻ ƴŜǿ ƭŜŀǊƴƛƴƎ ǇƻǎǎƛōƛƭƛǝŜǎΣ ŀƴŘ ƛƴ Ƴŀƴȅ 

ŎŀǎŜǎΣ ǘƘŜȅ ŀǊŜ ƻǇǇƻǊǘǳƴƛǝŜǎ ŦƻǊ ƭŜŀǊƴƛƴƎ ŀƴŘ ŎƘŀƴƎŜΦ ¢ƘŜȅ ǊŜǇǊŜǎŜƴǘ ƴŜǿ ǎŜǩƴƎǎΣ ƴŜǿ 

ǊŜƭŀǝƻƴǎƘƛǇǎ ŀƴŘ ƴŜǿ ƻǊƎŀƴƛǎŀǝƻƴŀƭ ŀǊǊŀƴƎŜƳŜƴǘǎ ŘŜǎƛƎƴŜŘ ǘƻ ǇǊƻǾƛŘŜ ǘƘŜ ǊŜǎƻǳǊŎŜǎ ŀƴŘ 

ŜȄǇŜǊǝǎŜ ǘƘŀǘ ŀǊŜ ƴŜŎŜǎǎŀǊȅΣ ǝƳŜƭȅ ŀƴŘ ŎƻƴǘŜȄǘπǎŜƴǎƛǝǾŜ ǘƻ ƛƳǇǊƻǾƛƴƎ ŜȄƛǎǝƴƎ ǇǊŀŎǝŎŜǎ ŀƴŘ 

ƻǳǘŎƻƳŜǎΦ όǇΦ мнсύ 

The final point that needs to be made about this partnership between teachers in schools and 

teacher educators in universities is that the work should not be seen as linear or following some pre-

existing procedure. Instead, it is an evolving and changing space that is embedded within the 

relationships that exist. Each space is contextual and unique. And yet, as Swaffield (2007) observes, 

ǿƘŀǘ ƘŀǇǇŜƴǎ ƛƴ ǘƘŜǎŜ ǎǇŀŎŜǎ ƴŜŜŘǎ ǘƻ ōŜ ǊŜǎŜŀǊŎƘŜŘ ŀǎ ƳǳŎƘ ǊŜƳŀƛƴǎ ǘƻ ōŜ ǳƴŘŜǊǎǘƻƻŘ άōƻǘƘ 

ƎŜƴŜǊŀƭƭȅ ŀƴŘ ƛƴ ǎǇŜŎƛŦƛŎ ŎƻƴǘŜȄǘǎέ όǇΦ нлсύ ŀōƻǳǘ ǘƘŜ ƴǳŀƴŎŜǎ ŀƴŘ ŎƻƳǇƭŜȄƛǘȅ ƻŦ ǘƘƛǎ ǾŀƭǳŀōƭŜ ǿƻǊƪΦ  
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2.3.4 Part Three and overall conclusion: pulling the research threads together 

Part Three explored the pertinent research that contextualises teacher reflection and teacher 

ƭŜŀǊƴƛƴƎΣ ŜǎǇŜŎƛŀƭƭȅ ǿƘŜƴ ƛǘ ƛǎ ǇǊƻǾƻƪŜŘ ōȅ ǳƴŎŜǊǘŀƛƴǘȅΣ ƛǎ ǎƛǘǳŀǘŜŘ ŀƴŘ ƛǎ ŜƳōŜŘŘŜŘ ƛƴǘƻ ŀ ǘŜŀŎƘŜǊΩǎ 

everyday practices. How uncertainty is positioned as teacher inquiry that is supported by dialogue from 

critical friends acting as outsiders is an important line of inquiry in this study. The discussion on how 

professional learning is understood in Australia helps to embed this discussion into the wider 

educational context that shapes practices in schools.  

The three parts of this literature review focused on reading, pedagogy, teacher reflection and 

teacher learning. Each part although independent is enmeshed with the others to explore the important 

research conversations in which this study is situated. Contemporary picturebooks, with meta-fictive 

devices combined with a variety of modal affordances, are both complex and sophisticated, and 

although there is substantial research regarding effective picturebook (paper) pedagogy, especially in 

the early years, how teachers design, enact and reflect on reading contemporary picturebooks (paper 

and digital app) in the upper years needs further research. 

The following chapter is focused on the methodology and methods used in this study. It situates 

this study within traditions of phenomenology and discusses important phenomenological concepts that 

are pertinent to this study, including life-world, lived experience and intentionality. The chapter 

concludes with descriptions of how participants were recruited, the decisions underpinning data 

collection and how the phenomenological data was analysed and presented.             



 

74 

 

Chapter 3 

Methodology 

 

 

 

άLƴǎǇƛǊŀǝƻƴ Ƙŀǎ ƳƻǊŜ ǘƻ Řƻ ǿƛǘƘ ŎŀǊŜŦǳƭ ǊŜǎŜŀǊŎƘ ŀƴŘ ƭƻƻƪƛƴƎ ŦƻǊ ŀ ŎƘŀƭƭŜƴƎŜΤ ŀƴŘ ŎǊŜŀǝǾƛǘȅ ƛǎ ŀōƻǳǘ 

ǇƭŀȅƛƴƎ ǿƛǘƘ ǿƘŀǘ L ŬƴŘΣ ǘŜǎǝƴƎ ƻƴŜ ǇǊƻǇƻǎƛǝƻƴ ŀƎŀƛƴǎǘ ŀƴƻǘƘŜǊ ŀƴŘ ǎŜŜƛƴƎ Ƙƻǿ ǘƘƛƴƎǎ ŎƻƳōƛƴŜ ŀƴŘ 

ǊŜŀŎǘέ ό¢ŀƴΦΣ нллмΣ ǇŀǊŀΦ нύΦ 

 

¢Ƙƛǎ ǎŎǳƭǇǘǳǊŜ ŎǊŜŀǘŜŘ ōȅ ƻƴŜ ƻŦ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎΣ ƛǎ ŎƘŀǊŀŎǘŜǊƛǎǝŎ ƻŦ ¢ŀƴΩǎ ǿƻǊƪΦ ¢ƘŜ ƻƴŜ ŜȅŜ ŜǾƻƪŜǎ 

ŦŜŜƭƛƴƎǎ ƻŦ ŎƭƻǎŜ ƭƻƻƪƛƴƎΣ ŀƴŘ ŀ ǎŜǘ ƻŦ ǿƛƴƎǎ ǎǳƎƎŜǎǘ ǘƘŀǘ ǘƘŜȅ Ŏŀƴ ōŜ ǳǎŜŘ ǘƻ ǾƛŜǿ ǘƘƛƴƎǎ ƛƴ ŀ ŘƛũŜǊŜƴǘ 

ǿŀȅΦ 
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Introduction  

This study seeks to explore the lived experience of a teacher as she designs, enacts and reflects 

on teaching one contemporary picturebook (paper and digital app) in an upper primary classroom. In 

preparing for this exploration, it was important to employ a philosophical and methodological approach 

that would allow for an in-depth study of the relationships and experiences which exist around reading 

events. I was drawn to phenomenology because it privileges the subjective human experience as it is 

lived. As mentioned in Chapter 1 (see section 1.4), a diverse range of phenomenological approaches is 

being used to explore and understand the complexity of educational contexts and how they shape the 

ǘŜŀŎƘƛƴƎ ƻŦ ƭƛǘŜǊŀǘǳǊŜ ƛƴ ŎƭŀǎǎǊƻƻƳǎ ŀŎǊƻǎǎ ǘƘŜ ǿƻǊƭŘ ό.Ǌƻǿƴ Ŝǘ ŀƭΦΣ нллтΤ /ǊŜŜƭȅ Ŝǘ ŀƭΦΣ нлнмΤ 5ŀƭƭΩ!ƭōŀΣ 

2009; Heydon & Rowsell, 2015; Rose, 2011). In the process of confirming phenomenology as my central 

underpinning methodological approach, I needed to establish and clarify what van Manen (2017b) 

describes as the purpose of phenomenological research.  According to van Manen (2017b), 

phenomenological research should 

ŜƴǘƘǊŀƭƭ ǳǎ ǿƛǘƘ ƛƴǎƛƎƘǘǎ ƛƴǘƻ ǘƘŜ ŜƴƛƎƳŀ ƻŦ ƭƛŦŜ ŀǎ ǿŜ ŜȄǇŜǊƛŜƴŎŜ ƛǘτǘƘŜ ǿƻǊƭŘ ŀǎ ƛǘ ƎƛǾŜǎ ŀƴŘ 

ǊŜǾŜŀƭǎ ƛǘǎŜƭŦ ǘƻ ǘƘŜ ǿƻƴŘŜǊƛƴƎ ƎŀȊŜτǘƘǳǎ ŀǎƪƛƴƎ ǳǎ ǘƻ ōŜ ŦƻǊŜǾŜǊ ŀǧŜƴǝǾŜ ǘƻ ǘƘŜ ŦŀǎŎƛƴŀǝƴƎ 

ǾŀǊƛŜǝŜǎ ŀƴŘ ǎǳōǘƭŜǝŜǎ ƻŦ ǇǊƛƳŀƭ ƭƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜ ŀƴŘ ŎƻƴǎŎƛƻǳǎƴŜǎǎ ƛƴ ŀƭƭ ƛǘǎ ǊŜƳŀǊƪŀōƭŜ  

ŎƻƳǇƭŜȄƛǝŜǎΣ ŦŀǘƘƻƳƭŜǎǎ ŘŜǇǘƘǎΣ ǊƛŎƘ ŘŜǘŀƛƭǎΣ ǎǘŀǊǘƭƛƴƎ ŘƛǎǘǳǊōŀƴŎŜǎΣ ŀƴŘ ƭǳǊƛƴƎ ŎƘŀǊƳǎΦ όǇΦ ттфύ 

In this study I use phenomenology to help me pull back the metaphorical curtain on the 

everyday pedagogy for teaching contemporary picturebooks (paper and digital), and in so doing reveal 

where and how rich and complex approaches to teaching might exist in practice. Further, I wanted to 

ōŜǘǘŜǊ ǳƴŘŜǊǎǘŀƴŘ άǘƘŜ ŘŜǘŀƛƭǎ ŀƴŘ ǎŜŜƳƛƴƎƭȅ ǘǊƛǾƛŀƭ ŘƛƳŜƴǎƛƻƴǎ ƻŦ ƻǳǊ ŜǾŜǊȅŘŀȅ ŜŘǳŎŀǘƛƻƴŀƭ ƭƛǾŜǎέ όǾŀn 

Manen, 2015b, p. 8) in the teaching of a picturebook. This approach, according to Henriksson (2012), 

ǘŀƪŜǎ ǘƘŜ άŎƻƴŎǊŜǘŜ ƳƛƴǳǘƛŀŜ ƻŦ ǇŜŘŀƎƻƎȅ ŀƴŘ ŎƭŀǎǎǊƻƻƳ ƛƴǘŜǊŀŎǘƛƻƴ ǎŜǊƛƻǳǎƭȅΤ ƛǘ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŜ 

embodied, ethical knowledge possessed by teachers, but ǿƘƛŎƘ ƛǎ ǊŀǊŜƭȅ ǘƘŜ ǎǳōƧŜŎǘ ŦƻǊ ǊŜǎŜŀǊŎƘέ όǇΦ 
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121).  

This chapter begins with a discussion of the philosophical and methodological decisions made in 

the study. Initially I focus on how the work of phenomenologists such as Husserl (1970) Heidegger (1949, 

1962, 1977), van Manen (2014, 2015b, 2015a, 2017a, 2019) and Vagle (2010b, 2018, 2019; 2016) were 

employed to understand how meaning is made in the life-world, as part of the lived experience of the 

central participant in this study, the teacher, Jayne. However, it is important to acknowledge from the 

outset that while phenomenology has similar historical tenets and philosophical understandings, 

ǇƘŜƴƻƳŜƴƻƭƻƎƛǎǘǎΩ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ŀƴŘ ƛƳǇƭŜƳŜƴǘŀǘƛƻƴǎ ƻŦ ƳŜŀƴƛƴƎ-making processes can vary widely  

(Creely et al., нлнмΤ 5ŀƭƭΩ!ƭōŀΣ нлммΤ [ŀǾŜǊǘȅΣ нллоΤ ±ŀƎƭŜΣ нлмпύΦ ¢ƘŜ ǎŜŎƻƴŘ ƘŀƭŦ ƻŦ ǘƘƛǎ ŎƘŀǇǘŜǊ ŦƻŎǳǎŜǎ 

ƻƴ ŀƴ ŜȄǇƭŀƴŀǘƛƻƴ ƻŦ ǘƘŜ ΨǊŜǎŜŀǊŎƘ ŘŜǎƛƎƴΩ ǿƘƛŎƘ ǊŜǾƛǎƛǘǎ ǘƘŜ ǊŜǎŜŀǊŎƘ ǉǳŜǎǘƛƻƴǎ ŀƴŘ ƻǳǘƭƛƴŜǎ Ƙƻǿ L 

recruited participants for the study. It then presents how, why and when data were collected to ensure 

that this would provide rich insights into the lived experiences of my participants. A section on 

researcher reflexivity follows. Finally, the chapter concludes with a discussion of how the data were 

presented and analysed. 

3.1 Theoretical understandings of phenomenology 

Phenomenology as outlined above, encompasses both a philosophical stance and a collection of 

research methods. The origin of phenomenology is attributed to Husserl (1859-1938), who crafted his 

understanding from the work of philosophers such as Aristotle, Nietzsche and Brentano (Merleau-Ponty, 

2012). Husserl (whose work spans the second half of the nineteenth century and the first four decades 

of the twentieth century) is commonly referred to as the father of phenomenology (Moran, 2000). 

IǳǎǎŜǊƭΩǎ ŎƻƴŎŜǇǘǳŀƭƛǎŀǘƛƻƴ ƻŦ ǇƘŜƴƻƳŜƴƻƭƻƎȅ ŀǊƻǎŜ ŦǊƻƳ Ƙƛǎ ƛƴŎǊŜŀǎƛƴƎ ŎƻƴŎŜǊƴ ǿƛǘƘ ǘƘŜ ǳǎŜ ƻŦ 

positivist research approaches, and the move away from recognising the views of the human subject as 

a valuable form of knowledge.  
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According to many phenomenological researchers, including Dalberg and colleagues (2008), 

IǳǎǎŜǊƭ ǿŀǎ ǎŜŜƪƛƴƎ ǘƻ άǊŜƛƴǎǘŀǘŜ ǘƘŜ ŜǾŜǊȅŘŀȅ ƘǳƳŀƴ ǿƻǊƭŘ ŀǎ ǘƘŜ ŦƻǳƴŘŀǘƛƻƴ ƻŦ ǎŎƛŜƴŎŜέ όǇΦ омύΦ ¢ƘǳǎΣ 

he sought to explore both the ontological and epistemological questions of reality and knowledge to 

gain an insight into the everyday lived experience. Phenomenologists including Heidegger (1949, 1962, 

1977),  Merleau-Ponty (1964, 1968, 2012), Gadamer (2013), Van Manen (1982, 2014, 2015b, 2017b, 

2019), Smith, Flowers and Larkin (2009), Friesen, Henriksson and Saevi (2012), Dahlberg et al., (2008) 

and Vagle (2009, 2010b, 2014, 2018) have built on this formative thinking both philosophically and in 

terms of practical advice for researchers. 

From a phenomenological Ǉƻƛƴǘ ƻŦ ǾƛŜǿΣ ǘƻ Řƻ ǊŜǎŜŀǊŎƘ ƛǎ ŀƭǿŀȅǎ ǘƻ άǉǳŜǎǘƛƻƴ ǘƘŜ ǿŀȅ ǿŜ 

ŜȄǇŜǊƛŜƴŎŜ ǘƘŜ ǿƻǊƭŘΣ ǘƻ ǿŀƴǘ ǘƻ ƪƴƻǿ ǘƘŜ ǿƻǊƭŘ ƛƴ ǿƘƛŎƘ ǿŜ ƭƛǾŜ ŀǎ ƘǳƳŀƴ ōŜƛƴƎǎέ όǾŀƴ aŀƴŜƴΣ мффлΣ 

ǇΦ рύΦ ¢ƘǳǎΣ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ǎǘǳŘƛŜǎ ŀǊŜ ŀǎ ƳǳŎƘ ŀōƻǳǘ ǳƴŘŜǊǇƛƴƴƛƴƎ άŘƛǎǇƻǎƛǘƛƻƴǎ ŀƴŘ ŀǘǘƛǘǳŘŜǎέ 

(Friesen et al., 2012, p. 1) as they are about the methods used. These dispositions and attitudes need to 

be understood as situated within the epistemological and ontological foundations of phenomenology as 

they profoundly influence how phenomenological studies are designed and enacted. There are several 

key ideas within phenomenology that this study draws upon:  

¶ ¢ƘŜ ƭƛŦŜπǿƻǊƭŘ ŀƴŘ ƭƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜ 

¶ 9ȄǇŜǊƛŜƴŎŜ ŀƴŘ ƳŜŀƴƛƴƎ 

o LƴǘŜƴǝƻƴŀƭƛǘȅ ŀƴŘ ƳŜŀƴƛƴƎΥ ! ǘǊŀƴǎŎŜƴŘŜƴǘŀƭ ǾƛŜǿ 

o LƴǘŜƴǝƻƴŀƭƛǘȅ ŀƴŘ ƳŜŀƴƛƴƎΥ ! ƘŜǊƳŜƴŜǳǝŎ ǾƛŜǿ 

o LƴǘŜƴǝƻƴŀƭƛǘȅ ŀƴŘ ƳŜŀƴƛƴƎΥ ! ǇƻǎǘπƛƴǘŜƴǝƻƴŀƭ ǾƛŜǿ 

¢ƘŜ ŦƻƭƭƻǿƛƴƎ ǎŜŎǘƛƻƴ ǇǊƻǾƛŘŜǎ ŀƴ ŜȄǇƭŀƴŀǘƛƻƴ ƻŦ ǘƘŜǎŜ ƛŘŜŀǎΣ ƛƴ ǘǳǊƴΣ ōŜƎƛƴƴƛƴƎ ǿƛǘƘ Ψ¢ƘŜ ƭƛŦŜ-

ǿƻǊƭŘ ŀƴŘ ƭƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜΩΦ  
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3.1.1 The life-world and lived experience 

A foundational concept within phenomenology is the inseparability of humans and the world in 

which they live. The life-world (Lebenswelt), as originally theorised by Husserl (1970) and then by Schutz 

et al.  (1973), ǎƛƎƴƛŦƛŜǎ άǘƘŜ ǿƻǊƭŘ ƻŦ ƘǳƳŀƴ ŜȄǇŜǊƛŜƴŎŜέ ό±ŀƎƭŜΣ нлмуΣ ǇΦ тύ ǘƘŀǘ ŜƴŎƻƳǇŀǎǎŜǎ άŜǾŜǊȅŘŀȅ 

ƭƛŦŜέ όǾŀƴ aŀƴŜƴΣ нлмрōΣ ǇΦ тύΦ ¢Ƙƛǎ ǿƻǊƭŘ Ŏƻƴǎƛǎǘǎ ƻŦ ǎǳōƧŜŎǘǎ όƘǳƳŀƴǎύ ŀƴŘ ŀ ŎƻƳǇƭŜȄ ŀǊǊŀȅ ƻŦ ƻōƧŜŎǘǎΦ 

ΨhōƧŜŎǘǎΩ ƛƴ ǘƘŜ ƭƛŦŜ-world may consist of both tangible and nontangible entities. Nontangible objects can 

ōŜ άƳŜƳƻǊƛŜǎ ώŀƴŘϐ ŘŜǎƛǊŜǎέ όCǊŜŜƳŀƴ ϧ ±ŀƎƭŜΣ нлмоΣ ǇΦ тнуύΣ ōŜƭƛŜŦǎΣ ǾŀƭǳŜǎ ŀƴŘ ƛŘŜŀǎ ό±ŀƎƭŜΣ нлмуύΣ 

whereas tangible objects may be things such as tools and equipment. There are nuances in how the life-

world is understood within the field of phenomenology. The understanding of the life-world drawn upon 

in this study is that which exists within the hermeneutic and post-intentional understandings of the life-

world, based on van Manen (2015b) and Vagle (2018). As key writers in this area, both van Manen and 

Vagle posit that the life-world consists of rich and intertwined relational experiences that are enlivened 

by the connections between people and objects as the world is co-constructed. Lived experiences within 

the life-world are a result of the intertwining of objects and humans within the everyday experience. 

3.1.2 Lived experience as it exists in the life-world. 

¢ƘŜ ΨƭƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜΩ ό9ǊƭŜōƴƛǎύ ǊŜŦŜǊǎ ǘƻ ƭƛŦŜ ŀǎ ƛǘ ƛǎ ƭƛǾŜŘ ό±ŀƎƭŜΣ нлмуΤ Ǿŀƴ aŀƴŜƴΣ нлмрύ ŀƴŘ as 

ƛǘ ƻŎŎǳǊǎ ǿƛǘƘƛƴ ƻǳǊ ΨƭƛŦŜ-ǿƻǊƭŘΩΦ ¢ƘŜ Sage Dictionary of Qualitative Inquiry (2007) defines an experience 

ŀǎ ǎƻƳŜǘƘƛƴƎ ǘƘŀǘ ƛǎ άƭƛǾŜŘΣ ŦŜƭǘΣ ǳƴŘŜǊƎƻƴŜΣ ƳŀŘŜ ǎŜƴǎŜ ƻŦΣ ŀƴŘ ŀŎŎƻƳǇƭƛǎƘŜŘέ όǇΦ млмύΦ ¢ƘŜ 

ŜǘȅƳƻƭƻƎƛŎŀƭ ƻǊƛƎƛƴǎ ƻŦ ǘƘŜ ǿƻǊŘ ΨŜȄǇŜǊƛŜƴŎŜΩ ŘŜǊƛǾŜ ŦǊƻƳ ǘƘŜ [ŀǘƛƴ ǿƻǊŘ ΨŜȄǇŜǊƛŜƴǘŀΩ, ƳŜŀƴƛƴƎ άǘǊƛŀƭ 

ǇǊƻƻŦΣ ŜȄǇŜǊƛƳŜƴǘΣ ŜȄǇŜǊƛŜƴŎŜέ όvan Manen, 2014, p. 39).  A phenomenological experience consists of 

how we relate to the life-world in which we are engaged, where meaning is both contextual and 

historical (Dahlberg et al., 2008). In other words, we live in a world where we base meaning on our 

knowledge and perceptions of what has come before and our expectations of what may come after. This 



 

79 

 

meaning is not fixed or stable, nor it is not something that is stagnant and tangible. Rather, meanings 

ebb and flow as individuals interact with their world. Friesen (2012), a hermeneutic phenomenologist, 

describes lived experience as a part of the inseparable connections between the self and the world. It 

arises through engagement with the world of concerns, actions, and meanings that constitute the life 

world. Experience, conceived in this way, is a part of the life-world that ǿŜ ƛƴƘŀōƛǘ άƴŀǘǳǊŀƭƭȅέ ŀƴŘ 

partakes in all of the characteristics of this life world (p. 44). Frieesen, like Vagle and van Manen, situates 

lived experience within the complex connections that occur in the life-world. Any lived experience that 

occurs in the life-world reciprocally shapes the experience of a person and is in turn shaped by that 

person in the life-world. Meaning and understanding of any experience are constructed through these 

dynamic and changeable connections. 

3.2 Phenomenology as a philosophical construct: experience and meaning 

Phenomenologists tend to agree that any phenomenological experience and its subsequent 

ƳŜŀƴƛƴƎ ǊŜǎƛŘŜǎ ǿƛǘƘƛƴ ǘƘŜ ƴƻǘƛƻƴ ƻŦ ΨƛƴǘŜƴǘƛƻƴŀƭƛǘȅΩ όIǳǎǎŜǊƭΣ мфтлΤ aƻǊŀƴΣ нлллΤ ±ŀƎƭŜΣ нлмуΤ Ǿŀƴ 

Manen, 2015b) and these connections are an inseparable part of any life-world. The phenomenological 

ƳŜŀƴƛƴƎ ƻŦ ǘƘŜ ǿƻǊŘ ΨƛƴǘŜƴǘƛƻƴŀƭƛǘȅΩ ƛǎ ƛƴǘŜǊǇǊŜǘŜŘ ŘƛŦŦŜǊŜƴǘƭȅ ŦǊƻƳ ǘƘŜ ǾŜǊƴŀŎǳƭŀǊ ƳŜŀƴƛƴƎ ƻŦ ǘƘŜ ǿƻǊŘΦ 

¢ƘŜ ŜǾŜǊȅŘŀȅ ǳǎŜ ƻŦ ǘƘŜ ǘŜǊƳ ΨƛƴǘŜƴǘƛƻƴŀƭΩ ǊŜŦŜǊǎ ǘƻ ŎƻƴǎŎƛƻǳǎ ōŜƘŀǾƛƻǳǊǎ ǘƘŀǘ ŀǊŜ ŘƛǊŜŎǘŜŘ ŘŜƭƛōŜǊŀǘŜƭȅ 

and purposefully towards an object or person. However, the phenomenological use of the term 

ΨƛƴǘŜƴǘƛƻƴŀƭƛǘȅΩ ƛǎ ƴƻǘ ŀōƻǳǘ ōŜƛƴƎ ŀǿŀǊŜ ƻŦ ƛƴǘŜƴǘΣ ƻǊ ŘƛǊŜŎǘƛƴƎ ƻƴŜΩǎ ǿƛƭƭ ǘƻǿŀǊŘ ŀƴ ƻōƧŜŎǘΣ ōǳǘ ǊŀǘƘŜǊ ƛǘ 

ǊŜŦŜǊŜƴŎŜǎ ǘƘŜ άŎƻƳǇƭŜȄΣ ƳŜǎǎȅ ǊŜƭŀǘƛƻƴǎƘƛǇ ŀƳƻƴƎ ƘǳƳŀƴǎ ŀƴŘ ǘƘŜ ǿƻǊƭŘόǎύ ǘƘŜȅ ŜȄǇŜǊƛŜƴŎŜέ 

(Freeman & Vagle, 2013, p. 728). Where intentionally is shaped through these interactions. 

Within the phenomenological field there are key differences between how intentionality is 

conceptualised, especially between the two main foundational phenomenological schools of thought. 

These schools of thoughts are commonly divided into those on the one hand that relate to the seminal 
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work of Husserl (1859-мфоуύΣ ǿƘƛŎƘ ƛǎ ǿƛŘŜƭȅ ƪƴƻǿƴ ŀǎ ΨǘǊŀƴǎŎŜƴŘŜƴǘŀƭ ǇƘŜƴƻƳŜƴƻƭƻƎȅΩΣ ŀƴŘ ƻƴ ǘƘŜ 

other hand those based on the work of Heidegger, which is widely knowƴ ŀǎ ΨƘŜǊƳŜƴŜǳǘƛŎ 

ǇƘŜƴƻƳŜƴƻƭƻƎȅΩΦ ¢ƘŜǎŜ ǘǿƻ ŦƛŜƭŘǎ ƘŀǾŜ ŘƻƳƛƴŀǘŜŘ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ǎǘǳŘƛŜǎ ǎƛƴŎŜ ǘƘŜ ŜŀǊƭȅ ƴƛƴŜǘŜŜƴǘƘ 

century. More contemporary views of intentionality exist, as proposed by Vagle (2010, 2013, 2015, 

2018), with these described as post-intentional phenomenological approaches. To show how 

intentionality has been used to guide the choices in my study, particularly around the analysis of the 

data, it is important to trace and explore the roots of these ideas as there are strong ontological and 

epistemological assumptions embedded within each.  

3.2.1 Intentionality and meaning: a transcendental view (Descriptive Phenomenology) 

Husserl is recognised as one of the first philosophers who sought to examine how the 

ƛƴǘŜƴǘƛƻƴŀƭƛǘȅ ƻŦ ŎƻƴǎŎƛƻǳǎƴŜǎǎ ŎƻǳƭŘ ōŜ ǳǎŜŘ ǘƻ ŜȄǇƭŀƛƴ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜ ƻǊ ŀ ǇŜǊǎƻƴΩǎ ǊŜŀƭƛǘȅΦ IŜ ōŜƭƛŜǾŜŘ 

that intentionality is found when a subject directs their attention towards an object. See Figure 3.1 

ōŜƭƻǿ ŦƻǊ ŀ Ǿƛǎǳŀƭ ǊŜǇǊŜǎŜƴǘŀǘƛƻƴ ƻŦ ±ŀƎƭŜΩǎ όнлмуύ Ǿƛǎǳŀƭ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ƻŦ IǳǎǎŜǊƭΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ 

intentionality  

Figure 3.1 

IǳǎǎŜǊƭΩǎ view of intentionality as interpreted by Vagle  

 

bƻǘŜΥ LƳŀƎŜ ǊŜǇǊƻŘǳŎŜŘ ǿƛǘƘ ǇŜǊƳƛǎǎƛƻƴ ŦǊƻƳ /ǊŀƊƛƴƎ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ǊŜǎŜŀǊŎƘ ōȅ aŀǊƪ ±ŀƎƭŜΣ 

wƻǳǘƭŜŘƎŜΣ нлмуΣ ǇΦ оф 
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Intentionality lies in the connections between the subject and the objects in the life-world, but 

ƳŜŀƴƛƴƎ ƛǎ ŦƻǊƳŜŘ ǿƛǘƘƛƴ ŀ ǇŜǊǎƻƴΩǎ ǎǘǊǳŎǘǳǊŜǎ ƻŦ ŎƻƴǎŎƛƻǳǎƴŜǎǎΦ {o, experiences within a Husserlian 

epistemological view explore what is like to know. For example, what is it like to know love, what is it 

ƭƛƪŜ ǘƻ ƪƴƻǿ ƎǊƛŜŦΦ ¢ƘŜ ŜƳǇƘŀǎƛǎ ƛǎ ƻƴ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ƛƴǘŜǊƴŀƭ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ǘƘŜ 

experience. However, along with other researchers such as Vagle (2010, 2013, 2015, 2018) and van 

Manen (2015b), this study aligns with the view that meaning does not primarily exist within 

consciousness but is instead a constellation of interpretations of relations that exist outside of the 

person, in the space between subject and the object. 

3.2.2 Intentionality and meaning: a hermeneutic view (Interpretive Phenomenology) 

Heidegger was a student of Husserl and is generally considered the founder of hermeneutic 

phenomenology. IŜ ŎƘŀƭƭŜƴƎŜŘ ǘƘŜ ǾƛŜǿ ǘƘŀǘ ƳŜŀƴƛƴƎ ŜȄƛǎǘǎ ƻƴƭȅ ǿƛǘƘƛƴ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ŎƻƴǎŎƛƻǳǎƴŜǎǎΣ 

and subsequently reframed and re-ǎƘŀǇŜŘ Ƴŀƴȅ ƻŦ IǳǎǎŜǊƭΩǎ ƻǊƛƎƛƴŀƭ ƛŘŜŀǎΦ IŜƛŘŜƎƎŜǊ ǿŀǎ ŎƻƴŎŜǊƴŜŘ 

ǿƛǘƘ ƻƴǘƻƭƻƎƛŎŀƭ ǉǳŜǎǘƛƻƴǎ ƻŦ Ƙƻǿ ǿŜ ΨōŜΩ ƛƴ ǘƘŜ ǿƻǊƭŘΣ ǎǳŎƘ ŀǎ ΨǿƘŀǘ is it like to be in loveΚΩ ŀƴŘ ΨǿƘŀǘ ƛǎ 

it like to be in learningΚΩ IŜƛŘŜƎƎŜǊ ŘǊŜǿ ƻƴ Ƙƛǎ ƪƴƻǿƭŜŘƎŜ ƻŦ IǳǎǎŜǊƭΩǎ ǿƻǊƪ ŀƴŘ ǘƘŜ ǿƻǊƪ ƻŦ 

hermeneutics and posited that meaning making invariably involves a process of interpretation. The word 

hermeneutics derives from the Greek verb, hermeneuein, ǘƘŀǘ ƳŜŀƴǎ άǘƻ ǘǊŀƴǎƭŀǘŜ ŀƴŘ ƛƴǘŜǊǇǊŜǘέ 

ό.ǊŜǿŜǊΣ нллоΣ ǇΦ мофύΦ /ƻƴǎŜǉǳŜƴǘƭȅΣ ƘŜǊƳŜƴŜǳǘƛŎ ǇƘŜƴƻƳŜƴƻƭƻƎȅ ǊŜŦŜǊǎ ǘƻ άǘƘŜ ǎǘǳŘȅ ƻŦ ŜȄǇŜǊƛŜƴŎŜ 

ǘƻƎŜǘƘŜǊ ǿƛǘƘ ƛǘǎ ƳŜŀƴƛƴƎǎέ όCǊƛŜǎŜƴ Ŝǘ ŀƭΦΣ нлмнΣ ǇΦ мύΣ ǿƘƛŎƘ άŀǘǘŜƳǇǘǎ ǘƻ ŘŜǎŎǊƛōŜ ŀƴŘ ƛƴǘŜǊǇǊŜǘ 

meanings to a ceǊǘŀƛƴ ŘŜƎǊŜŜ ƻŦ ŘŜǇǘƘ ŀƴŘ ǊƛŎƘƴŜǎǎέ όǾŀƴ aŀƴŜƴΣ мффлΣ ǇΦ ммύΦ    

Figure 3.2 ƛƭƭǳǎǘǊŀǘŜǎ IŜƛŘŜƎƎŜǊΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ƘŜǊƳŜƴŜǳǘƛŎ ǇƘŜƴƻƳŜƴƻƭƻƎȅΣ ŀƴŘ ǘƘŜ ōŜƭƛŜŦ 

that meaning resides between the subject and object, not just existing within consciousness. This 

emphasises that meaning can be found through exploring our interpretations of lived experiences. This 
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moves the notion of intentionality from one where it is directed singularly from subject to an object, to a 

notion of intentionality that is bi-directional. 

Figure 3.2 

 IŜƛŘŜƎƎŜǊΩǎ ±ƛŜǿ ƻŦ LƴǘŜƴǘƛƻƴŀƭƛǘȅ ŀǎ LƴǘŜǊǇǊŜǘŜŘ ōȅ ±ŀƎƭŜ 

 

bƻǘŜΥ LƳŀƎŜ ǊŜǇǊƻŘǳŎŜŘ ǿƛǘƘ ǇŜǊƳƛǎǎƛƻƴ ŦǊƻƳ /ǊŀƊƛƴƎ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ǊŜǎŜŀǊŎƘ ōȅ aŀǊƪ ±ŀƎƭŜΣ 

wƻǳǘƭŜŘƎŜΣ нлмуΣ ǇΦ пм 

 

I was drawn to this idea of meaning existing in dynamic relationships between a subject and 

objects, as it resonated with the ways I thought, as an experienced teacher of literature in primary 

schools, about teaching and the inherent interactions between teachers, students, and a range of 

ΨƻōƧŜŎǘǎΩ όƛƴŎluding but not only the text being studied). And yet I wondered about the linear aspect of 

ǘƘƛǎ ƛƴǘŜƴǘƛƻƴŀƭƛǘȅ ŀƴŘ ǿŀǎ ƛƴǘǊƛƎǳŜŘ ōȅ ±ŀƎƭŜΩǎ όнлмуύ ǿƻǊƪ ƻƴ Ǉƻǎǘ-intentionality, in my efforts to 

capture the complexity of meaning-making in the literature classroom.  

 3.2.3 Intentionality and meaning: a post-intentional view 

Post-intentionality, according to Vagle (2010, 2011, 2018, 2019), is a phenomenological space 

where ideas from post-structuralism exist in conversation with hermeneutic phenomenology in ways 

that work at the margins of these two approaches. In particular, post-intentionality explores how 

intentionalities move and exist within the life-world. Vagle, again building on the work of Heidegger 

(1962), van Manen (2014, 2015) and Dahlberg et al. (2008), also believes that experience and meaning 
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reside in the dynamic interrelationships between the subject and the object in the life-world. Vagle 

(2010) outlines his thinking by stating 

Intentionality exists within a space that is neither in the subject or the object, rather it is found 

in-ōŜǘǿŜŜƴ ǘƘŜǎŜ ǎǇŀŎŜǎ ŀƴŘ ώǘƘƛǎϐ ƛǎ άƘƻǿ ƳŜŀƴƛƴƎ comes to be in the relationship between subjects 

ŀƴŘ ǘƘŜ ǿƻǊƭŘέΦ ό±ŀƎƭŜΣ нлмлōΣ ǇΦ офтύ 

It is through the connections, or ΨentanglementsΩ as Vagle (2018) terms them, among objects 

within the life-world, that meaning is created. However, Vagle conceptualises intentionality not as 

linear, but rather as dynamically swirling or circulating around and among ǎǳōƧŜŎǘǎ ŀƴŘ ƻōƧŜŎǘǎΥ άƛƴ ǘƘƛǎ 

way, phenomena do not belong in the intentional consciousness of the experiencer (of-ness), they 

belong in the intentional relations circulating in the life-ǿƻǊƭŘ ƻŦ ǿƘƛŎƘ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜǊ ƛǎ ŀ ǇŀǊǘέ ό±ŀƎƭŜΣ 

нлмуΣ ǇΦ фпύΦ ¢Ƙƛǎ ŀǇǇǊƻŀŎƘ ŀƭƭƻǿǎ ŦƻǊ ǘƘŜ άŎƻƴǎƛŘŜǊŀǘƛƻƴ ƻŦ ŀ ŎƛǊŎǳƭŀǘƛƻƴ ƻŦ ƳŜŀƴƛƴƎǎέ ό±agle, 2018, p. 

113). Vagle asserts that meaning is never fixed or stable and can never be captured in the present. 

wŀǘƘŜǊΣ ƳŜŀƴƛƴƎ ƛǎ άŀƭǿŀȅǎ ƛƴ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ōŜŎƻƳƛƴƎέ ό±ŀƎƭŜ нлмуΣ ǇΦ пмύΣ άƛǘ ƛǎ ŀƭǿŀȅǎ ƛƴ ŀƴ ŜƴǘŀƴƎƭŜŘ 

ƭƛƴŜ ƻŦ ŦƭƛƎƘǘέ ό±ŀƎƭŜΣ нлмуΣ ǇΦ мн9). In other words, it is through the complexities of entangled relations 

between people and objects that phenomena can be studied. Figure 3.3 ƛƭƭǳǎǘǊŀǘŜǎ ±ŀƎƭŜΩǎ όнлмуύ 

conception of intentionality (connections with the world). 
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Figure 3.3 

 ±ŀƎƭŜΩǎ post-intentional interpretation of intentionality 

 

 

bƻǘŜΥ LƳŀƎŜ ǊŜǇǊƻŘǳŎŜŘ ǿƛǘƘ ǇŜǊƳƛǎǎƛƻƴ ŦǊƻƳ /ǊŀƊƛƴƎ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ǊŜǎŜŀǊŎƘ ōȅ aŀǊƪ ±ŀƎƭŜΣ 

wƻǳǘƭŜŘƎŜΣ нлмуΣ ǇΦ оп 

 

Figure 3.3 conceptualises the messiness and complexity of intentionality as meaning ebbs and 

flows through the relations which surround the subject and object. The grey areas in the figure are 

representative of how meanings move and shift just as the context, subjects and objects within the life-

world move and shift. Vagle asserts that post-ƛƴǘŜƴǘƛƻƴŀƭƛǘȅ άŎŀƴ ŀƭǎƻ ƘŜƭǇ ǳǎ ōŜƎƛƴ ǘƻ ǎŜŜ ǘƘŀǘ ǿŜ ƳƛƎƘǘ 

ŀƛƳ ǘƻ ŜƴǘŜǊ ǘƘŜ ƳƛŘŘƭŜ ƻŦ ŘŜŜǇƭȅ ŜƴǘŀƴƎƭŜŘ ŎƻƴǘŜȄǘǎ ƻŦ ŜŘǳŎŀǘƛƻƴŀƭ ƳƻƳŜƴǘǎέ ό±ŀƎƭŜΣ нлмуΣ ǇΦ мнфύΣ ŀǎ 

ǘƘŜ άǾŜǊȅ ǎǳōƧŜŎǘ ƛǎ ōƻǘƘ ŎƻƴǎǘǊǳŎǘŜŘ ŀƴŘ ŎƻƴǎǘǊǳŎǘƛƴƎέ ό±ŀƎƭŜ ϧ IƻŦǎŜǎǎΣ нлмрΣ ǇΦ оотύΦ ¢Ƙƛǎ 

understanding that a phenomenological educational researcher seeks to enter the complexity of the 

teaching experience in the middle, where teachers entangle with objects and subjects, is a significant 

idea in this study. Using a post-intentional phenomenological approach allows for insights into how 

teachers design, enact and reflect on their teaching that exists within their own lived experience. 

Whilst intentional connections are fleeting and fluid, and always constructed and re-constructed 

through space and time, we can look at an experience and gain some sense of what it is like to 
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experience that phenomenon in that particular context, at that particular time. So, although I have 

ŘǊŀǿƴ ƻƴ ±ŀƎƭŜΩǎ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ƻŦ ƛƴǘŜƴǘƛƻƴŀƭƛǘȅ ŀƴŘ Ƙƻǿ ǘƘŜǎŜ ŜƴǘŀƴƎƭŜ ƛƴ ǘƘŜ ƭƛŦŜ-world, I also shuttle 

back and forwards with hermeneutic phenomenology (Heidegger and Max van Manen) to situate 

meaning. This shuttling back and forth is underpinned in my PhD study by three key beliefs: 

1. Intentionality exists as a person acts on the world, and in turn, the world acts on the person 

through a rich relational complexity that is contextualised 

2. Meaning can be found in the rich entangled relations that exist between subjects and objects, 

including the social and the embodied meanings that come into being through relations 

3. Meaning in any lived experience is not fixed or stable; rather, we are in an ongoing dialogue 

with it, but researchers can interpret the lived experience 

It is through this lens of intentionality, where meanings come into being through rich 

entanglements between objects and subjects as they exist in the life-world, that I construct meaning in 

this study.  

3.3 Using phenomenology as a methodological approach: research design 

This study seeks to understand the lived experiences of a Year 5 teacher, Jayne, as she teaches a 

contemporary picturebook over two mediums (paper and digital app). The following section identifies 

and describes the research design that underpins the study. Drawing on the idea of methodological 

ŎƻƴƎǊǳŜƴŎŜ όwƛŎƘŀǊŘǎ ϧ aƻǊǎŜΣ нллтύΣ ŀ ǊŜǎŜŀǊŎƘ ŘŜǎƛƎƴ ǎƘƻǳƭŘ ŜƴǎǳǊŜ ǘƘŀǘ ǘƘŜ άǇǳǊǇƻǎŜǎΣ ǉǳŜǎǘƛƻƴǎΣ 

ŀƴŘ ƳŜǘƘƻŘǎ ƻŦ ǊŜǎŜŀǊŎƘέ ό/ǊŜǎǿŜƭƭ ϧ tƻǘƘΣ нлмуΣ ǇΦ 50) are carefully interconnected and aligned. 

Cognisant of these ideas, I have drawn on both the philosophical and methodological thinking of 

hermeneutic and post-intentional phenomenology to guide this design. This congruence is important as 

it ensured the study was able to richly interpret and describe the lived experience of Jayne as she 
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designed, enacted and reflected on her teaching practice.  

²ƛǘƘƛƴ ǇƘŜƴƻƳŜƴƻƭƻƎȅΣ ǘƘŜǊŜ ƛǎ ƴƻ ŘŜŦƛƴƛǘƛǾŜ ƳŜǘƘƻŘΣ ŀǎ ǎǳŎƘΤ ǊŀǘƘŜǊΣ ǘƘŜǊŜ ŀǊŜ άǾŀǊƛƻǳǎ 

pathways within a coƳƳƻƴ ƳŜǘƘƻŘƻƭƻƎƛŎŀƭ ƭŀƴŘǎŎŀǇŜέ όCǊƛŜǎŜƴ Ŝǘ ŀƭΦΣ нлмнΣ ǇΦ мнύΦ ¢ƘŜ ŦƻƭƭƻǿƛƴƎ 

ǎŜŎǘƛƻƴ ƻǳǘƭƛƴŜǎ ǘƘŜǎŜ ΨǇŀǘƘǿŀȅǎΩ ŀƴŘ ƛƴŎƭǳŘŜǎ ŘƛǎŎǳǎǎƛƻƴǎ ŀōƻǳǘ ǘƘŜ ǊŜǎŜŀǊŎƘ ŘŜǎƛƎƴΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜ 

research questions, how the participants were recruited and how reflections on the experience were 

gathered, analysed and discussed. All decisions surrounding recruitment and data collection were in 

accordance with the ethics approval gained from Monash University, and permissions from the Victorian 

Department of Education and Training and the Melbourne Archdiocese Catholic Schools (See 

Appendices A, B and C.)  

3.3.1 The research questions 

Phenomenological questions seek to open spaces to enable exploration and wondering about 

the lived experience. Vagle (2018) suggests that phenomenolƻƎƛŎŀƭ ǉǳŜǎǘƛƻƴǎ ŀǊŜ ŎƻƴŎŜǊƴŜŘ ǿƛǘƘ άƘƻǿ 

we find ourselves-being-in-relation-with-others [ΧΦ] and other things [authorΩs italicsϐέ (p. 20). My study 

is concerned with how a teacher finds herself being-in-relation to her students, the picturebook, the 

author, and myself (as researcher and participating critical friend).  

The main research question which frames this study is 

How does an Australian upper primary teacher experience the reading and teaching of one 

picturebook (in paper and digital app forms) in a classroom context? 

This question was investigated through close attention to the following three sub-questions: 

a. How does that teacher engage in the process of pedagogical design?  

b. What is the experience of enacting this design?  

c. How does that teacher reflect on and learn from the experience?  
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3.3.2 The participants 

Consistent with the phenomenological concept of lived experiences, participants were 

ǇǳǊǇƻǎŜŦǳƭƭȅ ǊŜŎǊǳƛǘŜŘ ōŀǎŜŘ ƻƴ ǘƘŜƛǊ ŜȄǇƻǎǳǊŜ ǘƻ ŀƴŘ ǳǎŜ ƻŦ ƛtŀŘǎ ŀƴŘ ŎƘƛƭŘǊŜƴΩǎ ƭƛǘŜǊŀǘǳǊŜ ƛƴ ǘƘŜ 

ŎƭŀǎǎǊƻƻƳΦ aŀƴȅ ǉǳŀƭƛǘŀǘƛǾŜ ǎǘǳŘƛŜǎ ǳǎŜ άǇǳǊǇƻǎŜŦǳƭ ŎǊƛǘŜǊƛƻƴ ǎŀƳǇƭƛƴƎέ όtŀǘǘƻƴΣ нллнΣ ǇΦ ноуύ ŀƴŘΣ 

fitting with phenomenology, I sought participants who had had previous experiences with the particular 

phenomenon (reading paper and digital mediums). This previous experience provided a rich background 

for the study.  

3.3.2.1 The teacher and her students.  I wanted to recruit one teacher who taught in the upper 

primary school years (Year 5, Year 6 or a composite Year 5/6) for the study and their class of students. 

The intensive focus on only one teacher and one classroom allowed for an in-depth examination of how 

the teacher and her class experienced teaching and learning, using a paper and digital version of the 

Rules of summer. The deep focus on only one teacher was a deliberate choice and is not unusual within 

phenomenological research (Brown et al., 2007).  In fact, Vagle (2018) advocates for the importance of 

small-scale research If it seems to make sense, relative to the phenomenon under investigation, to 

spend a lot of time with one or two participants over an extended period of time and gather 

phenomenological material in many different waysτsuch as through interviews, observations, 

anecdotes, and performancesτthen have one to two participants (p. 82).  I initially used a web-based 

search to identify Victorian primary schools that self-identified as users of iPads in the upper years of 

schooling, thus increasing the chances of recruiting a teacher and students who had high levels of 

technological and pedagogical iPad expertise. I had hoped that by choosing a class that used iPads, the 

teacher and students would be less concerned with the technical operation or the novelty effect of 

digital devices that other studies have noted (Colomer & Vazquez, 2015; Fittipaldi et al., 2015). I wanted 

to foreground the experience of reading the contemporary picturebook over two mediums. This initial 
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web search spanned different educational sectors, such as government schools, catholic schools, and 

independent schools. Geographically the schools ranged from rural to city. From this initial search, 10 

schools were selected (five catholic and five government schools) as they all self-identified as using iPads 

and were geographically located to allow regular site visits.  

The principals of the targeted schools were sent an introductory email that detailed the study 

design and purpose (see Appendix D). This introduction email included the explanatory statement and a 

seven-minute You-Tube video that featured me talking through the significance and study design. If a 

principal was interested in the research, they were asked to forward the email on to their Year 5/6 

teachers. The interested Year 5/6 teachers were asked to complete a short five-minute Qualtrics 

questionnaire (see Appendix E). Through the initial identification of past experiences, the questionnaire 

ǇǊƻǾƛŘŜŘ ƛƴǎƛƎƘǘ ƛƴǘƻ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǘƘƻǳƎƘǘǎΣ ōŜƭƛŜŦǎ ŀƴŘ ǇǊŜǾƛƻǳǎ ŜȄǇŜǊƛŜƴŎŜ ǿƛǘƘ ŎƘƛƭŘǊŜƴΩǎ ƭƛǘŜǊŀǘǳǊŜΣ 

digital reading and iPads. This was important as previous experiences, cultural and social contexts have 

an impact on the reality of individuals (Laverty, 2003; Munhall, 1989) and their life-world. None of the 

10 targeted schools was interested in the research. However, three additional schools were identified 

after a conversation with an Apple educational consultant who identified schools regularly using iPads. 

¢ŀǊƎŜǘƛƴƎ ǘƘŜǎŜ ǘƘǊŜŜ ǎŎƘƻƻƭǎΣ L ƛƴǾƛǘŜŘ ƻƴŜ ƻŦ ǘƘŜƛǊ ǳǇǇŜǊ ȅŜŀǊǎΩ ŎƭŀǎǎǊƻƻƳ ǘŜŀŎƘŜǊǎ ǘƻ ŎƻƳǇƭŜǘŜ ǘƘŜ 

initial questionnaire. 

Reviewing the results of the three questionnaires, one teacher stated that she did not use 

picturebooks in class and did not see the relevance of these texts, which disqualified this teacher, as 

picturebook use was integral to this study. The remaining two teachers indicated that they were 

experienced with digital reading and were confident in using picturebooks in classrooms. Because of the 

closer geographical location and the ability to travel to and from the school easily, Jayne was the teacher 

chosen. She had been teaching for five years and had been using iPads 1:1 (one iPad per student) in her 
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classroom since 2014. Each student in her class had their own individual iPad. Jayne had some 

knowledge of reading practices on iPads through the use of eBooks and indicated that she was 

somewhat confident in using picturebook apps but had not used them extensively. Jayne would be able 

to offer insights into the experience of working across and between reading mediums (paper and digital 

app) while this was still a relatively new experience. Jayne was provided with an explanatory statement 

(see Appendix F) and subsequently signed the consent form agreeing to participate in the study (see 

Appendix G). 

WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ǿŜǊŜ ŀƭǎƻ ǇŀǊǘ ƻŦ ƘŜǊ ƭƛŦŜ-ǿƻǊƭŘΣ ŀƴŘ ŀǎ ǎǳŎƘΣ ǎǘǳŘŜƴǘǎ ƛƴ WŀȅƴŜΩǎ ¸ŜŀǊ р Ŏƭŀǎǎ 

were invited to take part in the study. Both students (see Appendix H) and parents (see Appendix I) were 

provided with explanatory statements that detailed the research in plain language. All of the students 

(twenty-six) and their parents signed the consent form (see Appendix J). As part of this consent, 

students were asked to select a pseudonym to assist with anonymity (see Appendix M for a list of 

pseudonyms). It was made clear to the teacher, the students and the parents that consent for the 

research could be withdrawn at any time.  

3.3.2.2 The author: Shaun Tan and Rules of summer.  Shaun Tan is a contemporary Australian 

award-winning author, who has a distinctive style of authoring picturebooks, where he often assumes 

both roles of author and illustrator. Rules of summer written by Shaun Tan is a contemporary 

picturebook, which is suitable for Year 5/6 primary classrooms. It was published as a paper-based text in 

2013 and in 2014 Tan, in conjunction with We are Wheelbarrow Media, released a picturebook app for 

use on iPads.  The picturebook Rules of summer was chosen for this study as the ambiguity throughout 

the book provides opportunities for rich conversation in the classroom and is an excellent example of 

ŎƻƴǘŜƳǇƻǊŀǊȅ ŎƘƛƭŘǊŜƴΩǎ ƭƛǘŜǊŀǘǳǊŜΦ /ƘŀǇǘŜǊ п όǎŜŜ ǎŜŎǘƛƻƴǎ пΦп ŀƴŘ пΦрύ ǇǊƻǾƛŘŜǎ ǎǇŜŎƛŦƛŎ ŘŜǘŀƛƭǎ ǊŜƭŀǘƛƴƎ 

to Shaun Tan and the picturebook Rules of summer. 
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3.4 Designing the experience of reading across and between mediums 

To capture the experience of teaching and learning using both mediums simultaneously, Jayne 

attended an initial 40-minute meeting to discuss the project and research design. She was given a copy 

of the research overview (see Appendix K), 13 copies of the paper-based copy of Rules of Summer, and 

ǘƘŜ ǎŎƘƻƻƭ ŘƻǿƴƭƻŀŘŜŘ ǘƘŜ ŀǇǇ ƻƴǘƻ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƛƴŘƛǾƛŘǳŀƭ ƛtŀŘǎΦ L ǇǳǊŎƘŀǎŜŘ ŀƭƭ ǘŜȄǘǎ ŀƴŘ ǇŀƛŘ ŦƻǊ ǘƘŜ 

app to be downloaded onto individual iPads. 

As part of the research design, I invited Jayne to form two teaching groups from the 26 students 

in her class into groups and design a sequence of reading events for the paper and the app version of 

Rules of summer. Jayne was asked to focus the first reading event, with group one, using the paper 

version, while group two focused on the app version (for example group A started with the app, Group B 

started with the paper). I was conscious that some studies (Labbo, 2006; Underwood, 2000) have argued 

that these digital versions can be seen as supplementary texts to be read aŦǘŜǊ ǘƘŜ ΨǊŜŀƭ ǿƻǊƪΩ ƻŦ ǊŜŀŘƛƴƎ 

the paper-based version was completed. Thus I wanted to ensure that Jayne foregrounded each version 

as unique in its own right. This is consistent with research (Fittipaldi et al., 2015; Manresa, 2015; Yokota, 

2015; Yokota & Teale, 2014) that argues these texts can indeed be complementary, with their own 

different complexities and associated reading experiences. Jayne was only required to use the app and 

the paper version of the text for the first reading event. All subsequent pedagogic decisions around 

ǿƘŜƴ ŀƴŘ Ƙƻǿ ǘƻ ǳǎŜ ǘƘŜ ŘƛŦŦŜǊŜƴǘ ƳŜŘƛǳƳǎ ŀŦǘŜǊ ǘƘŜ ŦƛǊǎǘ ǊŜŀŘƛƴƎ ŜǾŜƴǘ ǿŜǊŜ ǳƭǘƛƳŀǘŜƭȅ WŀȅƴŜΩǎ 

decisions.  

Apart from the initial grouping of students into two groups, Jayne made all of the decisions 

surrounding the designing, the teaching and the learning within these reading sequences. This included 

pedagogic decisions such as  

¶ ¢ƘŜ ŦƻǊƳƛƴƎ ƻŦ ǎǘǳŘŜƴǘǎ ƛƴǘƻ ǘǿƻ ƎǊƻǳǇǎ 
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¶ DǊƻǳǇƛƴƎ ǿƛǘƘƛƴ ŜŀŎƘ ƻŦ ǘƘŜǎŜ ƎǊƻǳǇǎ όƛƴŘƛǾƛŘǳŀƭΣ ǇŀƛǊŜŘΣ ǿƘƻƭŜ ƎǊƻǳǇύ 

¶ ¢ƘŜ ƭŜŀǊƴƛƴƎ ƻǳǘŎƻƳŜǎ ŦƻǊ ǘƘŜ ǊŜŀŘƛƴƎ ŜǾŜƴǘǎ 

¶ ¢ƘŜ ƴǳƳōŜǊ ŀƴŘ ŘǳǊŀǝƻƴ ƻŦ ǊŜŀŘƛƴƎ ŜǾŜƴǘǎ 

¶ ¢ƘŜ ŎƻƴǘŜƴǘ ǿƛǘƘƛƴ ŜŀŎƘ ƻŦ ǘƘŜ ǊŜŀŘƛƴƎ ŜǾŜƴǘǎ 

As the researcher, I was not involved in any of the final design decisions. However, it does need 

to be noted that by encouraging Jayne, in our ongoing critical friend discussions, to have both groups 

start with a different medium I may have influenced the experience and how Jayne approached the 

teaching and learning.  

3.5 Research design: gathering reflections of the experiences  

Lƴ ŀ άǿƻǊƭŘ ǾƛōǊŀǘƛƴƎ ƻŦ ƳŜŀƴƛƴƎǎέ (Dahlberg et al., 2008, p. 172), the basic things about our life-

world can be hard to describe (van Manen, 2015b). Thus, it is important that the phenomenological 

researcher ŦƛƴŘǎ ǘƘŜ άōŜǎǘ ƳŜŀƴǎ ŀƴŘ ǘƘŜ ōŜǎǘ ǳǎŜ ƻŦ ǘƘŜǎŜ ƳŜŀƴǎ ƛƴ ƻǊŘŜǊ ǘƻ ǎŜŜ ǘƘŜ ǇƘŜƴƻƳŜƴƻƴέ 

(Dahlberg et al., 2008, p. 172). In other words, as the researcher I needed a variety of data collection 

techniques that captured the complexities of the experience. 

Historically, hermeneutical phenomenology has used data collection techniques such as 

phenomenological interviewing (oral texts) and/or hermeneutic interpretation of existing written texts. 

However, within an increasingly multimodal world, what is considered a text has broadened (Cope & 

Kalantzis, 2009; Kress, 2009) to include not only the semiotic modes of written and oral text, but visual, 

gestural, spatial, audio and tactile texts. Hermeneutics (the interpretation of texts) can be applied to a 

range of text types, as qualitative data, beyond traditional written texts (Patton, 2015). Rather than 

focus on one modality (for example oral language as part of an interview), I sought to capture the 

reflections of the research experience through many different modalities, including drawn images, 

written elements, and video data using a range of communication semiotics such as layout, gesture, 
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gaze and oral language as it occurred. I hoped that a multimodal approach to data collection would 

deepen and enrich the data collected for analysis. Data collection methods consisted of conversational 

intervƛŜǿǎ ǿƛǘƘ ōƻǘƘ WŀȅƴŜ ŀƴŘ ƘŜǊ ǎǘǳŘŜƴǘǎΣ WŀȅƴŜΩǎ ǊŜŦƭŜŎǘƛǾŜ journalΣ ǎǘǳŘŜƴǘ ǿƻǊƪ ǎŀƳǇƭŜǎΣ WŀȅƴŜΩǎ 

design documents, video data and my researcher journal. These methods are outlined in Table 3.1. 

where I provide details of the times and the types of data collected. After this initial overview each of 

these methods is explored in more detail below.  
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Table 3.1 

Phenomenological data generation: Jayne, the students, and the researcher 

 WŀȅƴŜΩǎ Řŀǘŀ {ǘǳŘŜƴǘǎΩ Řŀǘŀ Researcher data 

30th March Initial meeting  Researcher Journal 

20th April 1 hour interview  Researcher journal  

8th May  Student reflections on reading Researcher journal  

Week 1 in class  

15th May-19th May 

Reflective journal Individual reading journal  

(5 sessions) 

5 classroom visits  

5 video recording (4 hour& 6 min) 

Researcher journal 

Week 2 in class 

22nd May-26th May 

Reflective journal Individual reading journal  

(4 sessions) 

4 classroom visits  

4 video recording (4 hours & 6 min) 

Researcher journal  

Week 3 in class 

30th May-2nd June 

1 hour interview 

Reflective journal 

Individual reading journal  

(4 sessions) 

4 classroom visits  

4 video recording (4 hours & 41 min) 

Researcher journal  

Week 4 in class 

6th June-9th June 

Reflective journal (ongoing) 

Design documents (3 weeks) 

Individual reading journal  

(4 sessions) 

4 classroom visits  

4 video recording (4 hours & 3 mins) 

Researcher journal  

Week 5 in class 

12th June ς 13th June 

1 hour interview 

Reflective journal 

Paired and/or individual interviews 

(20 min) 

2 classroom visits  

Researcher journal  

21st June  {ǘǳŘŜƴǘǎΩ Ŏƭŀȅ ŀǊǘǿƻǊƪ Researcher journal  

12th October  Individual reflections on reading Researcher journal  
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оΦрΦм WŀȅƴŜΩǎ conversational interviews 

{ŜƛŘƳŀƴ όмффуύΣ ŘǊŀǿƛƴƎ ƻƴ ǘƘŜ ǿƻǊƪ ƻŦ tŀǘǘƻƴ όмффлύΣ ǊŜƳƛƴŘǎ ǳǎ ǘƘŀǘ ǇŜƻǇƭŜΩǎ ōŜƘŀǾƛƻǳǊǎ ƻƴƭȅ 

become meaningful when they are placed within the context of their lives, and without this context we 

cannot explore the experience. To ensure an understanding of the life-world (context), Seidman suggests 

that in-depth phenomenological interviewing requires a sequence of three interviews to gain a holistic 

overview of the phenomenon within the life-world. The first conversational interview with Jayne focused on 

her past experience with reading pedagogies, picturebooks, and digital texts. The second planned 

conversational interview focused on how Jayne was reflecting on the experience at the mid-point of the 

ǎǘǳŘȅΣ ŀƴŘ ǘƘŜ ǘƘƛǊŘ ŜȄǇƭƻǊŜŘ WŀȅƴŜΩǎ ǊŜŦƭŜŎǘƛƻn of the experience after her class had finished reading Rules of 

summer.  

As part of the phenomenological interview and practisƛƴƎ άƻǇŜƴƴŜǎǎέ ό5ŀƘƭōŜǊƎ Ŝǘ ŀƭΦΣ нллуΣ ǇΦ фтύΣ L 

had to be cautious to achieve a balance between my own knowledge of the literature which informs the 

ǘƻǇƛŎΣ Ƴȅ ƻǿƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ǘŜŀŎƘƛƴƎ ŀƴŘ ǘƘŜ ǘŜȄǘǎΣ ŀƴŘ ǘƘŜ ƴŜŜŘ ǘƻ ǊŜƳŀƛƴ ƻǇŜƴ ǘƻ ŜȄǇƭƻǊŜ WŀȅƴŜΩǎ 

emergent experiences. In order to do this, I structured the phenomenological interviews as a conversation 

with several open-ended questions acting as anchor points (see Appendix L). This allowed Jayne an 

opportunity to express her thoughts, and for me (as the researcherύ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ŀ άŎƻƴŎǊŜǘŜΣ ŘŜǘŀƛƭŜŘ 

description of the subject's experience and actions, as faithful as possible to what happened as experienced 

ōȅ ǘƘŜ ǎǳōƧŜŎǘέ όDƛƻǊƎƛΣ мффпΣ ǇΦ мпрύΦ !ƭƭ ǘƘǊŜŜ ƛƴǘŜǊǾƛŜǿǎ ǿŜǊŜ ŎƻƴŘǳŎǘŜŘ ƛƴ WŀȅƴŜΩǎ ŎƭŀǎǎǊƻƻƳ ŀnd the 

audio recordings of these interviews were transcribed verbatim.  

оΦрΦн WŀȅƴŜΩǎ reflective journal 

Writing and reflection are common practices of hermeneutic phenomenology and through 

journalƛƴƎΣ L ƘƻǇŜŘ ǘƻ ŎŀǇǘǳǊŜ WŀȅƴŜΩǎ άǊŜǘǊƻǎǇŜŎǘƛǾŜέ (van Manen, 2015, p. 11), perceptions of the 

experience. The journal ǇǊƻǾƛŘŜŘ ŀ ǿŀȅ ǘƻ ŎŀǇǘǳǊŜ WŀȅƴŜΩǎ ǊŜŦƭŜŎǘƛƻƴǎ ƻŦ ƘŜǊ ǘŜŀŎƘƛƴƎ ŀƴŘ ƘŜǊ ǎǘǳŘŜƴǘǎΩ 
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learning directly after they were experienced. Whilst the three interviews occurred at key points in time 

throughout the study, I hoped that the journal woulŘ ǇǊƻǾƛŘŜ ŀŘŘƛǘƛƻƴŀƭ ǊƛŎƘ Řŀǘŀ ōȅ ŎŀǇǘǳǊƛƴƎ WŀȅƴŜΩǎ 

everyday experiences of the teaching. Jayne was asked to write, draw, or audio record her reflections 

surrounding the experience of designing, and teaching with Rules of summer (paper and digital app) 

throughout the entirety of the study. Jayne was provided with some prompts to guide her possible 

reflections, although she was not obliged to use these. In my role as critical friend, I offered the following 

questions, which Jayne was free to select from and write about when and how she wished:  

¶ /ŀƴ ȅƻǳ ŘŜǎŎǊƛōŜ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ŘŜǎƛƎƴƛƴƎ ŀƴŘ ǘŜŀŎƘƛƴƎ wǳƭŜǎ ƻŦ ǎǳƳƳŜǊΚ 

¶ ²Ƙŀǘ ŀǊŜ ȅƻǳ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ŀǎ ȅƻǳ ŘŜǎƛƎƴΚ Iƻǿ ŀǊŜ ȅƻǳ ŦŜŜƭƛƴƎΚ 

¶ ²Ƙŀǘ ŘŜŎƛǎƛƻƴǎ ŀǊŜ ȅƻǳ ƳŀƪƛƴƎ ŀƴŘ ǿƘȅΚ 

¶ ²Ƙŀǘ ŀǊŜ ȅƻǳ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ŀǎ ȅƻǳ ǊŜŀŘ ǘƘŜǎŜ ǘǿƻ ǘŜȄǘǎΚ 

¶ ²Ƙŀǘ ŀǊŜ ȅƻǳ ǘƘƛƴƪƛƴƎ ŀōƻǳǘ ŀǎ ȅƻǳ ŀǊŜ ǘŜŀŎƘƛƴƎ ǘƘŜǎŜ ǘŜȄǘǎΚ 

¶  Iƻǿ ŀǊŜ ȅƻǳ ŦŜŜƭƛƴƎ ŀōƻǳǘ ǘƘŜ ǘŜŀŎƘƛƴƎΚ 

¶ ²Ƙŀǘ ŀǊŜ ȅƻǳ ǘǊȅƛƴƎ ǘƻ ŀŎƘƛŜǾŜΚ ²Ƙŀǘ ŀǊŜ ȅƻǳ ƴƻǝŎƛƴƎΚ 

¶ ²Ƙŀǘ ŀǊŜ ȅƻǳ ŬƴŘƛƴƎ ŎƘŀƭƭŜƴƎƛƴƎΚ 

¶ ²Ƙŀǘ ŀǊŜ ȅƻǳ ŜƴƧƻȅƛƴƎΚ  

WŀȅƴŜΩǎ ǇŜŘŀƎƻƎƛŎŀƭ ŎƘƻƛces were made visible to me in her designing documents, through our 

conversations and in the video data. As it can be more difficult to glean affective responses, the journal was 

a way of delving ƛƴǘƻ WŀȅƴŜΩǎ emotions, beliefs and values as the experience unfolded. This data 

complemented the pedagogical data and added to my holistic understanding of the experience. 

оΦрΦо WŀȅƴŜΩǎ designing documents 

After Jayne had planned the sequence of reading events, I invited her to share her design documents 

with me as part of the data collection process. These documents were intended to provide further insights 

ƛƴǘƻ WŀȅƴŜΩǎ ǇŜŘŀƎƻƎƛŎŀƭ ǘƘƛƴƪƛƴƎ ŀƴŘ ōŜƭƛŜŦǎ ŀōƻǳt how the reading events would be structured, and what 
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aspects of both the narrative and the picturebook design she needed to attend to when thinking about how 

she would teach these texts.  

3.5.4 Classroom visits, video data and the researcher journal   

It was important that as the researcher I was present in the classroom during all reading 

experiences. I believed that to start to interpret and make meaning of an experience, I needed to either 

experience the phenomenon myself, or be as close to the phenomenon as possible (Patton, 2015). Being in 

ǘƘŜ ŎƭŀǎǎǊƻƻƳ ŀǎ ǘƘŜ ǊŜŀŘƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ǿŜǊŜ ƻŎŎǳǊǊƛƴƎ ǇǊƻǾƛŘŜŘ ƳŜ ǿƛǘƘ ŀ ǿŀȅ ǘƻ άƎŀƛƴ ŀŎŎŜǎǎ ǘƻ ǘƘŜ ǿŀȅ 

ǇƘŜƴƻƳŜƴŀ ŎƛǊŎǳƭŀǘŜ ŀƳƻƴƎ ǊŜƭŀǘƛƻƴǎΣ ƛƴ ǎǇŀŎŜ ŀƴŘ ǇƭŀŎŜέ ό±ŀƎƭŜΣ нлмуΣ ǇΦ фпύΦ ¢ƘŜǎŜ ŎƭŀǎǎǊƻƻƳ Ǿƛǎƛǘǎ 

comprised the time before, during and after the reading events. And they included staff room visits and 

times with Jayne before the students arrived in class.  

Video data was captured by Swivl (2021), a device that records audio and video data on an iPad using 

a trigger. Jayne wore the trigger during the teaching of Rules of Summer, which enabled the iPad to video 

ŀƴŘ ŀǳŘƛƻ ǊŜŎƻǊŘ WŀȅƴŜΩǎ ŎƻƴǾŜǊǎŀǘƛƻƴǎ ǿƛǘƘ ƘŜǊ ǎǘǳŘŜƴǘǎ ŀƴŘ ƛƴŎƭǳŘŜŘ ƘŜǊ ƎŜǎǘǳǊŜǎ ŀƴŘ ōƻŘȅ ƭŀƴƎǳŀƎŜΦ 

Subsequently the Swivl device also captured video and audio recordings of the students. After each reading 

event, the video was shared with Jayne, and provided me, as the researcher, with a way to review the 

reading experiences in further detail after they had occurred.  

 During each of the reading events, I sat at the back of the room and recorded observational notes in 

my researcher journal. These notes helped not only to augment the reflections made by Jayne, but also 

highlighted events that were happening in real time. My researcher journal also included reflections and 

notes written after I had left the classroom. The journal was also useful to detail the often ad-hoc and 

spontaneous conversations that I engaged in with Jayne before and after class. 
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 3.5.5 Student multimodal artefacts 

To gain an undersǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ƭƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴ ƛƴ WŀȅƴŜΩǎ ŎƭŀǎǎǊƻƻƳΣ ǎŜǾŜǊŀƭ Řŀǘŀ 

collection methods were used. These methods of data collection were deliberately crafted to capture a 

variety of modalities including written, visual, oral and spatial forms. As researchers recognise the diverse 

ƳŜŀƴǎ ƴŜŜŘŜŘ ǘƻ ŀŎŎŜǎǎ ǘƻ ǎǘǳŘŜƴǘǎΩ ǾƻƛŎŜǎΣ ŎǊŜŀǘƛǾŜ ǿŀȅǎ ƻŦ ŎƻƭƭŜŎǘƛƴƎ Řŀǘŀ ŀǊŜ ōŜŎƻƳƛƴƎ ƳƻǊŜ ǇǊƻƳƛƴŜƴǘ 

in the research (Brady & Graham, 2018; Groundwater-Smith et al., 2014; White, 2020). Each of the data 

collection methods is described below. 

3.5.5.1 Reading experiences: written and drawn responses.  !ǎ ŀ ǿŀȅ ƻŦ ŎŀǇǘǳǊƛƴƎ ǎǘǳŘŜƴǘǎΩ Ǉŀǎǘ 

reading experiences at the start of the study, I invited Jayne to collect work samples which reflected 

ǎǘǳŘŜƴǘǎΩ ǇǊƛƻǊ ŜȄǇŜǊƛŜƴŎŜǎΦ L ŀǎƪŜŘ WŀȅƴŜ ƛŦ ǘƘŜǎŜ ǊŜŦƭŜŎǘƛƻƴǎ ŎƻǳƭŘ ƛƴŎƭǳŘŜ ōƻǘƘ ǿǊƛǘǘŜƴ ŀƴŘ Ǿƛǎǳŀƭ ǘŜȄǘΦ 

Jayne asked her students the following questions, which they recorded on pieces of paper:  

мΦ ²Ƙŀǘ ƛǎ ǊŜŀŘƛƴƎΚ 

нΦ ²Ƙŀǘ ǎƻǊǘ ƻŦ ǘƘƛƴƎǎ Řƻ ȅƻǳ ƭƛƪŜ ǘƻ ǊŜŀŘ ŀǘ ƘƻƳŜ ŀƴŘ ŀǘ ǎŎƘƻƻƭΚ 

оΦ ²Ƙŀǘ ŘƻŜǎ ǊŜŀŘƛƴƎ ŦŜŜƭ ƭƛƪŜΚ 

пΦ Lƴ ǘƘŜ ōƻȄ ōŜƭƻǿΣ ŘǊŀǿ ŀƴ ƛƳŀƎŜ ŀōƻǳǘ ǊŜŀŘƛƴƎΦ 

After the study had finished Jayne asked her students the same questions again, and they recorded 

their responses on a new piece of paper. Jayne provided me with copies of these pre- and post-reflections.  

3.5.5.2 Daily reflections on Rules of summer: digital reading journal. During the reading sequence, 

and as part of a typical literacy teaching block common in Australian primary classrooms, Jayne also collected 

ǎǘǳŘŜƴǘǎΩ ǿƻǊƪ ǎŀƳǇƭŜǎ ƛƭƭǳǎǘǊŀǘƛǾŜ ƻŦ ǘƘŜ ǊŜŀŘƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎΦ WŀȅƴŜ ŘŜŎƛŘŜŘ ǘƻ ǳǎŜ ǘƘŜ ŀǇǇ Ψ.ƻƻƪ /ǊŜŀǘƻǊΩ 

(Tools for Schools, 2021) as a reflective journal where students responded to questions set by Jayne. 

Students were able to use a variety of modes to communicate; written, images and oral recordings. The 

ǎǘǳŘŜƴǘǎΩ ŘƛƎƛǘŀƭ journals were also shared with me. 
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3.5.5.3 Reflections on the experience of Rules of summer: conversational interviews.  At the end 

of the lesson sequence, the students were invited to meet with me to talk and draw about their experiences. 

Thirteen paired conversations took place. These one-time conversational interviews lasted for 30 minutes 

and took place in during the school day in a quiet area of the classroom.  The conversations with students 

consisted of several open-ended questions, framing the interactions, with the intention of letting the 

ǎǘǳŘŜƴǘǎ ǘŀƭƪ ŦǊŜŜƭȅ ŀōƻǳǘ ǘƘŜƛǊ ŜȄǇŜǊƛŜƴŎŜǎΦ L ǳǎŜ ǘƘŜ ǘŜǊƳ ΨŎƻƴǾŜǊǎŀǘƛƻƴΩ ƘŜǊŜ ŘŜƭƛōŜǊŀǘŜƭȅ ŀǎ L ŀƭƛƎƴ ƳȅǎŜƭŦ 

with researchers such as Mishler (1991), Gollop (2000) and Groundwater-Smith et al. (2014) who suggest 

that it is more helpful to think of interviews with children as conversations. This conversational approach 

focuses on the reciprocity of talk between the students and researcher, thus potentially reducing the power 

status of the researcher and the formality of an interview.  

Although a phenomenological approach often focuses on the individual experience and 

phenomenological interviews are usually individual, I needed to take into account that I was conducting 

research with children, hence I needed to ensure that I provided a safe, supportive environment. Individual 

interviews can be confronting for some children (Brady & Graham, 2018; Groundwater-Smith et al., 2014), 

while group interviews can be less intimidating. A paired approach can mimic the small group approaches 

often used in primary classrooms (Mauthner, 1997). A collaborative conversational approach to 

phenomenological interviewing can facilitate further conversation, by allowing the opportunity for students 

ōǳƛƭŘ ƻƴ ŜŀŎƘ ƻǘƘŜǊΩǎ ƛŘŜŀǎ ŀǎ ǎǳƎƎŜǎǘŜŘ ōȅ DǊŜŜƴŜ ŀƴŘ IƻƎŀƴ όн005). Drawing on these ideas I opted to 

conduct the student conversations in pairs, whilst still trying to maintain an individual focus within this 

paired approach. I drew on strategies such as asking questions of individual children using their names, and 

inviting them to draw an image of their experiences. According to Groundwater-Smith et al. (2015), 

providing the opportunity for children to draw can be less confronting for children; it can establish rapport 

and can act as a prompt for further conversation. 
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At the conclusion of the data collection period, I had a vast array of rich phenomenological data to 

interpret and understand. Hermeneutic phenomenology acknowledges that a researcherΩǎ ōƛŀǎ ŀƴŘ ǇǊŜ-

understandings will influence how the phenomenon is viewed. This will ultimately affect the interpretation 

of the experience, and it is argued that this can make a hermeneutic phenomenological study richer. In 

Chapter 1, I discussed my own life-world, and impetus for this study. The following section looks at how I, as 

the researcherΣ ǿŀǎ ŀƴŘ ŀƳ ǇƻǎƛǘƛƻƴŜŘ ǿƛǘƘƛƴ ǘƘƛǎ ǊŜǎŜŀǊŎƘΣ ŀƴŘ ǘƘŜ ǿŀȅǎ ƛƴ ǿƘƛŎƘ L ǘǊƛŜŘ ǘƻ ŀƭƭƻǿ ŦƻǊ WŀȅƴŜΩǎ 

stories and experiences to emerge throughout our interactions.  

3.6 Bridling and reflexivity 

According to Guba and Lincoln (1999), truthfulness within any qualitative study is achieved though 

credibility, transferability, dependability and conformability of the study design and findings. Truthfulness in 

a phenomenological study, in particular, is revealed through strength, richness and depth (van Manen, 

1997). Accordingly, the strength of a phenomenological study is dependent on the richness and depth of the 

lived stories and the subsequent descriptive interpretations of these stories. It is  worth remembering that 

hermeneutic phenomenology actively resists the urge to  generate easily generalisable results and at most 

ƻŦŦŜǊǎ άǇƭŀǳǎƛōƭŜ ƛƴǎƛƎƘǘǎέ (van Manen, 2015, p. 9) of the experience as it is lived. Hermeneutic and post-

intentional phenomenology reject the claims that one fixed notion of experience or its essence can be 

extrapolated (Vagle, 2018; van Manen, 2015b); rather insights into the experience can be interpreted in 

ƳǳƭǘƛǇƭŜ ǿŀȅǎΦ ¢ƘǳǎΣ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ŦƛƴŘƛƴƎǎ ŀǊŜ άƻƴƭȅ one interpretation and no single interpretation of 

human experience will ever exhaust the possibility of yet another complementary, or even potentially richer 

or deeper description ώŀǳǘƘƻǊΩǎ ƛǘŀƭƛŎǎ]έ (van Manen, 2015b, p. 31) of the experience. Teaching is complex 

and the experience of one teacher and their students in one classroom may be vastly different to another 

teacher and context. However, findings from a phenomenological study can be used to enhance and expand 

on existing understandings within the wider educational context. 
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One of the challenges and critiques regarding truthfulness and rigour in phenomenological research 

is the possibility of researcher bias and their influence over the research analysis and how the interpretative 

accounts of the experience are represented. In other words, what the researcher believes is important. Most 

ǇƘŜƴƻƳŜƴƻƭƻƎƛǎǘǎ ŀŎƪƴƻǿƭŜŘƎŜ ǘƘŀǘ ǘƘŜ ǎǳǎǇŜƴǎƛƻƴ ƻŦ ƻƴŜΩǎ άǳƴŘŜǊǎǘŀƴŘƛƴƎǎΣ ōŜƭƛŜŦǎΣ ōƛŀǎŜǎΣ ŀǎǎǳƳǇǘƛƻƴǎΣ 

ǇǊŜǎǳǇǇƻǎƛǘƛƻƴǎ ŀƴŘ ǘƘŜƻǊƛŜǎέ όǾŀƴ aŀƴŜƴΣ нлмрōΣ ǇΦ птύ ƛǎ ƛƳǇƻǊǘŀƴǘ ǎƻ ǘƘŀǘ ǘƘŜ researcher Ŏŀƴ ōŜ άŦǳƭƭȅ 

present to it [tƘŜ ǇƘŜƴƻƳŜƴƻƴϐ ŀǎ ƛǘ ƛǎ ƛƴ ǘƘŜ ǇǊŜǎŜƴǘ ǎƛǘǳŀǘƛƻƴ ƛƴ ǿƘƛŎƘ ƻƴŜ ƛǎ ŜƴŎƻǳƴǘŜǊƛƴƎ ƛǘέ όDƛƻǊƎƛΣ мффтΣ 

p. 240). Despite the inherent challenges, the phenomenological literature shows that this can be approached 

in many different ways. 

Phenomenologists Dahlberg (2006) followed by Dahlberg et al. (2008), who practice the use of 

reflective life-ǿƻǊƭŘ ǊŜǎŜŀǊŎƘΣ ŀŘǾƻŎŀǘŜ ŦƻǊ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǎǳǎǇŜƴŘƛƴƎ ƻƴŜΩǎ ōŜƭƛŜŦǎΣ ŀƴŘ ǘƘŜȅ ǊŜŦŜǊ ǘƻ ǘƘƛǎ 

ŀǎ άōǊƛŘƭƛƴƎέ όǇΦ мнмύ ƻǊ ƳŜǘƘƻŘƻƭƻƎƛŎŀƭ ǾƛƎƛƭŀƴŎŜΦ .ǊƛŘƭƛƴƎ ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŀǘ researchers live in the life-

world (Dahlberg, 2006) and therefore, bridling animates and illuminates the researcher more fully in his or 

her intentional relationship with the phenomenon. Phenomenological researchers such as Vagle (2009) have 

applied bridling techniques as a form of validity and he describes the technique in this way: 

¢ƻ ƳŜΣ ǘƘŜ ŀŎǘ ƻŦ ōǊƛŘƭƛƴƎ ƻǇŜƴǎ ǳǇ ǇƻǎǎƛōƭŜ ǎǇŀŎŜǎ ŦƻǊ ŀ Ŏƻƴǎǘŀƴǘ ǊŜŦƭŜŎǘƛƻƴ ƻƴ ƻƴŜΩǎ ǎŜŜƛƴƎΦ aȅ 

ώ±ŀƎƭŜΩǎϐ ōǊƛŘƭƛƴƎ ŘƛŘ ƴƻǘ ŀǎǎǳƳŜ ǘƘŀǘ L ŎƻǳƭŘ ǎŜǘ Ƴȅ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ŀǎƛŘŜΣ Ǌŀther it attempted to 

interrogate my own understanding as meaning was being produced. (p. 603) 

 Vagle (2009) argues that bridling is associated with areas of researcher reflexivity advocated by 

aŀŎōŜǘƘΩǎ όнллмύΣ ǿƘƛŎƘ Ŏŀƴ ōŜ ŎƻƴǎƛŘŜǊŜŘ ƛƴ ǘŜǊƳǎ ƻŦ Ǉƻǎƛǘƛƻƴŀl, textual and constitutive forms of 

reflexivity. I have drawn on these areas to reflect on how I bridled and navigated the positional aspects 

between my own previous experiences and those of the teacher, Jayne, and how I textually bridled my 

understanding when presenting and representing the meaning of the experience. 
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3.6.1 Researcher reflexivity 

The act of bridling involves an attitude that calls on researchers to come to an understanding of the 

experience with openness and curiosity and one which allows meaning to emerge, whilst still being aware 

ŀƴŘ ǊŜŦƭŜȄƛǾŜ ƻŦ ƻƴŜΩǎ ƻǿƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎΦ ¢Ƙƛǎ ƻǇŜƴƴŜǎǎ άƳŜŀƴǎ ǘƻ ōŜ ΨΨŀŎǘƛǾŜƭȅ ǿŀƛǘƛƴƎΩΩ ŦƻǊ ǘƘŜ 

phenomenon, and its meaning(s), to show itself and is an activity characterisŜŘ ōȅ ŀ ƪƛƴŘ ƻŦ ΨΨƴƻƴ-ǿƛƭƭƛƴƎΩΩ ƻǊ 

ΨΨŘǿŜƭƭƛƴƎΩΩ ǿƛǘƘƛƴ ǘƘŜ ǇƘŜƴƻƳŜƴƻƴέ ό5ŀƘƭōŜǊƎΣ нллсΣ ǇΦ мсύΦ !ƭǘƘƻǳƎƘ ƻŦǘŜƴ ǘƘƛǎ ƛǎ ŀǇǇƭƛŜŘ ǘƻ Řŀǘŀ ŀƴŀƭȅǎƛǎΣ 

the same is true of a researcher who is also experiencing a phenomenon from both an insider and outsider 

perspective.  

3.6.1.1 Insider and outsider perspectives.  My 19 years of teaching experience allowed me to have 

ǿƘŀǘ ǿƻǳƭŘ ōŜ ŎƭŀǎǎƛŦƛŜŘ ŀǎ ŀƴ ΨƛƴǎƛŘŜǊΩǎ ƪƴƻǿƭŜŘƎŜΩΦ ¢Ƙƛǎ ƳŜŀƴǎ ǘƘŀǘ ƛƴ ǎƻƳŜ ǿŀȅǎ L ŀƳ ǇǊƛǾȅ ǘƻ ǘƘŜ ǿŀȅǎ 

that teachers, think and plan, and to the behaviours and reactions of the students. This knowledge was both 

helpful and problematic in this study as I tried to balance my understandings of the phenomena through a 

familiarity with the teaching profession, whilst at the same time wishing to create some distance from the 

phenomena under scrutiny. An ouǘǎƛŘŜǊΩǎ ǇŜǊǎǇŜŎǘƛǾŜ ǿƻǳƭŘ ŀƭƭƻǿ ƳŜ ǘƻ ƭƻƻƪ ŀƴŘ ŘǿŜƭƭ ƛƴ ǘƘŜ Řŀǘŀ ǘƻ ŀƭƭƻǿ 

for new or different understandings of the experience to emerge. However, I do feel that researching from 

this insider/outsider stance is a privileged position within phenomenological studies, as I was part of a similar 

life-world as my participants and therefore I had an understanding of the complexities of teaching. 

3.6.1.2 My relationship with Jayne and the students.  Compounding this delicate balance was the 

relationship that I had with Jayne. When I initially met Jayne in the introduction meeting, Jayne recognised 

me and pointed out that I had taught her in my role as a teacher educator in a literacy unit whilst she was 

completing her Master of Teaching. This gave us both common ground and a sense of familiarity, but I was 

conscious that in our previous relationship, there had been an unequal power relationship. To try to 

minimise this, I used affirming language with Jayne. For example, in face-to-face interactions I would 
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regulaǊƭȅ ǊŜƳƛƴŘ WŀȅƴŜΣ Ψ¸ƻǳ ƪƴƻǿ ȅƻǳǊ ǎǘǳŘŜƴǘǎ ōŜǎǘΩΣ ŀƴŘ Ψ¸ƻǳ ŀǊŜ ǘƘŜ ŜȄǇŜǊǘ ƘŜǊŜΩΦ ¢ƘǊƻǳƎƘ ƛƴƛǘƛŀƭ ŜƳŀƛƭǎ L 

also tried to forge a casual and friendly tone that would not have been evident in our previous 

communication when I was her lecturer. I had a lengthy discussion with Jayne about my difficulties with 

being both an insider and an outsider. Jayne knew that I was open to conversations about the teaching of 

Rules of summer, but as a critical friend (see section 2.3.3.1) for a discussion on critical friends), my role 

became more of a supportive, yet provocative questioner. 

My role with the students was much clearer. They saw me as a researcher and as somebody who 

was interested in what they were saying and doing. However, Jayne had also stressed to them that I was also 

ŀ ǘŜŀŎƘŜǊΦ ¢Ƙǳǎ ŀǎ ǘƘŜ ǇǊƻƧŜŎǘ ŀŘǾŀƴŎŜŘΣ L ōŜŎŀƳŜ ΨǇŀǊǘ ƻŦ ǘƘŜ ŎƭŀǎǎΩ ŀƴŘ ǘƘŜ ǎǘǳŘŜƴǘǎ ŎŀƳŜ ǘƻ ƳŜ ǘƻ ŎƘŀǘ 

and for support with their work. This allowed me to ask wondering questions about the experience as it was 

experienced by the students.  

It would be naïve to think that my presence in the classroom did not have any impact on the study. 

By simply being in the room, Jayne and the students were aware that I was watching, and this may have 

ƛƴŦƭǳŜƴŎŜŘ WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜΣ ȅŜǘ ŀǎ Ƴȅ ǇǊŜǎŜƴŎŜ ƛƴ ǘƘŜ Ǌoom became more normalised (I became more of 

an insider). I believe a sense of trust was built and the impact of my presence was minimalised.  

3.7 Analysing the accounts of the experience: dwelling in the data 

Phenomenologists caution against a procedural formulaic approach (Finlay, 2014; Vagle, 2018) to 

ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ŀƴŀƭȅǎƛǎΣ ǊŜŎƻƳƳŜƴŘƛƴƎ ƛƴǎǘŜŀŘ ŀ ƴŜŜŘ ǘƻ άŜƳōǊŀŎŜ ǘƘŜ ƻǇŜƴ ǎŜŀǊŎƘƛƴƎΣ ǘƛƴƪŜǊƛƴƎ ŀƴŘ 

ǊŜǎƘŀǇƛƴƎέ ό±ŀƎƭŜΣ нлмуΣ ǇΦ мссύ ǘƘŀǘ ǘƘƛǎ ŀƴŀƭȅǎƛǎ ǊŜǉǳƛǊŜǎΦ Lƴ ŦŀŎǘΣ Ǿŀƴ aŀƴŜƴ όнлмтύ ŀŎǘƛǾŜƭȅ Ŏŀǳǘƛƻƴǎ 

against using coding or software like NVivo, as this may in fact hinder the search for meaning. He warns 

phenomenological researcherǎ ǘƻ άǎƘȅ ŀǿŀȅ ŦǊƻƳ ǎƛƳǇƭƛǎǘƛŎ ǎŎƘŜƳŜǎΣ ǎǳǇŜǊŦƛŎƛŀƭ ǇǊƻƎǊŀƳǎΣ ǎǘŜǇ-by-step 

procedures, and cookery book recipes that certaiƴƭȅ ǿƛƭƭ ƴƻǘ ǊŜǎǳƭǘ ƛƴ ƳŜŀƴƛƴƎŦǳƭ ƛƴǎƛƎƘǘǎέ όǾŀƴ aŀƴŜƴΣ 

2017b, p. 779). Rather, a phenomenologist needs to engage in the act of seeing meaning, by being open to 
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ƴŜǿ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ όCƛƴƭŀȅΣ нлмпύ ŀƴŘ ŦƻǎǘŜǊƛƴƎ ŀ άŎŀǇŀŎƛǘȅ ǘƻ ōŜ ǎǳǊǇǊƛǎŜŘ ŀƴŘ ǎŜƴǎƛǘƛǾŜ ǘƻ ǘƘe unpredicted 

ŀƴŘ ǳƴŜȄǇŜŎǘŜŘέ ό5ŀƘƭōŜǊƎ Ŝǘ ŀƭΦΣ нллуΣ ǇΦ фуύΦ  

¢Ƙƛǎ ǇǊƻŎŜǎǎ ƻŦ ΨǎŜŜƛƴƎΩ ƳŜŀƴƛƴƎ ƛƴǾƻƭǾŜǎ ǘƘŜ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ researcher dwelling (Finlay, 2014) in 

ǘƘŜ ŘŀǘŀΦ ¢Ƙƛǎ ŘǿŜƭƭƛƴƎ ƻǊ ƛƳƳŜǊǎƛƻƴ ƛƴ ǘƘŜ Řŀǘŀ άŦƻǊŎŜǎ ǳǎ ǘƻ ǎƭƻǿ ŘƻǿƴΣ ǘƻ ǇŀǳǎŜΣ ǘƻ ǊŜ-examine taken-for-

granted assumptions and the idea that we already know this phenomenon. In the dwelling we linger and 

ōŜŎƻƳŜ ŀōǎƻǊōŜŘ ƛƴ ǿƘŀǘ ƛǎ ōŜƛƴƎ ǊŜǾŜŀƭŜŘέ όCƛƴŀƭȅΣ нлмпΣ ǇΦ мнрύΦ 5ǿŜƭƭƛƴƎ ƛǎ ƴƻǘ ŀ ǇŀǎǎƛǾŜ ǇƘŜƴƻƳŜƴƻƴΦ 

Rather, as suggested by van Manen (2017), the act of seeing meaning is inherently challenging. I drew on the 

ǎǳƎƎŜǎǘƛƻƴǎ ŦƻǊ ŀƴŀƭȅǎƛǎ ōȅ ±ŀƎƭŜ όнлмуύ ŀƴŘ Ǿŀƴ aŀƴŜƴ όнлмрōύ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ŀƴŘ ƳŀƪŜ ƳŜŀƴƛƴƎ ƻŦ WŀȅƴŜΩǎ 

experience of the experience. They both suggest a whole-part-whole approach to data analysis, where 

researchers move from looking at the experience holistically, to identifying important micro details of the 

experience, before returning to the texts holistically again. Researchers adopting this approach understand 

ǘƘŀǘ άŜŀŎƘ ǇŀǊǘ ƛǎ ǳƴŘŜǊǎǘƻƻŘ ƛƴ ǘŜǊƳǎ ƻŦ ǘƘŜ ǿƘƻƭŜ ŀƴŘ ǘƘŀǘ ǘƘŜ ǿƘƻƭŜ ƛǎ ǳƴŘŜǊǎǘƻƻŘ ƛƴ ǘŜǊƳǎ ƻŦ ƛǘǎ ǇŀǊǘǎέ 

(Dahlberg et al., 2008, p. 236). In other words, the parts and whole of the experience are constantly 

connected. 

To immerse myself within the data for the first time, and to gain a complete overview of the 

experience, I read each interview transcript in its entirety (17 transcripts), I watched all of the video footage 

(18 ǾƛŘŜƻ ǊŜŎƻǊŘƛƴƎǎύΣ L ǊŜŀŘ WŀȅƴŜΩǎ journalΣ L ǊŜŀŘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǇǊŜ ŀƴŘ Ǉƻǎǘ ǊŜŦƭŜŎǘƛƻƴǎ όрн ǊŜŦƭŜŎǘƛƻƴǎύΣ L 

ǊŜŀŘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǿƻrk samples (26 digital journals) and I frequently reread my researcher journal in this 

first phase of analysis . I did not take any notes during this initial stage as I wanted to gain a sense of the 

experience in its entirety.  

My second reading involved lƻƻƪƛƴƎ ƳƻǊŜ ŎƭƻǎŜƭȅ ŀǘ ǘƘŜ ΨǇŀǊǘǎΩ ƻŦ ŀƭƭ Řŀǘŀ ŀƴŘ ƛƴŎƭǳŘŜŘ ƘƛƎƘƭƛƎƘǘƛƴƎ 

and noting questions and thoughts in my researcher journal and on the transcripts. Much of this work was 

also achieved on large sheets of paper as I recorded ideas and thoughts about the experience as they 
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emerged. I would read a phrase and then note a question or a comment beside it. For example, the following 

was recorded in my researcher journal:   

¢ƘŜ ŜȄǇŜǊƛŜƴŎŜ ŦƻǊ ōƻǘƘ ƎǊƻǳǇǎ ƛƴǾƻƭǾŜŘ ŀ ƅǳƛŘƛǘȅ ƻŦ ƳŜŘƛǳƳǎ ǘƻ ƳŀƪŜ ƳŜŀƴƛƴƎΣ ǿƘŀǘ ŘƻŜǎ ǘƘƛǎ 

ƳŜŀƴΚ LŦ L ǘƻƻƪ ǘƘƛǎ ΨǎǘǊǳŎǘǳǊŜΩ ƻǳǘ ƻŦ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜΣ ǿƻǳƭŘ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜ ǎǝƭƭ ǎǘŀƴŘΚ 5ƻŜǎ ǘƘƛǎ 

ǊŜƭŀǘŜ ǘƻ Ƴȅ ǊŜǎŜŀǊŎƘ ǉǳŜǎǝƻƴΚ Iƻǿ ŘƻŜǎ ǘƘƛǎ ǊŜƭŀǘŜ ǘƻ ƛƴǘŜƴǝƻƴŀƭƛǘȅΚ Iƻǿ ŘƻŜǎ ǘƘƛǎ ǊŜƭŀǘŜ ǘƻ ǘƘŜ 

ŜȄǇŜǊƛŜƴŎŜ ŀǎ ŀ ǿƘƻƭŜΚ  

¢Ƙƛƴƪ ƻŦ ǘƘŜ ǿƻǊƪ ƻŦ ±ŀƎƭŜΧ ƛǎ ƛǘ ǝƳŜ ǘƻ ǘƘƛƴƪ ŀōƻǳǘ ǘƘŜ ƅǳƛŘƛǘȅ ŀƴŘ ŎƘŀƴƎƛƴƎ ǊŜƭŀǝƻƴǎƘƛǇǎ ŀƴŘ 

ǊŜǎƻǳǊŎŜǎ ǿƘƛŎƘ ǎƘŀǇŜ ŎƭŀǎǎǊƻƻƳ ŜȄǇŜǊƛŜƴŎŜǎ ŀǊƻǳƴŘ ǊŜŀŘƛƴƎΚ 

As I found an interesting part or phrase, I would lift that section and save it to a file on my computer. 

For the textual data, this involved copying and pasting the text, for the video data this involved slicing the 

video data. I would then move back to the whole (the holistic overview) to see how these parts connected to 

the whole, before moving back into the data again.  

However, as I progressed further into moving from the whole to the parts of the data, I confess that I 

became a little lost. As van Manen (2015) states, the search for meaning in phenomenological data is like 

ǿŀƭƪƛƴƎ ŀƭƻƴƎ ŀ ǿƛƴŘƛƴƎ ΨǿƻƻŘǇŀǘƘΩΣ ŀƴŘ Ŧƛƴŀƭƭȅ ƛƴǘƻ ŀ ΨŎƭŜŀǊƛƴƎΩ ǿƘŜǊŜ ǎƻƳŜǘƘƛƴƎ ƛǎ ǎƘƻǿƴ ƻǊ ǊŜǾŜŀƭŜŘ όǾŀƴ 

Manen, 2015). There could be many paths and none of them may necessarily be more valuable or correct 

than the others. It was during this initial searching for meaning, when I as the researcher was surrounded by 

the trees, I had no idea which tree or path was significant. Everything seemed important and I was 

ƻǾŜǊǿƘŜƭƳŜŘ ōȅ ǘƘŜ ǎƘŜŜǊ ǾƻƭǳƳŜ ƻŦ ǘƘŜ ŘŀǘŀΦ L ŦƻǳƴŘ ƳȅǎŜƭŦ ǘǊŀǇǇŜŘ ƛƴ ΨƛƴǎƛƎƘǘǎΩΤ ǘƘŜǊŜ ǿŜǊŜ Ƨǳǎǘ ǘƻƻ Ƴŀƴȅ 

and I was unsure which ones were more important than others. Thus, I made the decision to primarily focus 

ƻƴ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ŜȄǇŜǊƛŜƴŎŜ ŀƴŘ ǘƘŜ ŎƻƳǇƭŜȄƛǘȅ ǘƘŀǘ ŜȄƛǎǘŜŘ ŀǎ WŀȅƴŜ ƛƴǘŜǊŀŎǘŜŘ ǿƛǘƘ ƘŜǊ ǎǘǳŘŜƴǘǎΣ ǘƘŜ 

picturebook and the author. It was only through narrowing my focus that I could look more deeply into the 

complexity of the experience. This did not mean that I ignored the data from the students.  Rather, I used it 

ǘƻ ƛƭƭǳƳƛƴŀǘŜ ŀƴŘ ŜȄǇƭƻǊŜ WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜΦ ¢ƘŜǊŜ ǿŜǊŜ Ƴŀƴȅ ǇŀǘƘǎ ǘƘǊƻǳƎƘ ǘƘŜ ǿƻƻŘǎΣ ōǳǘ L ŎƘƻǎŜ ǘƘŜ 

ǘŜŀŎƘŜǊΩǎ ƧƻǳǊƴŜȅ.  
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3.8 Analysing the accounts of the experience: applying a theoretical lens 

After dwelling in the data, moving iteratively through the parts and whole, I started to think about 

what the data could mean in relation to the research questions and I was reminŘŜŘ ƻŦ Ǿŀƴ aŀƴŜƴΩǎ όнлмрōύ 

ŀŘǾƛŎŜ ǘƘŀǘ ŀƴȅ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ƻŦ ǘƘƛǎ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ Řŀǘŀ ƴŜŜŘŜŘ ǘƻ άƳŀƛƴǘŀƛƴ ŀ ǎǘǊƻƴƎ ŀƴŘ ƻǊƛŜƴǘŀǘŜŘ 

ǊŜƭŀǘƛƻƴέ όǇΦ ооύ ǘƻ ǘƘŜ ƭƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜΦ !ǎ ŀŘǾƛǎŜŘ ōȅ Ǿŀƴ aŀƴŜƴΣ L ƴŜŜŘŜŘ ǘƻ ƭƻƻƪ Ǉŀǎǘ ǘƘŜ ǎǳǇŜǊŦƛŎƛŀƭ ŀƴŘ 

allow the esseƴǘƛŀƭ ƳŜŀƴƛƴƎǎ ƻŦ ǘƘŜ ǇƘŜƴƻƳŜƴƻƴ ǘƻ ŀǊƛǎŜ ǘƻ ƛƴǘŜǊǇǊŜǘ ǿƘŀǘ άŎƻƴǎǘƛǘǳǘŜǎ ǘƘŜ ƴŀǘǳǊŜ ƻŦ ǘƘŜ 

ƭƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜΚέ όǾŀƴ aŀƴŜƴΣ нлмрōΣ ǇΦ онύΦ ²Ƙƛƭǎǘ ƳŀƛƴǘŀƛƴƛƴƎ ŀ ǇƘŜƴƻƳŜƴƻƭƻƎƛŎŀƭ ǊŜƭŀǘƛƻƴΣ L ŀǇǇƭƛŜŘ 

three phenomenological ideas to the data to illuminate and giǾŜ ƛƴǎƛƎƘǘǎ ƛƴǘƻ WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜ ŀǎ ǎƘŜ 

designed, enacted and reflected on her experience of teaching a contemporary picturebook in the upper 

years of primary school.  

[Ŝƴǎ ƻƴŜΥ ±ŀƎƭŜΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ŜƴǘŀƴƎƭŜƳŜƴǘǎ ƻŦ ƛƴǘŜƴǘƛƻƴŀƭƛǘȅ ƛƴ ǘƘŜ ƭƛŦŜ-world. I particularly 

ŀǇǇƭƛŜŘ ǘƘƛǎ ƭŜƴǎ ǘƻ ǘƘŜ ŀƴŀƭȅǎƛǎ ƻŦ ǘƘŜ Řŀǘŀ ƛƴ /ƘŀǇǘŜǊ рΣ ǿƘƛŎƘ ƛǎ ǘƛǘƭŜŘΣ άtŜŘŀƎƻƎƛŎŀƭ ŘŜǎƛƎƴƛƴƎΥ 

9ƴǘŀƴƎƭŜƳŜƴǘǎ ōŜǘǿŜŜƴ WŀȅƴŜΣ ƘŜǊ ǎǘǳŘŜƴǘǎΣ ǘƘŜ ǇƛŎǘǳǊŜōƻƻƪ ŀƴŘ ǘƘŜ ŀǳǘƘƻǊέΦ !ǎ ǎǘŀǘŜŘ ōȅ ±ŀƎƭŜ όнлмфύΣ ŀƴ 

exploration of entanglements in the life-world is particularly useful to illuminate the complexities of teaching 

in everyday contexts and allows for insights into how the ǿƻǊƪ ƻŦ ǘŜŀŎƘƛƴƎ άƛǎ ƭƛǾŜŘΣ ǇǊƻŘǳŎŜŘΣ ŀƴŘ ǇǊƻǾƻƪŜŘ 

by all sorts of entangled complexities that may or may not be cƻƴǎŎƛƻǳǎ ǘƻ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭέ όǇŀǊŀ мύΦ !ǎ L 

immersed myself in the data, I started to look at how entanglements among the author, the picturebook, the 

ǎǘǳŘŜƴǘǎ ŀƴŘ WŀȅƴŜ όƛƴŎƭǳŘƛƴƎ ƘŜǊ Ǉŀǎǘ ŀƴŘ ŦǳǘǳǊŜ ŜȄǇŜǊƛŜƴŎŜǎύ ǎƘŀǇŜŘ WŀȅƴŜΩǎ ŘŜǎƛƎƴƛƴƎ ƻŦ ǘƘŜ ǊŜŀŘƛƴƎ 

experiences.  

Lens 2: Essential life-world themes. The study of experience or phenomenon that exists as part of the 

life-world is at the core of any phenomenological study, including this one. Every lived experience according 

to van Manen (1997, 2015) is created through an entwining of four fundamental life-world themes which 

Ǿŀƴ aŀƴŜƴ ǊŜŦŜǊǎ ǘƻ ŀǎ άŜȄƛǎǘŜƴǘƛŀƭǎέ όǾŀƴ aŀƴŜƴΣ нлмрōΣ ǇΦ млмύΦ ¢ƘŜǎŜ ŦƻǳǊ ŜȄƛǎǘŜƴǘƛŀƭǎ Ŏŀƴ ōŜ ǳƴŘŜǊǎǘƻƻŘ 
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ŀǎ ǘƘŜ άǳƴƛǾŜǊǎŀƭ ǘƘŜƳŜǎ ƻŦ ƭƛŦŜέ όǾŀƴ aŀƴŜƴΣ нлмпΣ ǇΦ олнύ ŀƴŘ ŀǊŜ ŀƴ ƻƳƴƛǇǊŜǎŜƴǘ ǇŀǊǘ ƻŦ ŀƴȅ ƭƛǾŜŘ 

experience (van Manen, 2015bύΦ ¢ƘŜȅ άǇŜǊǾŀŘŜ ǘƘŜ ƭƛŦŜ-worlds of all human beings, regardless of their 

ƘƛǎǘƻǊƛŎŀƭΣ ŎǳƭǘǳǊŀƭ ƻǊ ǎƻŎƛŀƭ ǎƛǘǳŀǘŜŘƴŜǎǎέ όǾŀƴ aŀƴŜƴΣ нлмрōΣ ǇΦ млмύΦ  

These four existentials or life-ǿƻǊƭŘ ǘƘŜƳŜǎ Ŏƻƴǎƛǎǘ ƻŦ άlived space (spatiality), lived body 

(corporeality), lived time (temporality) and lived human relation όǊŜƭŀǘƛƻƴŀƭƛǘȅ ƻǊ ŎƻƳƳǳƴŀƭƛǘȅύέ όǾŀƴ aŀƴŜƴΣ 

2015b, p. 101). Each of the four existentials Ŏŀƴ ŦƻŎǳǎ ƻƴ ǘƘŜ ΨƭƛǾŜŘΩ ƻǊ ΨŦŜƭǘΩ ǊŜƭŀǘƛƻƴǎ ǿƛǘƘƛƴ ǘƘŜ ƭƛŦŜ-world. 

For example, spatiality refers to the way that space makes us feel, and the way we understand how we 

operate in any given environment. Temporality represents felt time, which is often assumed to be objective. 

Corporality signifies how our body feels within a space and how we make meaning of any experience 

through our embodied perceptions. And relationality refers to how people and objects are connected 

through a rich interpersonal space. While each of these existentials can be provisionally separated from the 

other, each one brings forth the others and together they are inextricably connected as threads of 

experience. According to van Manen, these existential themes can act as lenses or structures through which 

a phenomenon can be understood. For example, how  time is understood as part of lived experience. The 

four existentials of the life-world (temporality corporality, spatiality and relationality) were applied to the 

ŀƴŀƭȅǎƛǎ ƛƴ /ƘŀǇǘŜǊ сΣ ǿƘƛŎƘ ƛǎ ǘƛǘƭŜŘ ά9ƴŀŎǘƛƴƎ (and adapting) the pedagogical design in the life-ǿƻǊƭŘέΦ ¢Ƙƛǎ 

involved going back to the data and looking at how space, how time, how relations and how embodied 

ǇǊŀŎǘƛŎŜǎ ǎƘŀǇŜŘ WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜ ŀǎ ǎƘŜ ŜƴŀŎǘŜŘ ƘŜǊ ǘŜŀŎƘƛƴƎΦ 

[Ŝƴǎ ǘƘǊŜŜΥ ±ŀƎƭŜΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ŜƴǘŀƴƎƭŜƳŜƴǘǎ ƛƴ ǘƘŜ ƭƛŦŜ-world. I used this lens in Chapter 7, 

ǘƛǘƭŜŘ ά! ǊŜŦƭŜŎǘƛƻƴ ƻƴ ŜƴŘƛƴƎǎΥ ¢ƘŀǘΩǎ ƛǘΧ ƻǊ ƛǎ ƛǘΚέΣ ǘƻ ŜȄǇƭƻǊŜ WŀȅƴŜΩǎ ǊŜŦƭŜŎǘƛƻƴǎ ƻƴ ƘŜǊ ŜȄǇŜǊƛŜƴŎŜ ǘƘǊƻǳƎƘ 

the rich entanglements that exist in dialogue among Jayne, myself, the picturebook and her students. The 

ΨǘŜŀŎƘŜǊ ŀǎ ƭŜŀǊƴŜǊΩΣ ǿƘƛŎƘ ǿŀǎ ŀ ǊŜǎǳƭǘ ƻŦ ƘŜǊ reflective experiences and her entanglements, is also analysed 

and discussed.  
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3.9 Crafting the written interpretations of the experience 

For me, the data analysis and the crafting of the textual interpretations were closely intertwined. I 

could not do one aspect without doing the other simultaneously. Van Manen (2015b) stresses that the 

writing and crafting of the textual interpretations is not the last step of the research process. The research 

ƛǘǎŜƭŦ άis ŀ ŦƻǊƳ ƻŦ ǿǊƛǘƛƴƎέ όǇΦ мммύΣ ƛǘ άƳŜŘƛŀǘŜǎ ǊŜŦƭŜŎǘƛƻƴέ όǾŀƴ aŀƴŜƴΣ нлмрōΣ ǇΦ мнпύΦ Lƴ ǇǊŀŎǘƛŎŜΣ ǘƘƛǎ 

meant there was a fluidity of the writing process with the analysis and crafting of the textual interpretations 

happening simultaneously. This occurred in ongoing dialogue with my own knowledge of the literature, my 

own past experiences and the rich dialogue with my supervisors and research colleagues at the university 

where I worked. These forms of dialogue were embraced and added a richness to the interpretation of 

WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜΣ ǿƘƛƭŜ ŀǘ ǘƘŜ ǎŀƳŜ ǘƛƳe recognising that ongoing reflexivity and bridling needed to occur. 

 The aim of any phenomenological study is to give the reader rich descriptions and insights into the 

experience as it is lived by the participants. As stated by Finlay (2014), there is no one right way to present 

this writing; it depends on each individual researcher, and how the experience can be best explored. After 

analysing and crafting the textual interpretations of the experience, I turned back to the research literature, 

to delve inǘƻ Ƙƻǿ WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜ ŎƻǳƭŘ ōŜ ŦǳǊǘƘŜǊ ŜȄǇƭƻǊŜŘΦ ¢ƘǳǎΣ ǘƘŜ ŦƛƴŘƛƴƎ ŎƘŀǇǘŜǊǎ ŀǊŜ ǇǊŜǎŜƴǘŜŘ ŀǎ 

analysis and discussion as these two are inextricably intertwined.  

3.10 Conclusion  

This chapter has described and critically explored the theories and writings of phenomenologists 

such as Van Manen (2014, 2015b), Vagle (2010, 2018) Dahlberg (2006) and Dahlberg et al. (2008), guiding 

both the philosophical and methodological choices made in the course of this study. I have emphasised that 

my application of hermeneutic phenomenological approaches seeks to show how meaning is situated in the 

life-world and the complex ways that meaning making exists in dynamic entanglements between the 

ǘŜŀŎƘŜǊΣ ǘƘŜ ŀǳǘƘƻǊΣ ǘƘŜ ǇƛŎǘǳǊŜōƻƻƪ ŀƴŘ ǘƘŜ ǎǘǳŘŜƴǘ ǿƘƻ ŀǊŜ ǘƘŜ ƪŜȅ ΨŀŎǘƻǊǎΩ ƛƴ ǘƘƛǎ ǎǘǳŘȅΦ L ŀƭǎƻ ƻǳǘƭƛƴŜ ǘƘŜ 
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practicalities of how and why I recruited one teacher, Jayne and her class, as participants who proceeded to 

teach and learn with the picturebook Rules of summer (paper and digital app) written by Shaun Tan in their 

Year 5 classroom. The following chapter explores the important contextual experiences of Jayne, her 

students, the author Shaun Tan, and the picturebook Rules of summer, and provides insights into the 

ǎǳōƧŜŎǘǎ ŀƴŘ ƻōƧŜŎǘǎ ƛƴ WŀȅƴŜΩǎ ƭƛŦŜ-world.  
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                                                          Chapter 4  

Understanding the life-world: the teacher, the students, the author, 

 and the picturebook 

 

 

 

 

 

 

 

 

 

 

 

 

       ά²Ŝ ŀƭƭ ƭƛǾŜ ƛƴ ǘƘŜ ǎŀƳŜ ǇƭŀŎŜΣ ōǳǘ ƴƻǘ ǘƘŜ ǎŀƳŜ ǳƴƛǾŜǊǎŜέ (Tan, 2022, p. 161) 

¢Ƙƛǎ Ŏƭŀȅ ǎŎǳƭǇǘǳǊŜ ŎǊŀŦǘŜŘ ōȅ ƻƴŜ ƻŦ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ŜǾƻƪŜǎ ŀ ŦŜŜƭƛƴƎ ƻŦ ŜȄǘǊƻǎǇŜŎǘƛƻƴΣ ŀ   penetrating gaze that 

is needed to examine the life-world, the past, the present and the future. 
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Introduction 

Past experiences, beliefs and values entangle with current and future phenomenological 

experiences. Thus, within any phenomenological study of educational practice, an understanding of previous 

experiences, beliefs and values (Dahlberg et al., 2008; Vagle, 2018; van Manen, 2015b) is important as these 

entangle with each other to guide current and future meaning-making created through the experiences. 

Moreover, these experiences are shaped through the rich entanglement of interactions among objects that 

exist within the experience. Thus, to phenomenologically explore how the entanglements between the 

teacher (Jayne), the author (Shaun Tan), the picturebook (Rules of summer) and the students shaped the 

teacher's pedagogical experiences in a primary school classroom, an understanding of each of these is vital. 

This extensive understanding of the author, the picturebook, the teacher and her students provides me with 

an understanding of the context in which Jayne found herself. And a deep understanding of each subject and 

object will guide the subsequent analysis and discussion. 

4.1 The Victorian school system: the curriculum 

WŀȅƴŜΩǎ ǎŎƘƻƻƭ ƛǎ ƛƴ ǘƘŜ ǎǘŀǘŜ ƻŦ ±ƛŎǘƻǊƛŀΣ !ǳǎǘǊŀƭƛŀ. As discussed in the literature review, Australia has 

a mandated national curriculum (ACARA, 2016a), that several Australian states including Victoria have 

modified for their own context. The curriculum that Jayne used in 2017 (the year when the data for this 

study were being collected) remains in place, namely The Victorian Curriculum: Foundation-10, created by 

the Victorian Curriculum and Assessment Authority (VCAA). It is a requirement that the Victorian curriculum 

is taught in all government primary and secondary schools (Foundation to Year 10). It is organised around 

subject disciplines (e.g., English, Science, Mathematics, Humanities, The Arts, Languages, Technologies and 

Health and Physical Education), a set of general capabilities (Critical and Creative Thinking, Ethical, 

Intercultural and Personal and Social) and cross-curriculum priorities (Learning about Aboriginal and Torres 

Strait Islander histories and cultures, Asia and Sustainability). According to the VCAA (2019b) the overarching 
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aim of the English curriculum discipline is  

The study of English is central to the development of all young Australians. It contributes to the 

creation of confident communicators, imaginative thinkers and informed citizens. It is through the 

study of English that individuals learn to analyse, understand, communicate and interact with others 

and with the world around them. (Para 1) 

The English curriculum is defined by the modes of language (Reading and Viewing, Writing, and 

Speaking and Listening) and by three distinct strands (Language, Literacy and Literature). One of the key 

modes in this curriculum that pertain to this PhD study is reading and viewing which is interwoven into all 

three curriculum strands (Language, Literature and Literacy).  It is described in the following way: 

Reading and viewing involves students understanding, interpreting, critically analysing, reflecting 

upon, and enjoying written and visual, print and non-print texts. It encompasses reading and viewing 

a wide range of texts and media, including literary texts. Reading involves active engagement with 

texts and the development of knowledge about the relationship between them and the contexts in 

which they are created. It also involves the development of knowledge about a range of strategies 

for reading. (VCAA, 2019) 

An interpretation of this definition highlights that reading is an active process that requires 

interpretative meaning making across a wide range of text types and mediums, where students are required 

to draw on a repertoire of strategies to understand text. Jayne teaches children expected to be working at 

level 5, where the end of year outcomes for reading and viewing are outlined below.  

By the end of Level 5, students explain how text structures assist in understanding the text. They 

understand how language features, images and vocabulary influence interpretations of characters, 

settings and events. They analyse and explain literal and implied information from a variety of texts. 

They describe how events, characters and settings in texts are depicted and explain their own 

responses to them. When reading, they confidently encounter and can decode less familiar words. 

(Victoria State Government, n.d.)  

Thus, when Jayne as a teacher makes decisions about how to teach reading, she is hoping to ensure 

that her students achieve these outcome standards.  
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4.1.1 The school: St Maria primary school (pseudonym) 

 Jayne works in a non-government, co-educational primary school in the outer suburbs of Melbourne 

!ǳǎǘǊŀƭƛŀΦ hƴ ŀǾŜǊŀƎŜΣ ǘƘŜ ǎŎƘƻƻƭΩǎ ŜƴǊƻƭƳŜƴǘ ƛǎ рол ǎǘǳŘŜƴǘǎΣ ǊŀƴƎƛƴƎ ŦǊƻƳ CƻǳƴŘŀǘƛƻƴ όŀƎŜǎ р-6) to Year 6 

(ages 11-13).  Of these students, 32% are learning English as an Additional Language. There are 35 teaching 

staff and 17 non-ǘŜŀŎƘƛƴƎ ǎǘŀŦŦΦ  ! ǎǘŀǘŜƳŜƴǘ ŦǊƻƳ ǘƘŜ ǎŎƘƻƻƭΩǎ ǿŜōǎƛǘŜ ƻǳǘƭƛƴŜǎ ǘƘŜƛǊ ǾŀƭǳŜǎ ŀōƻǳǘ ǘŜŀŎƘƛƴƎ 

ŀƴŘ ƭŜŀǊƴƛƴƎΦ Lƴ ǘƘƛǎ ǎǘŀǘŜƳŜƴǘ ǘƘŜǊŜ ƛǎ ŀ ǎǘǊƻƴƎ ŦƻŎǳǎ ƻƴ ƛŘŜƴǘƛŦȅƛƴƎ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŜȄŀŎt point of learning 

through a range of assessment practices and building on this to achieve independent learning.  

We believe that we need to cater to 100% of students, 100% of the time. This support will look 

different for each individual student, but our focus is meeting each student at their point of need. 

We know that all students will be at varying starting points on their learning journey and our 

teachers have the role to cater where each individual is. 

To do this, our teachers use a range of assessments, as well as recorded observations that will inform 

their teaching. We know that learning is not linear and will have hurdles along the way, so we are 

constantly looking for the best evidence-ōŀǎŜŘ ǇǊŀŎǘƛŎŜǎ ǘƻ ǎǳǇǇƻǊǘ ŜŀŎƘ ŎƘƛƭŘΩǎ ƴŜŜŘΦ ²Ŝ ǿŀƴǘ 

students to become independent learners who learn to reflect on their learning and set their own 

goals, although this will require continued support from our teachers. 

To address this variability and ensure we provide inclusive education, we monitor the progression of 

students through data analysis and plan as teams to assess best possible strategies and interventions 

for learning. (Excerpt from school website. Exact details are not provided to increase confidentiality) 

The section above has reflected on how Jayne, the teacher in this study, works within wider 

educational discourses. The mandated Victorian Curriculum (a version of the Australian Curriculum), and the 

strategic directives of her school define and influence how she teaches reading. This is important contextual 

information as these two contexts will influence and is positioned by how Jayne designs, enacts and reflects 

on teaching contemporary picturebooks (paper and digital app). 

4.2 The teacher: Jayne 

As stated in the methodology, the teacher recruited for this study needed to be experienced, 

confident and open to using both picturebooks and iPads in their teaching. At the time of the study, Jayne 
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had been teaching for five years after completing a Master of Teaching and had been using iPads in her 

teaching for three years. She had spent her teaching career in the upper primary years (Years 4, 5 and 6). She 

ŜȄǇƭŀƛƴŜŘ ǘƘŀǘ ǎƘŜ ƭƻǾŜŘ ǘŜŀŎƘƛƴƎ ƛƴ ǘƘŜǎŜ ȅŜŀǊǎ ŀǎ ƛǘ ŀƭƭƻǿŜŘ ƘŜǊ ǘƻ Řƻ ƳƻǊŜ ΨƛƴǘŜǊŜǎǘƛƴƎ ǎǘǳŦŦΩ ǊŀǘƘŜǊ ǘƘŀƴ 

primarily teach students to decode the text (Interview 20/4). To provide an understanding of the context, an 

ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ WŀȅƴŜ ŀǎ ƪŜȅ ǇŀǊǘƛŎƛǇŀƴǘ ƛƴ ǘƘƛǎ ǎǘǳŘȅ ǿƛƭƭ ōŜ ŜȄǇƭƻǊŜŘ ƛƴ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǎŜŎǘƛƻƴΦ WŀȅƴŜΩǎ 

previous experiences of reading, picturebook pedagogy and use of technology wilƭ ōŜ ŜȄŀƳƛƴŜŘΦ Iƻǿ WŀȅƴŜΩǎ 

experiences within the classroom coexist within the larger context of the school, framed by wider 

governmental regulations including curriculum expectations, will also be examined. 

пΦнΦм WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ƛtŀŘǎ 

In my first interaction with Jayne for this study, via a participant questionnaire, she stated that she 

ŀƴŘ ƘŜǊ ǎǘǳŘŜƴǘǎ ǿŜǊŜ ŎƻƴŦƛŘŜƴǘ ƛƴ ǳǎƛƴƎ ƛtŀŘǎΦ {ƘŜ Ǉǳǘ ǇŀǊǘƛŎǳƭŀǊ ŜƳǇƘŀǎƛǎ ƻƴ ƘŜǊ ƻǿƴ ŀƴŘ ƘŜǊ ǎǘǳŘŜƴǘǎΩ 

confidence and skill in using iPads as a pedagogical tool. 

Our school has worked really hard to incorporate digital technology into our everyday learning 

experiences. The students understand that their iPads are learning tools that can help them in so 

many ways. From accessing word processing sites, reading books, listening to texts being read to 

them or creating their own stories. Including digital technology has also made it easier for me as a 

ǘŜŀŎƘŜǊ ǘƻ ŀŎŎŜǎǎ ǎǘǳŘŜƴǘǎΩ ǿƻǊƪ ƻǊ ƎŜǘ ŀŎǘƛǾƛǘƛŜǎ ƻǊƎŀƴƛǎŜŘΦ όWŀȅƴŜΣ ƛƴƛǘƛŀƭ ǇŀǊǘƛŎƛǇŀƴǘ ǉǳŜǎǘƛƻƴƴŀƛǊŜύ 

Jayne's school has an iPad 1:1 policy for the upper years; thus every student in her class has their 

own iPad. 

пΦнΦн WŀȅƴŜΩǎ experience of picturebooks 

In the questionnaire, Jayne identified picturebooks as an essential part of reading in her classroom. 

Jayne agreed that she often used picturebooks in class and was άŀƳŀȊŜŘ ǘƘŀǘ ǎŜƴƛƻǊ ƪƛŘǎ ǎǘƛƭƭ ƭƻǾŜ ǇƛŎǘǳǊŜ 

storybooks" (Interview, 20/4).  Although Jayne stated that picturebooks are important, she acknowledged 
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that there are tensions in finding the time to read them. She provided an insight into these tensions by 

ǎŀȅƛƴƎΣ άώLϐ ǇǊƻōŀōƭȅ ŘƻƴΩǘ ǳǎŜ ǘƘŜƳ ŀǎ ƳǳŎƘ ŀǎ ώLϐ ǎƘƻǳƭŘ ώōǳǘ L ǘǊȅ ǘƻ ǊŜŀŘ ǘƘŜƳϐ Χ ŘǳǊƛƴƎ ŜŀǘƛƴƎ ƻǊ 

ǿƘŀǘŜǾŜǊΣ ǿŜ ǿƻǳƭŘ ǎƛǘ ǘƘŜǊŜ ŀƴŘ ǊŜŀŘ ŀ ǇƛŎǘǳǊŜ ǎǘƻǊȅōƻƻƪ ώǘƻƎŜǘƘŜǊϐέ όLƴǘŜǊǾƛŜǿΣ нлκпύΦ  ¢ƘǳǎΣ ŘŜǎǇƛǘŜ ƘŜǊ 

statement about the importance of using picturebooks, it became clear that Jayne did not use picturebooks 

frequently for literacy instruction. However, she noted high levels of engagement when she did read 

picturebooks to her class. Jayne commented that during ŀ ǇƛŎǘǳǊŜōƻƻƪ ǊŜŀŘƛƴƎ άǘƘŜǎŜ ƪƛŘǎ ǿƻǳƭŘ ōŜ ƎƭǳŜŘ ǘƻ 

ǘƘŜ ǇŀƎŜ ƎƻƛƴƎΣ Ψ²Ƙŀǘ ƛǎ ƎƻƛƴƎ ǘƻ ƘŀǇǇŜƴ ƴŜȄǘΚΗΩ ŀƴŘ ƭƻƻƪƛƴƎ ŀǘ ǘƘŜ ǇƛŎǘǳǊŜǎέ όLƴǘŜǊǾƛŜǿΣ нлκпύΦ 

 Jayne observed the benefits of reading picturebooks in a highly regulated, outcomes-driven 

classroom. She spoke about the interpretive and critical approach that the reading of picturebooks requires. 

[The students] get more out of it now because they can look further into the meaning of it or what 

ǘƘŜ ǇƛŎǘǳǊŜ ƛǎ ǎŀȅƛƴƎΦ {ƻƳŜ ƪƛŘǎ ƎƻΣ ΨhƘ ȅŜŀƘΣ ǘƘŜ ŜƭŜǇƘŀƴǘ ƳƛƎƘǘ ōŜ ǇƛƴƪΩΣ ŀƴŘ ǘƘŜȅ Ǝƻ ŦǳǊǘƘŜǊ ƛƴǘƻ ƛǘ 

ǊŀǘƘŜǊ ǘƘŀƴ ƭƻƻƪƛƴƎ ŀǘ ǘƘŜ ǇƛŎǘǳǊŜ ŀƴŘ ƎƻƛƴƎΣ Ψ²Ŝƭƭ ǘƘŀǘ ƛǎ ǘƘŜ ǘŜȄǘ ŀƴŘ ǘƘŀǘ ƛǎ ǘƘŜ ǇƛŎǘǳǊŜΦ ¢ƘŜȅ Ǝƻ 

ǘƻƎŜǘƘŜǊΧΦ ²ŜƭƭΣ ŀŎǘǳŀƭƭȅΣ ƳŀȅōŜ ǘƘŜȅ ŘƻƴΩǘΩΦ  {ƻΣ ǘƘŜȅ ŀǊŜ ǎǘŀǊǘƛƴƎ ǘƻ ǇƛŎƪ ǳǇ ǘƘƻǎŜ ƘƛŘŘŜƴ ƳŜǎǎŀƎŜǎ 

and the hidden meaning in some books and think further about it. I have some kids that are very 

inquisitive and that test the boundaries of certain things and that sparks conversation, which is really 

good. (Interview, 20/4) 

In our conversation before Jayne read the Rules of summer with her students, Jayne reiterated that 

ǎƘŜ ǿŀǎ ŎƻƴŦƛŘŜƴǘ ƛƴ ǘŜŀŎƘƛƴƎ Ǿƛǎǳŀƭ ƭƛǘŜǊŀŎȅ ŀƴŘ ƘŀŘ ŜƴƎŀƎŜŘ ǾŀǊƛƻǳǎ ǇŜŘŀƎƻƎƛŜǎ ǘƻ ǎǳǇǇƻǊǘ ƘŜǊ ǎǘǳŘŜƴǘǎΩ 

learning in this area. She explained that when reading a picturebook, it is often difficult for all of the students 

to see the visual images, which makes analysis of them problematic:  

We have started to use the interactive whiteboard but only in the sense that we would scan a book 

so we can project it to the whiteboard. So being able to zoom in and out of pictures and things like 

that, we have started doing that ourselves. To try and get more out of it and make it larger for the 

kids so they can all see it, rather than having them all crowded around. (Interview, 20/4) 

Jayne was also confident in using some of the visual meta-language around colour and images to 
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ǎǳǇǇƻǊǘ ƘŜǊ ǎǘǳŘŜƴǘǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ŜƳƻǘƛǾŜ ŀǎǇŜŎǘǎ ƻŦ ƴŀǊǊŀǘƛǾŜ ǘŜȄǘǎΦ  

We looked at the colours and the imagery of that [Angels of Kokoda], the fact that he [the author] 

was using oil pastels to sƳǳŘƎŜ ŀƴŘ ǳǎƛƴƎ ǘƘŜ ƛƳŀƎŜ ǘƻ ǘŀƭƪ ŀōƻǳǘ ǘƘŜ ŀǊǘ Χ ŦƻŎǳǎƛƴƎ ƻƴ ǘƘŜ ŎƻƭƻǳǊ ƻŦ 

the text, as well.  There were certain pages where it was all reds and oranges and browns, and there 

were other pages where there was purple and stuff. So, the contradiction between them and what 

they did for their emotion and that sort of stuff, going so much further into what the picture says. 

(Interview, 20/4) 

!ƭǘƘƻǳƎƘ WŀȅƴŜ ŎƻǳƭŘ ŘǊŀǿ ƻƴ ǘƘŜǎŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ Ƙƻǿ ƛƳŀƎŜǎ ΨǿƻǊƪΩΣ ǎƘŜ ǿŀǎ ƴƻǘ ŦŀƳƛƭƛŀǊ ǿƛǘƘ 

the work of Shaun Tan and had not used his picturebooks before in her teaching.  

пΦнΦо WŀȅƴŜΩǎ ŜȄǇŜǊƛŜƴŎŜ ƻŦ ǇƛŎǘǳǊŜōƻƻƪ ŀǇǇǎ 

Completing her initial participant questionnaire, Jayne indicated that she had used picturebook apps. 

However, at the Interview on 20/4, after her initial exposure to Rules of summer app, Jayne stated that she 

had not used picturebook apps before. Rather she ǿŀǎ ΨŦŀƳƛƭƛŀǊ ǿƛǘƘΩ ŘƛƎƛǘŀƭ ōƻƻƪǎ ƛƴŎƭǳŘƛƴƎ ƘŜǊ ǳǎŜ ƻŦ ŘƛƎƛǘŀƭ 

levelled books such as those on the platform, Raz-Kids (LAZEL Inc, 2019).  

We have heaps of different apps that we do use. One of them we use very frequently is Raz-Kids; it is 

extremely interactive. There are pop quizzes that come up, and there's robots ς you know, your own 

individual characters that you can create and design on there. In saying that, it is tailored specifically 

to their individual reading level so Raz- Kids reading levels marry up with Fountas and Pinnell 

baseline assessment data so we can then assign each kid the specific texts to their level. It has a 

mixture of fiction and nonfiction. The actual app itself can read to the kids, so they then just follow it 

along. That way they can record their reading into it. That sort of stuff. (Interview, 20/4)  

As discussed in the literature review (see 2.1.3.3), these levelled digital books have very specific 

outcomes where students engage in a limited set of reading practices. Roskos et al. (2009) and Brueck et al. 

(2019) highlight the restricted, independent nature of these programs: "At the most fundamental level, the 

e-book affords an opportunity for storybook reading without adult mediation. Multimedia, in essence, 
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ǊŜǇƭŀŎŜǎ ǘƘŜ ŀŘǳƭǘ ƳŜŘƛŀǘƻǊΣ ǇǊƻǾƛŘƛƴƎ ǘƘŜ ǎǳǇǇƻǊǘǎ ǘƘŀǘ ΨǊŜŀŘ ǘƘŜ ǎǘƻǊȅΩ ǘƻ ǘƘŜ ȅƻǳƴƎ ŎƘƛƭŘέ όwƻǎƪƻǎ Ŝǘ ŀƭΦΣ 

2009, p. 219). The levelled digital texts on Raz-Kids are designed with limited options and specific reading 

outcomes and, this contrasts with Rules of summer which contains ambiguity and invites discussion and talk 

ŀǊƻǳƴŘ ǘƘŜ ǇƛŎǘǳǊŜōƻƻƪ ŀǎ ƳŜŀƴƛƴƎǎ ŀǊŜ ƴŜƎƻǘƛŀǘŜŘΦ ¢ƘǳǎΣ WŀȅƴŜΩǎ ƪƴƻǿƭŜŘƎŜ and pedagogical approach to 

digital levelled texts was very different to the understanding required for the use of picturebook apps.  

пΦнΦп WŀȅƴŜΩǎ ōŜƭƛŜŦǎ ŀōƻǳǘ ǿƘŀǘ ǊŜŀŘƛƴƎ ƛǎ 

Jayne viewed reading as necessary for success in life. As seen in the comment below, Jayne 

acknowledges the tension that exists for the teacher between knowing the importance of reading, 

appreciating the difficulties some students face with reading and wanting to promote reading enjoyment in 

the classroom. 

YŜƭƭȅΥ  Tell me, if you were to define reading, what would you say reading 

is? 

WŀȅƴŜΥ  ! ǎƪƛƭƭΣ ŀ ƭƛŦŜ ǎƪƛƭƭΦ ¸ƻǳ ŎŀƴΩǘ ǊŜŀƭƭȅ Ǝƻ ƻƴ ǿƛǘƘƻǳǘ ƛǘΦ ¸ŜŀƘΣ ƛǘΩǎ ŀƴ ŜǾŜǊȅŘŀȅ 

ƴŜŜŘΦ tǊƻōŀōƭȅ ǊŀǘƘŜǊ ǘƘŀƴ ŀ ǎƪƛƭƭΣ ƛǘ ƛǎ ŀ ƴŜŎŜǎǎƛǘȅΦ ²Ŝ ŀǊŜ ǇǊƻōŀōƭȅ 

ǾŜǊȅ ŦƻǊǘǳƴŀǘŜ ǘƘŀǘ ŀ ƭƻǘ ƻŦ ƻǳǊ ƪƛŘǎ ƘŀǾŜ ŀƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŀǘ ŀǎ 

ǿŜƭƭΣ ǘƘŜȅ ƪƴƻǿ ǘƘŀǘ ƛǘ ƛǎ ƛƳǇƻǊǘŀƴǘΦ ¢ƘŜȅ Řƻƴϥǘ ƴŜŎŜǎǎŀǊƛƭȅ ƭƛƪŜ ƛǘΦ ¢ƘŜȅ 

Řƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŀǘ ǘƘŜȅ ƴŜŜŘ ǘƻ ƪƴƻǿ Ƙƻǿ ǘƻ Řƻ ƛǘ ōŜŎŀǳǎŜ ǘƘŜȅ ŀǊŜ 

ƴƻǘ ƎƻƛƴƎ ǘƻ ƎŜǘ ǾŜǊȅ ŦŀǊ ƛŦ ǘƘŜȅ ŘƻƴϥǘΦ  L ƘŀǾŜ ŦƻǳƴŘ ǎƻƳŜ ƪƛŘǎ ǘƘŀǘ Řƻ 

ŬƴŘ ƛǘ ǊŜŀƭƭȅΣ ǊŜŀƭƭȅΣ ŎƘŀƭƭŜƴƎƛƴƎΦ ¢ƘŜȅ ǿƛƭƭ ǊŜŀŘ ƛŦ ƛǘ ƛǎ ŜǎǎŜƴǝŀƭΦ 

όLƴǘŜǊǾƛŜǿΣ нлκпύ 

When I asked Jayne what types of things students need to know when learning to read, she focused 

heavily on aspects of decoding (phonics) and comprehending rather than an aesthetic appreciation of texts. 

This is seen in the excerpt of our conversation below 

¢ƘŜȅ ώǎǘǳŘŜƴǘǎϐ ƴŜŜŘ ŀ ōŀǎƛŎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ Ƙƻǿ ǘƘŜ 9ƴƎƭƛǎƘ ƭŀƴƎǳŀƎŜ ǿƻǊƪǎΧ ǘƘŜȅ ƴŜŜŘ ǘƻ ƪƴƻǿ 

what to transfer into their writing to their reading and vice versa, including the way they 
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communicate with other people ς so using the vocab. They need a basic knowledge of phonics to 

actually go through it in the first case and the different sounds of the letters to be able to match 

them. (Interview, 20/4) 

пΦнΦр WŀȅƴŜΩǎ existing reading pedagogies 

Over her five years of teaching Jayne had developed pedagogies that she used in her classroom for 

literacy teaching and learning. In our conversation, Jayne stated that the teaching of reading in her 

classroom would typically involve 

Me reading, modelling that specific strategy that we were teaching, and then they [students] would 

be going off and doing their own independent read focusing on that specific strategy. It could be a 

small guided read session with a book that would be a specific text to the level. Or a particular group 

that may also be focusing on whatever particular strategy they need, or it could actually be the kids 

reading to themselves or somebody else. (Interview, 20/4) 

WŀȅƴŜΩǎ ǘŜŀŎƘƛƴƎ ŀǇǇǊƻŀŎƘ ŘŜǎŎǊƛōŜŘ ƘŜǊŜ is largely based on the work of Pearson and Gallagher 

(1983) as recommended by the Victoria State Government: Education and Training (2017). These strategies 

operationalise the Gradual Release of Responsibility Model (1983) and include  

¶ Modelled reading: A strategy where the teacher reads aloud and models reading strategies 

and share their thinking 

¶ Guided reading: small homogeneous groups where students make meaning from the text 

with the support of the teacher. Often in primary schools, this work is based on levelled texts 

and explicit use of reading strategies for decoding and comprehension 

¶ Independent or silent reading: where the student reads independently, with a wide variety 

of texts 

Using this approach as an overarching framework, Jayne also incorporated strategies and structure 

ŦǊƻƳ ǘƘŜ Ψ/!C;Ω ό.ƻǳǎƘŜȅ ϧ aƻǎŜǊΣ нллфύ ŀƴŘ Ψ5ŀƛƭȅ CƛǾŜΩ ό.ƻǳǎƘŜȅ ϧ aƻǎŜǊΣ нллсύ ǊŜŀŘƛƴƎ ǇǊƻƎǊŀƳǎΦ ¢ƘŜǎŜ 

commercial reading packages are designed to develop reading stamina and independence (Boushey & 

Moser, 2009). The CAFÉ acronym stands for Comprehension, Accuracy, Fluency and Expanding Vocabulary, 



 

118 

 

while the Daily Five program incorporates, Read to yourself, Read to someone, Work on writing, Listen to 

reading and Spelling/word work. Both CAFÉ and Daily Five had been adopted as a school-wide approach, that 

every teacher was expected to implement in the teaching of reading. 

In our conversation, Jayne was eager to outline how she used strategies from both the CAFÉ and 

Daily Five programs to teach reading comprehension. She stated that she needed to ensure 

ǘƘŀǘ ǿŜ ƭƻƻƪ ŀǘ ƭƛǘŜǊŀƭΣ ƛƴŦŜǊŜƴǘƛŀƭ ŀƴŘ ŜǾŀƭǳŀǘƛǾŜ ǉǳŜǎǘƛƻƴǎ ǘƘŀǘ Ǝƻ ǿƛǘƘ ǘƘŜ ǘŜȄǘΧǎƻ ǘƘŀǘ ƛǎ ŀ ǎǘǊŀǘŜƎȅ 

that I have learned since being here. But only because I guess that the way that we teach literacy 

using CAFÉ and Daily FiveΧ  ƛǘ ƎƛǾŜǎ ȅƻǳ ǘƘƻǎŜ ŜȄǇƭƛŎƛǘ ǘŜŀŎƘƛƴƎ Ǉƻƛƴǘǎ ŀƴŘ ǘƘŀǘϥǎ Ƙƻǿ ǿŜ ǇƭŀƴƴŜŘ 

with it, and it has worked really well with the kids. (Interview, 20/4) 

For Jayne, the Daily Five and CAFÉ programs provide a framework for structuring her teaching of 

reading. ReadinƎ ƛƴ WŀȅƴŜΩǎ ŎƭŀǎǎǊƻƻƳ ǿƻǳƭŘ Ŏƻƴǎƛǎǘ ƻŦ ŜƛǘƘŜǊ ŀ ǘǿƻ-hour block or a one-hour block of 

ŦƻŎǳǎŜŘ ǊŜŀŘƛƴƎ ŀƴŘ ǿǊƛǘƛƴƎΦ LƴŘŜǇŜƴŘŜƴǘ ŀǇǇǊƻŀŎƘŜǎ ǎǳŎƘ ŀǎ άǊŜŀŘ ǘƻ ȅƻǳǊǎŜƭŦΣ ǊŜŀŘ ǘƻ ǎƻƳŜƻƴŜΣ ǿƻǊƪ ƻƴ 

ǿǊƛǘƛƴƎΣ ǎǇŜƭƭƛƴƎκǿƻǊŘ ǿƻǊƪ ŀƴŘ ƭƛǎǘŜƴ ǘƻ ǊŜŀŘƛƴƎέ ό.ƻǳǎƘŜȅ ϧ aƻǎer, 2006, p. 11) dominate the framework. 

According to Boushey and Moser (2006), in the upper primary years, teachers only need to focus on the Daily 

3: Read to self, Read to a partner and Work on writing.  When small group work is used, Boushey and Moser 

ǎǘŀǘŜ ǘƘŀǘ άǘƘŜ ŀǇǇǊƻȄƛƳŀǘŜ ŀƎŜ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎ ƛǎ ǘƘŜ ŀǇǇǊƻȄƛƳŀǘŜ ƴǳƳōŜǊ ƻŦ ƳƛƴǳǘŜǎ ǘƘŜȅ Ŏŀƴ ǎǳǎǘŀƛƴ 

ƘƛƎƘŜǊ ǘƘƛƴƪƛƴƎέ όǇΦ ммрύΦ ¢Ƙƛǎ ƳŜŀƴǎ ǘƘŀǘ млς12-year-olds (Year 5) would only require a small group 

experience for 11-12 minutes. Jayne implements .ƻǳǎƘŜȅ ŀƴŘ aƻǎŜǊΩǎ ǎǘǊǳŎǘǳǊŜ ǿƛǘƘ ŦƛŘŜƭƛǘȅΣ ŀǎ ŜǾƛŘŜƴǘ 

below: 

If we were doing shared read or literacy circles or whatever it would only be max maybe 4 kids and 

you're only doing it for about 10 minutes because you don't want to lose the focus. You don't want it 

to go off on a different tangent or, or whatever. (Interview, 20/4) 

Evident in Jayne's comment here is her use of short, explicitly focused reading groups that are highly 

structured around selected, levelled texts, with her teaching designed to assist with decoding and 
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ŎƻƳǇǊŜƘŜƴǎƛƻƴ ǎƪƛƭƭǎΦ ¢ƘŜ ǇǊƻƳƻǘƛƻƴ ŀƴŘ ǳǎŜ ƻŦ ƭŜǾŜƭƭŜŘ ǘŜȄǘǎΣ ƻǊ ōƻƻƪǎ ǘƘŀǘ ŀǊŜ ƳŀǘŎƘŜŘ ǘƻ ǎǘǳŘŜƴǘǎΩ 

ǊŜŀŘƛƴƎ ŀōƛƭƛǘƛŜǎΣ ŀǊŜ ŀ ǇǊƻƳƛƴŜƴǘ ǇŀǊǘ ƻŦ ǘƘŜ /!C; ŀƴŘ 5ŀƛƭȅ CƛǾŜ ŦǊŀƳŜǿƻǊƪǎΦ 5ŜǎŎǊƛōŜŘ ŀǎ ΨōŜǎǘ ŦƛǘΩ ōƻƻƪǎΣ 

they are texts that a ǎǘǳŘŜƴǘ Ŏŀƴ άǊŜŀŘ ǿƛǘƘ фф҈ ŀŎŎǳǊŀŎȅέ όǇΦ нфύΦ WŀȅƴŜ ŜŎƘƻŜŘ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ .ƻǳǎƘŜȅ 

and Moser when she spoke about levelling in our conversation: 

When they are doing their own individual reading, it is focused on picking a good fit book for them 

making sure that it is of the reading level for them, that is of the interest level, that they are 

comfortable reading, and also making sure that it is not too hard. (Interview, 20/4) 

пΦнΦрΦм wŜŀŘƛƴƎ ŜƴƎŀƎŜƳŜƴǘΤ ƳŜŘƛǳƳ ŎƘƻƛŎŜ ƛƴ WŀȅƴŜΩǎ ŎƭŀǎǎǊƻƻƳΦ  Throughout Jayne's first 

interview on 20/4 she repeatedly acknowledged the importance of reading engagement. When asked what 

students need in order to know how to read, Jayne talked about the significance of reading interest to 

support reading motivation.  "They also need to be engaged in what they are doing, and if they are not 

interested, they will not read" (Interview 20/4). With the introduction of iPads into Jayne's school three 

years prior to the study, Jayne had noticed an increase in reading engagement. She commented, "There's 

been a few kids that I have had which absolutely hate reading, but since being here, especially being able to 

use an iPad for reading, has changed the way that they see reading as well" (Interview, 20/4). Jayne had 

ǿƛǘƴŜǎǎŜŘ ǘƘŜ άǘǊŀƴǎƛǘƛƻƴ ŦǊƻƳ ƪƛŘǎ ǿƘƻ ŘƻƴΩǘ ǿŀƴǘ ǘƻ ǊŜŀŘ ǘƻ ƪƛŘǎ ǘƘŀǘ Řƻέ όLƴǘŜǊǾƛŜǿΣ нлκпύΦ  WŀȅƴŜ ǘƘŜƴ 

clarified why this may be the case: 

{ƻΣ ŦƻǊ ǘƘƻǎŜ ǿƘƻ ŘƻƴΩǘ ƭƛƪŜ ǎƛǘǘƛƴƎ ǘƘŜǊŜ ǿƛǘƘ ŀ ōƻƻƪ ς Ψ¢Ƙƛǎ ƛǎ ǊŜŀƭƭȅ ōƻǊƛƴƎΗΩ ς page by page looking 

at print, they are the kids that love reading on the iPad. For me the advance in being at a school that 

ŘƛŘƴΩǘ ƘŀǾŜ ƳǳŎƘ ǘŜŎƘƴƻƭƻƎȅ ǘƻ ƴƻǿ ōŜƛƴƎ ƛƴ ǘƘƛǎ ǎŎƘƻƻƭ Ƙŀǎ ōŜŜƴ ǊŜŀƭƭȅ ǎǳŎŎŜǎǎŦǳƭΦ {ƻ ǘƘŀǘΩǎ ƘŜƭǇŜŘ 

ƛƴ ǎŜŜƛƴƎ ǘƘŜ ǘǊŀƴǎƛǘƛƻƴ ōŜǘǿŜŜƴ ƪƛŘǎ ǿƘƻ ŘƻƴΩǘ ǿŀƴǘ ǘƻ ǊŜŀŘ ǘƻ ƪƛŘǎ ǿƘƻ ǿŀƴǘ ǘƻ ǊŜŀŘΦ !nd I have 

ƎǊŀŘŜ ŦƻǳǊǎ ŦƻǊ ǘƘŜ ƭŀǎǘ ǘǿƻ ȅŜŀǊǎ ōŜŎŀǳǎŜ ƛƴ ƎǊŀŘŜ ŦƻǳǊ ǘƘŀǘΩǎ ǿƘŜƴ ǘƘŜȅ ƎŜǘ ǘƘŜƛǊ ƛtŀŘΦ ¸ƻǳ ǿƻǳƭŘ 

ƘŀǾŜ ƪƛŘǎ ƛƴ ƎǊŀŘŜ ǘƘǊŜŜ ǿƘƻ ǎŀȅΣ ΨL ŘƻƴΩǘ ǿŀƴǘ ǘƘƛǎΣ L ŘƻƴΩǘ ǿŀƴǘ ǘƘŀǘΦΩ !ǎ ǎƻƻƴ ŀǎ ǘƘŜȅ ƘŀǾŜ ǘƘŜ 

opportunity to have this [an iPad] it changes. {ƻΣ ƛǘΩǎ ǊŜŀƭƭȅ ŜŦŦŜŎǘƛǾŜΧ ŀƴŘ ƛǘΩǎ Ƨǳǎǘ ǘƘŜ ƛƴǘŜǊŀŎǘƛǾŜƴŜǎǎ 

of it that makes them want to do it more than reading a normal text. (Interview, 20/4) 
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Jayne also commented that many of her students would prefer to read on the iPad, rather than 

engage with a paper-ōŀǎŜŘ ǘŜȄǘΦ ά{ƻƳŜ ǿƛƭƭ ƭƛƪŜ ŀ ǘǊŀŘƛǘƛƻƴŀƭ ǘŜȄǘΣ ōǳǘ ƻǳǘ ƻŦ Ƴȅ ƪƛŘǎ ǘƘŀǘ LϥǾŜ Ǝƻǘ ǘƘŜǊŜ 

would probably be maybe 10% who would prefer to read a text than reading on the iPad. So, it's definitely 

shifted" (Interview, 20/4). Jayne allowed her students to use either digital or paper-based levelled texts in 

their reading and she justified this reading medium approach by ǎǘŀǘƛƴƎΣ άŀǎ ƭƻƴƎ ŀǎ ǘƘŜ ǘŜȄǘ ȅƻǳ ŀǊŜ ǳǎƛƴƎ 

ƳŀǘŎƘŜǎ ǘƘŜ ǎƪƛƭƭ ǘƘŀǘ ȅƻǳ ǿŀƴǘ ǘƻ ǘŜŀŎƘ ǘƘŜƳΣ ƛǘ ŘƻŜǎƴΩǘ ƳŀǘǘŜǊ ώǿƘŀǘ ƳŜŘƛǳƳ ǘƘŜȅ ǊŜŀŘ ǿƛǘƘϐέ όInterview, 

20/4). 

This section has focused on Jayne, the teacher, her beliefs and her pedagogical approaches to 

teaching reading. The reading practices that Jayne uses are firmly embedded in the CAFÉ (Boushey & Moser, 

2009) and the Daily 5 (Boushey & Moser, 2006) programs that have been mandated at a school level. As 

ƴƻǘŜŘΣ ǘƘŜǎŜ ǇǊƻƎǊŀƳǎ ƘŀǾŜ ŀƴ ŜƳǇƘŀǎƛǎ ƻƴ ŘŜǾŜƭƻǇƛƴƎ ǎǘǳŘŜƴǘǎΩ ƛƴŘŜǇŜƴŘŜƴǘ ǊŜŀŘƛƴƎ ǇǊŀŎǘƛŎŜǎ ƻŦ ŘŜŎƻŘƛƴƎ 

and comprehending alphabetical written text. To supplement these programs, Jayne also adapts the 

strategies of modelled, shared and guided reading (not longer than 10 minutes) practices when teaching 

reading. A strong consideration for Jayne is reader engagement which is evident in many of her comments 

throughout this section. Jayne notes the increased engagement potential of picturebooks (although she 

states that finding time to read these is problematic) and describes how the one-to-one iPad program at her 

school using the leveled decodable texts on RAZ-KIDS (LAZEL Inc, 2019) has influenced reading engagement. 

¢ƘŜ ŦƻƭƭƻǿƛƴƎ ǎŜŎǘƛƻƴ ǿƛƭƭ ŦƻŎǳǎ ƻƴ WŀȅƴŜΩǎ students, their beliefs and reading practices. 

пΦо WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ 

This study is concentrated on exploring the experiences that Jayne had when teaching the 

contemporary picturebook Rules of summer over two mediums. Interwoven in the experience involving 

Jayne, Shaun Tan, and Rules of summer ǿŜǊŜ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎΣ ŀƴŘ ǘƘǳǎ ƛǘ ƛǎ ƛƳǇƻǊǘŀƴǘ ǘƻ ƎŜǘ ŀ ǎŜƴǎŜ ƻŦ ǘƘŜ 

ǎǘǳŘŜƴǘǎ ƛƴ WŀȅƴŜΩǎ ŎƭŀǎǎΦ ¢ƘŜ ǎǘǳŘŜƴǘǎ ƛƴ WŀȅƴŜΩǎ Ŏƭŀǎǎ ǿŜǊŜ ŜƛǘƘŜǊ мл ƻǊ мм ȅŜŀǊǎ ƻld.  



 

121 

 

пΦоΦм WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ŀƴŘ ǘŜŎƘƴƻƭƻƎȅ 

Jayne commented that her students were comfortable with using digital technology in the classroom 

ŦƻǊ ŀ ƳǳƭǘƛǘǳŘŜ ƻŦ ǇǳǊǇƻǎŜǎΦ !ǎ L ǎǇŜƴǘ ǘƛƳŜ ƛƴ WŀȅƴŜΩǎ ŎƭŀǎǎǊƻƻƳΣ ōŜŦƻǊŜ ǎƘŜ ǎǘŀǊǘŜŘ ǘŜŀŎƘƛƴƎ Rules of 

summerΣ L ƘŀŘ ǘƘŜ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ƻōǎŜǊǾŜ Ƙƻǿ WŀȅƴŜΩǎ ǎtudents used technology. From my initial 

observations, Jayne and her students did indeed appear very comfortable working across a range of 

mediums. I observed students working with paper and pencils and then switching to the iPad in a way that 

appeared seaƳƭŜǎǎΦ ¢ƘŜ ǎǘǳŘŜƴǘǎ ǿŜǊŜ ŀŘŜǇǘ ŀǘ άȊƻƻƳƛƴƎ ƛƴ ǘƻ ǊŜŀŘ ŀƴŘ ƳŀƪŜ ǘƘŜ ǘŜȄǘ ƭŀǊƎŜǊ ŀƴŘ ǳǎƛƴƎ ǘƘŜ 

ƴƻǘŜǎ ŦŜŀǘǳǊŜ ƻƴ ǘƘŜ ǎƛŘŜ ƻŦ ǘƘŜ ƛtŀŘ ǘƻ ǘŀƪŜ ǘƘŜƛǊ ƴƻǘŜǎέ όresearcher journal ƴƻǘŜǎύΦ  ²ƘƛƭŜ WŀȅƴŜ ƳŀŘŜ άǳǎŜ 

ƻŦ ŀƛǊ Ǉƭŀȅ ǘƻ ŎƻƴƴŜŎǘ ǎǘǳŘŜƴǘΩǎ ŀǊǘŜŦŀŎǘǎ ǘƻ ǘƘŜ !ǇǇƭŜ ¢± ǘƻ ǎƘƻǿŎŀǎŜ ǿƻǊƪέ όresearcher journal notes), this, 

too, was completed without a significant shift in classroom atmosphere, with the students effortlessly 

showcasing their work digitally. As I made my way around the classroom while the students were engaged in 

learning tasks, I saw them navigate multiple web pages, cut and paste images and manipulate text. Thus, 

WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ŀǇǇŜŀǊŜŘ ǘƻ ōŜ ŎƻƳŦƻǊǘŀōƭŜ ǊŜŀŘƛƴƎ ŀƴŘ ŎǊŜŀǘƛƴƎ ǘŜȄǘ ǳǎƛƴƎ ōƻǘƘ ǇŀǇŜǊ ŀƴŘ ŘƛƎƛǘŀƭ 

mediums.  

пΦоΦн WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ŀƴŘ ǊŜŀŘƛng perceptions 

¢ƻ Ǝŀƛƴ ŀƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǘƘƻǳƎƘǘǎ ŀōƻǳǘ ǊŜŀŘƛƴƎ L ƘŀŘ ŀǎƪŜŘ WŀȅƴŜ ǘƻ Řƻ ŀ ǊŜŀŘƛƴƎ 

reflection with students before she started teaching Rules of summer. As outlined in the methodology and 

reiterated here, this reflection focused on how they defined reading, what they liked to read and how they 

ŦŜƭǘ ŀōƻǳǘ ǊŜŀŘƛƴƎΦ Lƴ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǎŜŎǘƛƻƴΣ L ǎǳƳƳŀǊƛǎŜ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǊŜǎǇƻƴǎŜǎ ǘƻ ǎƘƻǿ ǘƘŜ ŘƛǾŜǊǎƛǘȅ ƻŦ 

reading practices and attitudes in the classroom. Pseudonyms chosen by the students are used to identify 

each student. 

4.3.2.1 Defining reading.  aŀƴȅ ƻŦ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ŘŜŦƛƴŜŘ ΨǊŜŀŘƛƴƎΩ ŀǎ ōŜƛƴƎ ŀōƭŜ to recognise 

ŀƴŘ ǊŜŀŘ ǿǊƛǘǘŜƴ ǿƻǊŘǎΦ  tȅǊƻŎƛƴƛŎŀƭ ǎǘŀǘŜŘΣ άwŜŀŘƛƴƎ ǘƻ ƳŜ ƛǎ ǿƘŜƴ ȅƻǳ ƻǇŜƴ ǳǇ ŀ ōƻƻƪ ŀƴŘ ƭƛƪŜ ǎŎŀƴ ǘƘŜ 
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words and say ǘƘŜƳέΣ ǿƘƛŎƘ ǿŀǎ ŜŎƘƻŜŘ ōȅ wƻōȅƴ ǿƘƻ ǎǘŀǘŜŘΣ άwŜŀŘƛƴƎ ƛǎ ǿƘŜƴ ȅƻǳ ƘŀǾŜ ŀ ōƻƻƪΣ ŀƴŘ ƛǘ Ƙŀǎ 

words, and you say them in your head or read out loud to someoneΦ !ƴŘ ŦƻǊ .ƻōΣ άwŜŀŘƛƴƎ ƛǎ ǿƘŜƴ ȅƻǳ ǇƛŎƪ 

ŀ ŎŜǊǘŀƛƴ ōƻƻƪ ǘƘŀǘ ȅƻǳ ƭƛƪŜ ŀƴŘ ǊŜŀŘ ǘƘŜ ǿƻǊŘǎΦέ Dŀōōƛ ŀƴŘ Anne-Shirley focused on specific skills of reading 

ōȅ ǎǘŀǘƛƴƎ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ǊŜŀŘƛƴƎ ǿŀǎ άǘƻ ƛƴŎǊŜŀǎŜ ȅƻǳǊ ǾƻŎŀōǳƭŀǊȅ ŀƴŘ ǇǳƴŎǘǳŀǘƛƻƴέ όDŀōōƛύΣ ŀƴŘ ǊŜŀŘƛƴƎ ƛǎ 

ǿƘŜǊŜ ȅƻǳ Ŏŀƴ άǇǊŀŎǘƛǎŜ ȅƻǳǊ ǎǇŜƭƭƛƴƎ ǿƻǊŘǎέ ό!ƴƴŜ-{ƘƛǊƭŜȅύΦ  wŜŀŘƛƴƎ ŦƻǊ Ƴŀƴȅ ƻŦ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘs was 

focused on the accurate recognition of the written words with its purpose being to increase their literacy 

skills.  

Timmy, Jenny and Alexis did describe the need for active meaning-ƳŀƪƛƴƎ ōȅ ǎǘŀǘƛƴƎ άwŜŀŘƛƴƎ ƛǎ 

when you read words and it becomes a stƻǊȅέ όWŜƴƴȅύ ŀƴŘ άwŜŀŘƛƴƎ ƛǎ ǿƘŜƴ ȅƻǳ ǳǎŜ ȅƻǳǊ ƛƳŀƎƛƴŀǘƛƻƴ ŀƴŘ 

ƛƳŀƎƛƴŜ ǿƘŀǘ ȅƻǳ ŀǊŜ ǊŜŀŘƛƴƎέ ό¢ƛƳƳȅύΦ !ƭŜȄƛǎ ŜŎƘƻŜŘ ¢ƛƳƳȅΩǎ ǘƘƻǳƎƘǘǎ ōȅ ǎǘŀǘƛƴƎ ǘƘŀǘ ǊŜŀŘƛƴƎ ƛǎ ǿƘŜƴ 

άȅƻǳ ǳǎŜ ȅƻǳǊ ƛƳŀƎƛƴŀǘƛƻƴ ǘƻ ǇƛŎǘǳǊŜ ǿƘŀǘ ƛǎ ƘŀǇǇŜƴƛƴƎ ƛƴ ǘƘŜ ǘŜȄǘέΦ {ŜǾŜǊŀƭ ƻŦ ǘƘŜ ƛƳŀƎŜǎ ǘƘŀǘ WŀȅƴŜΩǎ 

students drew depicted how and where they read. For example, the images in Figure 4.1 that were drawn by 

Anne-{ƘƛǊƭŜȅ όǘƻǇ ƭŜŦǘύΣ Wŀȅƭŀ όǊƛƎƘǘύ ŀƴŘ WŜƴƴȅ όōƻǘǘƻƳ ƭŜŦǘύ ŘŜǇƛŎǘ ǘƘŜƳ ǎƛǘǘƛƴƎ ŀǘ ŀ ŘŜǎƪ ǊŜŀŘƛƴƎΦ Lƴ WŜƴƴȅΩǎ 

image, she has also drawn the teacher asking her questions about the book.  
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Figure 4.1  

Anne-{ƘƛǊƭŜȅΩǎΣ WŀȅƭŀΩǎ ŀƴŘ WŜƴƴȅΩǎ ǾƛŜǿ ƻŦ ǿƘŜǊŜ ǊŜŀŘƛƴƎ ƻŎŎǳǊǎ 

 

пΦоΦнΦн ²Ƙŀǘ WŀȅƴŜΩǎ ǎtudents like to read.  aƻǎǘ ƻŦ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ƛŘŜƴǘƛŦƛŜŘ ŎƘŀǇǘŜǊ ōƻƻƪǎ ƻŦ 

various topics and interests as those they like to read. For example, reading material ranged from books 

about Australian football, in particular Specky McGee by Felica Arena, and chapter books such as Geronimo 

stilton by Elisabetta Dami and Dork diaries ōȅ wŀŎƘŜƭ wǳǎǎŜƭƭΣ ǿƛǘƘ !ōōȅ ǎǘŀǘƛƴƎ ǘƘŀǘ ǎƘŜ ƭƛƪŜŘ ǘƻ άǊŜŀŘ Ƴŀƛƴƭȅ 

horror and horrible gross things; at the moment I am reading IT ōȅ {ǘŜǇƘŜƴ YƛƴƎέΦ !ƴƻǘƘŜǊ ƻŦ WŀȅƴŜΩǎ 

students, Jimmy, stated that he read nothing.  

4.3.2.3 Reading across mediums and genres.   When stating what they like to read when they 

defined reading, the majority of students in the class described paper chapter books. Most students used the 

ǿƻǊŘ ΨōƻƻƪΩ ǘƻ ŘŜǎŎǊƛōŜ ǊŜŀŘƛƴƎ ŀƴŘ ǿƘŀǘ ǘƘŜȅ ƭƛƪŜŘ ǘƻ ǊŜŀŘΦ ²ƘŜƴ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ǿŜǊŜ ŀǎƪŜŘ ǘƻ ŘŜŦƛƴŜ 
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reading most described engagement with paper-based text, and this focus was pervasive in their drawings. 

{ŜŜ CƛƎǳǊŜ пΦн ŀǎ ŀƴ ŜȄŀƳǇƭŜ ƻŦ /ȅǊƛƭ όƭŜŦǘ ƛƳŀƎŜύΣ 5ŀǾŜ όǘƻǇ ǊƛƎƘǘύ ŀƴŘ {ƻǇƘƛŜΩǎ όōƻǘǘƻƳ right) drawings.  

Figure 4.2  

/ȅǊƛƭΩǎΣ 5ŀǾŜΩǎ ŀƴŘ {ƻǇƘƛŜΩǎ ŘǊŀǿƛƴƎǎ ƻŦ ǊŜŀŘƛƴƎ ƳŜŘƛǳƳ 

 

CƻǳǊ ƻŦ WŀȅƴŜΩǎ students identified the digital reading medium (paper and digital). Jaide stated that 

άwŜŀŘƛƴƎ Ŏŀƴ ŎƻƳŜ ƛƴ ŘƛŦŦŜǊŜƴǘ ŦƻǊƳǎΣ ŦƻǊ ŜȄŀƳǇƭŜ ŀƴ ƛtŀŘ ƻǊ ōƻƻƪέ ŀƴŘ /ƘŀƴǘŜ ƳŜƴǘƛƻƴŜŘ ǘƘŀǘ ά¸ƻǳ Ŏŀƴ 

ǊŜŀŘ ƘŀǊŘ ŎƻǇȅ ŀƴŘΣ ƻƴ ŀƴ ƛtŀŘΣέΦ ²ƘƛƭŜ aŀȄ ƛŘŜƴǘƛŦƛŜŘ ǘƘŜ ǎŎƘƻƻƭ-mandated digital levelled reading program 

called Raz-Kids (LAZEL Inc, 2019). Pyrocinical was the only student who included the digital medium in his 

drawings. When asked to draw an image of reading, he drew a computer and stated that he liked to read the 

subtitles on a video game called Dark souls 3Σ ŀƭǘƘƻǳƎƘ ƘŜ ŘƛŘ ŎƭŀǊƛŦȅ ǘƘŀǘ ŀǘ ǎŎƘƻƻƭΣ άȅƻǳ ǊŜŀŘ ōƻƻƪǎέΦ CƛƎǳǊŜ 

4.3 shows his drawing.  
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Figure 4.3 

tȅǊƻŎƛƴƛŎŀƭΩǎ ŘǊŀǿƛƴƎ ƻŦ ǊŜŀŘƛƴƎ  

 

4.3.2.4 The emotions of reading.   {ŜǾŜǊŀƭ ƻŦ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎ ŘŜǎŎǊƛōŜŘ ǘƘŜ ŦŜŜƭƛƴƎ that reading 

ŜǾƻƪŜǎ ŀǎ άōƻǊƛƴƎέ ŀƴŘ άōŀŘέΦ  WŀƳŜǎ ǊŜŦŜǊǊŜŘ ǘƻ ǊŜŀŘƛƴƎ ŀǎ ŀ άǘƛƎƘǘƴŜǎǎέ ŀƴŘ ƛǘ ŦŜŜƭǎ άƭƛƪŜ ŘŜŀǘƘέΣ ǿƘƛƭŜ 

Taylor and Dusty described the boredom that reading evokes for them. Abby stated that she liked to read, 

but it could be boring if you hŀǾŜ ǘƘŜ ǿǊƻƴƎ ōƻƻƪΦ /ƘǊƛǎǘƻǇƘŜǊ ǎǳƳƳŜŘ ǳǇ Ƙƛǎ ŦŜŜƭƛƴƎǎ ƻŦ ǊŜŀŘƛƴƎ ŀǎΣ άLǘ ŦŜŜƭǎ 

ǎǳǇŜǊ ōƻǊƛƴƎ ƭƛƪŜ ǿŀƛǘƛƴƎ ŦƻǊ ǇƛȊȊŀέΣ ŀƴŘ ǘƘƛǎ ƛǎ ŜǾƛŘŜƴǘ ƛƴ ǘƘŜ ƛƳŀƎŜ ǘƘŀǘ ƘŜ ŘǊŜǿ ƻŦ ǊŜŀŘƛƴƎ όǎŜŜ CƛƎǳǊŜ пΦпύΦ 
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Figure 4.4  

/ƘǊƛǎǘƻǇƘŜǊΩǎ ŘǊŀǿƛƴƎ ƻŦ ǊŜŀŘƛƴƎ 

 

In contrast Ƴŀƴȅ ƻǘƘŜǊ ǎǘǳŘŜƴǘǎ ǳǎŜ ǘƘŜ ǿƻǊŘ άŎŀƭƳέ ƻǊ ǘƘŜ ŦŜŜƭƛƴƎ ƻŦ ōŜƛƴƎ άǊŜƭŀȄŜŘέ ǿƘŜƴ ǘƘŜȅ 

read. A large number described the silent and immersive nature of reading, potentially indicating that 

ǊŜŀŘƛƴƎ ŦƻǊ ǘƘŜƳ ƛǎ ŀƴ ƛƴŘƛǾƛŘǳŀƭ ŜǾŜƴǘΥ άwŜŀŘƛƴƎ ŦŜŜƭǎ ǊŜƭŀȄƛƴƎ ōŜŎŀǳǎŜ ƴƻ ƻƴŜ ƛǎ ǘŀƭƪƛƴƎέ ό¢ƛƳƳȅύΤ ŀƴŘ 

άwŜŀŘƛƴƎ ŦŜŜƭǎ ƭƛƪŜ ȅƻǳ ŀǊŜ ƛƴ ƛǘ ōŜŎŀǳǎŜ ǿƘŜƴ ȅƻǳ ǊŜŀŘ ȅƻǳ ƛƳŀƎƛƴŜ ƛǘ ƛƴ ȅƻǳǊ ƘŜŀŘέ όaƻǊƎŀƴύΦ ¢ƘŜ ƻƴƭȅ 

mention of any social interaction when reading was based on an independent reading strategy used in the 

CAFÉ program ǿƘƛŎƘ ǿŀǎ ƳŀƴŘŀǘŜŘ ƛƴ WŀȅƴŜΩǎ ǎŎƘƻƻƭΣ ŎŀƭƭŜŘ άǊŜŀŘ ǘƻ ǎƻƳŜƻƴŜέ ό.ƻǳǎƘŜȅ ϧ aƻǎŜǊΣ нллсΣ ǇΦ 

61). This involves one student listening to the other read out loud and is governed by the behavior chart that 

ǎǘŀǘŜǎ ǘƘŀǘ ǎǘǳŘŜƴǘǎ ƴŜŜŘ ǘƻ άǎƛǘ 99YY όŜƭōƻǿΣ ŜƭōƻǿΣ knee, knee), use a soft voice, read the whole time, stay 

ƛƴ ƻƴŜ ǎǇƻǘ ŀƴŘ ƎŜǘ ǎǘŀǊǘŜŘ ǊƛƎƘǘ ŀǿŀȅέ ό.ƻǳǎƘŜȅ ϧ aƻǎŜǊΣ нллсΣ ǇΦ ссύΣ ǿƛǘƘ ǘƘŜ ŦƻŎǳǎ ƻƴ ōǳƛƭŘƛƴƎ ŦƭǳŜƴŎȅΦ 

This ǎŜŎǘƛƻƴ Ƙŀǎ ŦƻŎǳǎŜŘ ƻƴ WŀȅƴŜΩǎ ǎǘǳŘŜƴǘǎΣ ŀƴŘ ǘƘŜƛǊ ōŜƭƛŜŦǎ ŀōƻǳǘ ǊŜŀŘƛƴƎΦ aƻǎǘ of JaynŜΩǎ 




























































































































































































































































































































































































































































