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Abstract

Over the past decade there has been a burgeoning growth of paper based literary
picturebooksthat have been transformed into digital versicios younger readersResearch on paper
and digital picturebooks has often focused on the merits of paper or digital picturebooks, investigating
the effect of medium on emergent reading skilldarehaviours 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
implicationsfoNJ G S OKSNBR Q LISRI 323& dzarAy3d (GkKSasS GSEGacz
fragmented and often contradictorfAFYagout & Nikolajeva, 2017; Clinton, 2019; Furenes et al., 2021;
Takacs et al., 2015; Zucker et al., 200%ere have been few emmial 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 theé#dagogical
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 imges into the sociecultural and curricular contexts that shage

0KAA (S OKwaslied in glasidomsl paying particular attention to the ways in which that

(7))
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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 hermeneut{élddegger, 1962; van Manen, 201&nd postintentional (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
i



Year 5 students), video recongjs of classroom reading events, work samples from the students, the
GSFOKSNRa LI FyyAy3d R20dzYSyidaz FyR Y@ 26y NBaASHNDOK
subsequent discussion of the data were informed by hermeneutic and post intentional phentmggno

5Nl gAYy 3 R2¢18)postAtenSofal understanding of entanglements in the lifeworld, | analysed

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

0KSasS akKlLSR GKS (SIOKSERNAYyHSRYR2 8BS ®R@BHBE 2 ¥ DYy BY A3
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

experierce.

This study moves beyond debates about the relative merits of paper or digital picturebooks and
instead positions these texts as complementary. | argue that the teaching of contemporary picturebooks
in school classrooms, regardless of medium, requike¥’st f | NJ LISRI 32 3A O f LINF OGAOS
FNRdzyR GSEGQX Iy AyiliSylGAzylt Watz2gAy3d R26yQ 2F NB
dzy OSNI FAyde Ay LIXIFYYyAy3 F2N LINFOGAOSad !'faz2z AYLERN
and profes®nal learning through the teaching of these texts. | 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 scleadership and schoainiversity

partnerships can play a key role in supporting these practices.

This study argues that despite the pervasive shifts in policy toward standardised reading
LN} OGAO8a GKFG OFy 065 YS! a deduRe relngins i daluabié pattof i A 95 G &
g2dzy3 LIS2L) $Qa SELISNASYOS 2F NBFRAY3IS FYR A& AyGS
learning outcomes. It affirms that when teachers are supported by school leadership to immerse

themselves in worbased inquiry as part of professional reflection and learning, valuable changes to



pedagogical practices are likely. When these changes are assisted bygtikieddity partnerships

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

their existing knowledge and practices. This study advocates opening up further spaces for ongoing
LINEFSaaAz2ylf RAIFf23dz2SE gAGKAY YR 0Se@2yR AyadAaildz

when they read and tezh contemporary picturebooks.
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Chapter 1

Introducing the study

As others before me have done, | draw on the work of the Australian author, Sfauasnspiration.
This particular piece of clay artwork was created by one of the students Ye#id classroom | was
privileged to visit during the course of my doctoral research. The students in this class were invited as
NBEIFRSNAE 27F ¢ ynQwaywo2shding the/otd@aryiididto Witover the extraordinary which

often hides in plain sight...



Introduction

This phenomenological study explores the lived teaching experiences of one Year 5, upper
primary teacher in Victoria, Australia, whom thrdwgit this study | call Jayne (a pseudonym). The study
focuses on developing an understanding of how Jayne designed, enacted, and reflected on her
experiences in teaching the picturebobRules oSummeltby 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 teRiss(et al., 2015; Neuman et al.,

2017; Takacs et al., 2015; WondN&uman, 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, thare limitednumbers of studies that set out to

SELX 2NB K2g (Sl OKSNAR dza8S OSNEA2ya 2F OKAf RNByQa LI

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

though, that privileg the subjective life experience and allow for ardepth exploration of the nuances

FyR O2YLX SEAGASE 2F (KS SgSNBRRlI&ySaa 2F (SFOKSNEQ
In this phenomenological study, it is important for me asggearcheito consider my own life

world?. | need to make explicithow this 22 NI R Ay Ff dzSy0Sa GKS Ay (dSNLINBGLI

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

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

through my own experiences.

1¢KA&G GKSaAa dzasSa GKS 02YLRdzyR 62NR WLIAOGdzZNBE6221 Q KNP dz3FK
between the pictures and wordé.ewis, 2001; Nikolajeva & Scott, 2006; Wolfenbarger & Sipe, 2007)

2The phenomenological use of the wdiifie-worldQ{Husserl, 1970; Schutz & Luckmann, 19&8rs to the totality
world of human experience. See section 3.3 where the conceptualisation-ofdid is discussed in detail.
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1.1 Phenomenologicallpositioning myself in thestudy

I am many things: a mother, a friend, a reader, a teacher, amdearcherjust to name a few.
All these oles have had a profound influence on how | view the world. | have always wanted to be a
teacher. My mum distinctly remembers the day | arrived home from kindergarten asyetrold and
stated firmly that | would be a teacher when | grew up; this wstaace that | never deviated from. |
have no idea what prompted such a strong determination from this young age, but | can only assume
that | was influenced by my first experience of education. As a child, | was always hungry for new ideas. |
was an avideader from as early as | can remember, and | 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, dwarfeiacks 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 timeahat 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. | remember
the feeling of anticipation and joy when the alarm went off and it was my. tu

Through primary and secondary school, and then at university, | was always keen to experiment
IyR SELX 2NB (SOKyz2t23ed L ¢la I 1SSy 3IFLYSNI 2y Ye
class as part of my undergraduate degree. | was exchedtahe potential of computers in education.
As a preschool, primary and tertiary educator myself for over 25 years, students and colleagues have
thought me to be quite progressive in my teaching approaches, and | have continued to gravitate
towards thenew and the novel in my teaching practices.

| 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. irea 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 | was a primary classroom teanlésstill nowfor me as a
teacher educator in a university. | continue to be an early adopter of any emerging technology, and |
avidly look for ways that it could be integrated into the learning process. | want to make learning for my
own students relevant and interesg, | want them to love learning as much as | do.

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

books, and | was often told off for having my nose in a book. | could not count the number of times my
3



pareni ¢2dz R (Sftf YSY ayvyStftexr &2dz ySSR (2 332 2dziairR!
have of books, of enjoyment, of relaxation, are connected to pageed books, at a time when digital
books were just coming onto the scene. However, | dilide enjoyment of listening to the story of
WeKS [ AGGE S -inetS/iRyl LP&e Qoicesyandlsoumds were intriguing (and this prized
LRaaSaarzy adAatt arita Ay Y& GAyeft NBO2NR teff SOGA
my colleagues see me as technically literate and creative with technology. And yet | still prefer to read
paperbased books in hard copy formther than reading a digitised version of them on the screen.

I live in a house and work in an officatls 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, journal, and note paper. It is an eclectic collection of medidims
always comes as aigriseto colleagues and students that | navigate between digital and paper texts so
easily. As | wrote this PhD, | often chose to print out articles for deep reading but | did read a lot of other
articles on the screen. All my estabout that reading were typed, yet | have hardcopies of articles filled
with handwritten notes and highlights. My brainstorming was done with pens and highlighters on big
LA SOSa 27F 0 dzii OK S NIyvsualisitheIdmkcte&ideys. Needi@SsSyRISVRS alivays
writing words that would finally appear in my thesis on the screen. | exist in a space where | am happy to
coexist between mediunBRS LISY RAYy 3 2y gKI G L 'Y R2Ay3Id CNRBY o6KI
| am alone in this coexestce.

| carry these lived experiences with me into my everyday interactions. They colour my beliefs,
interactions, and actions consciously and unconsciously. As | continue to pursue my work as a literacy
and digital technology teacher educator in a largeearchintensive university in Melbourne, Australia,
my lived experiences, some of which | describe here, continue to inspire me through a journey of

professional and personal wondering.
MOMDH BegirfsiG\BohderE 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 preservieachers in @13 | developed a partnership with a

3(Shulman & Shulman, 2004, p. 258)



local school. All university workshops for my language and literacy subjects were based at that school,
where the preservice teachers would work ens-one with individual students on a weekly basis. After

their teachirg, 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, | was a passionate advocate of digitahddagies. As a way of introducing the

preservice teachers to how digital technology and literacy intersect, | had planned for them to use the
picturebook apprhe Wrong BooiBland &We areWheelbarrow, 2012)vhich had been adapted from

the paper versiorin teaching Foundation lev&élEach preservice teacher had an iPad to use with their
individual student. | was intrigued when the preservice teachers complained about how difficult it was

G2 dzaAS (GKS L) gAGK OKAfRNBY Ay GKSANI Of I aaNRBR2YOD

At R GKSYaSt@Saé¢s a¢cKSe gl yiSR G2 G2dzO0K Fff (K

(0p))

0
NEFRAY3Ié | 02dzyRSR® ¢KSe |ttt FalSR AT (KS F2fft26Ay

myself that | needed to make some changes far future.

The following year, 2014, with a new group of students, | spent some time in class before the
students began their teaching placement in a school looking at pagsed and picturebook apps. We
discussed the differences and how they might bedum classrooms. When | asked the preservice
teachers to plan a short ¥#minute lesson with either the app or the paper version to teach, most
preservice teachers chose the pagmsed book. Again, | was intrigued. | felt strongly that both could
be usedas valuable reading experiences, but | needed to find out more about how teachers navigated
these two mediums. It was during this time that | was also further exploring the literature on the

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

4 Foundation level is the first year of primary school in Australia.
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thesis titled¥he use of iPad Apps to support oral language in the early prigeangQ 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 thestudy

In the years leading up to my beginning this PhD, | became aware of the burgeoning growth of
digital books on thenarket; digital books were becoming more prominent in homes and classroom
contexts (HirskPasek 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 texstilvaserging and yet
there was limited consensus on what these types of digital books should be taled there was
profound disagreement about how these texts may affect learningy@dut & Nikolajeva, 2017,

Clinton, 2019; Furenes at., 2021; Takacs et al., 2015; Zucker et al., 2009 only area of agreement
seemed to be that the quality and purpose of these books differed substar(alyilera et al., 2016;

AlYagout & Nikolajeva, 2015; McGeehan et al., 2018; Serafini e0&b).2

Much of the discussioabout 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 évearmmined the beneficial effects of digital
books versus paper books on emergent literacy 4Blls et al., 2015; Neuman et al., 2017; Rvachew et
al., 2017; Takacs et al., 2015; Wong & Neuman, 2@®erresearches have focused on

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

5These picturebook apps have also been caliddlfimedia book apfTurriéon, 2014)Multimedia bookenhanced
picturebook(Cabhill, McGilFranzen, & Peterson, 20138ook app {Tunes 2106), Alternative story app/ Multiple fabula
(Stichnothe, 2014)Literature apgMéller, 2015) Technologyenhanced storybooKTakacs, Swart, & Bus, 201Eucational
apps(HirshPasek et al., 2015gd)ransmedia storytellingSchwebs, 2014Book appgSargeant, 2015¢Book applicatio(Baird
& Henninger, 2011)

6



Courage, 2017; Underwood, 2000; Zucker et al., 2088)oding skillgLefeverDavis & Pearman, 2005;

Pearman, 2008)r vocabulary growtliKorat, 2010; Korat & Shamir, 2012meets & Bus, 2012; Takacs

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

wo221 GFf1QX LI NI A@udtkovAl R0 9; Bakatsket ab, 2012/ \BaalD&K TaKeloN,5 Y

2012; Yuill & Martin2016) Findings from these studies have been fragmented and cdictiary, with

y2 Of SINJ O2yaSyadza GKIG RAIAGEE o0221a& FINBE SAGKSNI

findings on the impact of digital texts on literacy practices in padiciHassingebas 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

guality of the narréive, as well as how these are used as part of active dialogic reading that are critical

F2N) ai0dRSyGaQ 208SNItf NBIRAYI SELISNASYOSsS NB3II NRf
My PhD study looks beyond thénaryviews of thefor or againstdebates, andgees these texts

as offering unigue yet complementary reading experieritesson, 2015; Yokota, 2015; Yokota & Teale,

2014)L G FOly2¢6f SRISE (GKF(G 020K LI LISNI FYR RAIAGEE LI

pedagogy and practices, creates itsroexperience!  WLIJA O dzZNB 6 2 2 ladigitall)Q A& RSTFAY

W LILX AOFGA2YQ GKIFG KFa 0SSy RSaA3IySR F2NJ dzaS 2y Y

RSaAAIYSNBR OFy ONBFGS aYdzZ (AYS Fakbtas Teaei2MNIP) A S &l 2

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

KI ¢S 2y @2dzy3 LIS2L) SQ& NBIRAy3 SELS&pB@Sa | yR (K

Yaqout & Nikolajeva, 2015; Schwebs, 2084)dies have focused on how to recognise and choose

quality appgBird, 2011; Cahill & McGHranzen, 2013; HirsRasek et al., 2015; Yokota & Teale, 2014)

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

picturebook apps (AYagout, 2011; Hagen, 2020; Hateley, 2013, 2014; Schwebs, 2014; Serafini et al.,



2015; Stichnothe, 2014), including how embodied interactions including touch are part of meaning
making with these app&hao & Unsworth, 2016Howevermany eachers andesearches have been
fSTO FalAy3a ljdzSadAaz2ya adzOK |a agKIG 62Nyl as oKIG

78).
1.3 Significance of thetudy

There has been a substantial amount of research on phpeedpicturebook 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, 20122014a; 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 intoghiotk
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 digitidrmats evolve and appear in greater numbers of classrooms,
picturebook scholars and educators will need new lenses or frameworks for analyzing these
GSEG&a YR RS@OSt2LIAY3 LISRIFIIA2IAA0OFE | LILINRIF OKSA
transactionswith 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 picturebks are beginning to emerge and they suggest these texts may
require different pedagogical approaches. According to seesearches (Barton & Unsworth, 2014,
Felvegi & Matthew, 2012; Hutcheon, 2012; Roskos, 2@Bper and digitatexts 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

8
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paper and digital picturebooks need similar pedgigal approaches (Hoel & Tgnnessen, 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 thesnversations is how teachers design, enact and

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

[N
0]

{GdzRASE GKI G SEFYAYS |t (KNS SesighjeraStsienthghga 2 F |
reflection ¢ have the potential to build on these existing pedagogical conversations, with the majority of
research thus far focused on young children (Hoel & Tgnnessen, 2019; J. E. Kim & Haasing@t9;
Roskos & Burstein, 2012; Schdkzidorf et al., 2021; Tfmessen & Hoel, 2019).

Research acknowledges the importance and the challenges for teachers reading and making
meaning from contemporary picturebookBantaleo, 2014b; Serafini, 2008, 2012a) before using the
picturebooks as part of their teaching. It argues that it is problecrfati 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 grsions 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 oltelesits inthe 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 discussiodsy @/T30 G S+ OKSNE RS&AAIYAY IZORBKWE OBLIZENIINBER NB |

LIA Ol dzNiByo 202LPLAS NI & S NE  LINXPYF NBE NBIF RAy3 Of I aaNR2Ya



1.4 Introduction to theresearchquestions andtheoreticalorientation

The research guestions for this study jointly emerged froynown 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 | gathered in the third year of my PhD
candidature. In the initial sges of my PhD, | focused on how both teachers and students understood
contemporary picturebooks and picturebook apps. However, the more | read the research and worked
with my data, it became apparent that my PhD should present and analyse the teach& Qaya & (0 2 NB =
L 6SNB (G2 R2 2dzadGA0S G2 Ftt AdGa O2YLX SEAGE | YR ydz
research occurs in Chapter 4 (section 4.2). This is not to say that the siuferies were not
important. In fact, student voices are never far from the centre of this thesis, as | seek to illustrate the
NAOK NBtlFdA2ylfAGe 06SGsSSy GSIFOKSNJ FyYyR aiGtdRSyda i
and intensive focus on Jayalowed me to concentrate on her practices (in and beyond the classroom),
to investigate how her exploratory experiences illuminate herdit#ld, to consider her collaboration
with a critical friend in these experiences, and to explore how other teacimight 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
guestions.

Themain research questiowhich frames thistudy 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 followhnge subquestions:

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

b. What is the experience of enacting this design?

10



c. How does that teacher reflect on and learn from the experience?

To explore these research questions, it was important that | adopt a philosophical and
methodological approach that foregrounded the subjective experience. As such, this study is situated
the qualitative paradigm with philosophical and methodological underpinnings of phenomenology, both
hermeneutic and posintentional. The theoretical framework for this study is described in more detail in
Chapter 3, but in this introductory chapter,sthelpful to sketch out the key methodological thinking
that has shaped the thesis.

The termphenomenologys 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 situationsi 2 | £ f LJ2 & & A 06 f S(Dahibdtglet/al, 2308, . T (1 K S
36)

This study employs two particular forms of phenomenology, hermeneutic phenomenology
(Heidegger, 1962; van Manen, 2014, 201&i) postintentional phenomenologyVagle, 2010b, 2018,
2019;20169 | SNX¥SySdziA O LIKSy2YSy2f23& F2NBINRdzyRa Ada .
RSAONAOGS YR AYUSNILINBG YSFHyAy3a G2 F OSNIFAY RS3N.
through an understanding of the experience and resultant meaning makiting lifeworld. | also draw
2y + (20108 208, 2019; 2016ption of postintentional phenomenology, which builds on the

understanding of hermeneutic phenomenology and explores the complexity of connections or

WSy il y 3¢aSonbeptihit Qi tease out in Chapter 3 (sectior2®).

Educationatesearches are increasingly using phenomenology as both a philosophical and a
methodological approach to their researo/ NESf & SdG |t ®X HaumT 51 tfQ! ol 3

across a range @ducational 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 leaegs, Adams &an Manen, 2006; Brown et

al., 2007; Lyons & Carabott, 2021; Sloan et al., 2013; van Manen, 1991, 19921@@@R2use of digital
technology (e.g., Chan et al., 2015; Cilesiz, 2011; Valentine et al., 2018) and often in arts education (e.g.,
Bogiannidist al., 2021; Greenhead, 2021; Randles, 2012).

Moreover, there has been no shortage of phenomenological studies in literacy research. They
have explored writing and digital storytellifiealey & Merga, 2017; Yuks#&islan et al., 2016yeading
(Heap, 197; Howard, 2012; Magrini, 2013; Rowsell, 2044} onscreen reading (Carusi, 2006; Evans,
2017; Mangen, 2010; Rose, 2011). Litenasearches have argued that phenomenology can open new
ways of thinking about literacy and meaning making. For exarRaesell (2014) and Mangen (2010)
draw attention to the ways that phenomenological framing of embodiment can be generative in
exploring meaningmaking with digital devices.

Henriksson (2012) asserts that hermeneutic phenomenology allows for a nuancedaérplof
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 alhalv 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, Vagl2010b)advocates that any understanding of teacher practice should be
interpreted throudh the complex connectionsetweenteachers and students in their l#gorld as it is

lived. Vagle (2010) states

¢CKS y2GA2y 2F WoSisSSyQ Aad AYLRNIFIYyGZ a GKAA
this is precisely where a phenomenology of pracsbeuld be located not in the technical

acts of practice or in the theoretical explanations of those acts, but in the complex, intentional
NBfFiA2ya Ay gKAOK (K2asS 0da FNB tAQSR WwoSissS
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For teachers and students, the shared-liferld 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 experiesoas digital and paper
picturebooks needs to be situated within the relations of theirliferld. The application of
LIKSy2YSy2ft23& +ta | NBaSINOK fSya Kra Ffft2SR GKAA
phenomenon, feel about a phenomengdge it, remember it, make sense of it and talk to others
| 0 2 dafPatténii2015, p. 115Yhis allows for the complexities or meanimgking and the nuanced

understandings of reading experiences to be teased out and illuminated.
1.5 Phenomenologicatiata generation and analysis

Jayne, an experienced Year 5 teacher, and her 26 students were the participants in the study,
I f 6K2dzZaK GKS YIFIAYy F20dza Aa 2y WHéeySQa LISRII23IA0!lf
Data generation occurred fro20" April to 12" 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 Mayne | was visitingday S Q& Of | Aa®Ruldsa aKS |
of Summeby Shaun Tan. Phenomenological accounts of the experience were captured through
interviews with Jayne (three oAé 2 dzZNJ A y i SNIJA S 4 a 0 thiftegnRBO-miHute paBe@d & (0 dzR Sy (
AYUGSNBASsavd L 02ttt SOGSR yR I NOKAGSR Wurday SQa LI |
that she wrote throughout the period when | was observing her teacRinlgs of Summépaper and
digitalapp). Two sets of readingFef SOU A2y a GNAGOSY o6& WHeySQa aiddRSy
and 26 individual student readingurnals were collected. Observational video data was captured&or 1
reading events (16 hours and 55 minutes of video footage). Finallyesegprchejournalincluded
observational notes and ongoing reflections over the period of data generation and after the data

generation was completed.

13



1.6 Thethesisstructure andcontent

This thesis comprises eight chapters. The first chapter has presented atatioerto 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 esgch. | 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 teacting. An
| have contextualised the study within my own experiences as a teacheeaedrcherand a range of

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

Chapter 2 engages with the relevant literature andiigsded 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) drembeds these discussions within reference to details of the Australian
Curriculum: English and the policy landscape that features standesisd reforms of teaching and
education. Part Two is focused on reading pedagogies, including definitions ofoggdagd 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 impost OS 2 F (Sl OKSNBR Q € SI Ny Ay 3

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 pastentionality, and how these have been used in the

construction of this study. A discussion of the research design, including participant selection and data

14



collection follows. Because hermeneutic phenomenology emphasises the role of interpretation in a
researcheR & Y Srhayirigy! Bave included a section on reflexivity where | make explicit my

positionality agesearcheiin the study, including my relationship with the participant teacher, Jayne.

This discussion explores the tensions in both emic amdpetrspectives on the research, as observer,
RAFE23IA0 O02tftSIH3dz2S YR a2YSGAYS LI NIAOALI YOG Ay W
explaining how | have used the phenomenological interpretations of Van Manen and Vagle to guide my

analyss of the data.

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

F20dzaSa 2y dzy RSNA G I yidld, i Bartivvtaghgt 8xPeriendeS 4s @ feadgt Bersklfk IT S
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YyiATeEe | YR NBstng @aling pezalipgies wid Bey edencs with paper and digital

"RAY3 YSRAdzZYa FyR FyGAOALI GS sl e8da Ay 6KAOK (KSA
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FEtSOGA2y 2y KSNI LINIF Oi A O Svdrld, \whdéhy SapteradtidudsivEhy G & | NB

2YS RSY23INI LIKAO AYyF2NNIGA2Y Fo2dzi WHeySQa &dGdzRRSy
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life-world. The second half of the chapter concentrates on Shaun Tan and the picturebteskof

Summerg KA OK A& (KS THng st | oBserilamtidacym&iihd waik&uhd Gtyle of

{KlFdzy ¢y I NB RA&aOdza&ASRXI AYy LI NILGAOdzZ I NE GKS w3l Lk
encouraging active interpretation on the part of readers. | then present a provisional intatjoreof

the two versions (paper and digital app) of tRaeles of Summaeicturebook. 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 NBINB G A2y ad 9EOSNLIIE FNRY |

are included as QR codes and/or hyperlinks.

Chapter 5 is the first of three findings chapters, which all combine analysis and discussion. |
undertake a hermeneutic phenomenological interpretation of how Jgye@agogically designed the
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reading experiences using the app and paper mediunfi®dutds of SummeVignettes derived from my
204ASNBIFGA2Y RFEGEF FNB dzaSR a LKSy2YSy2f23A0Ff RSa
S E LIS NA Sy O S q¢2018%inkeypi@tativr oHpbsEireationality, the chapter examines the
entanglements between Jayne, her students, Shaun Tan and the two versiRnesfof Summetr.
FylrteasS FyR RA&aOdzaad K2g (GKS AYOUSNIgAyAy3dI 2F (GKSaS
events for her students.

I KILWGSNI ¢ Aa GKS aSO2yR FTAYRAy3Ia OKILIGSNW®W LG S
F LILIX A OF (A 2y (2BIBb)fat efistemtlaly: Spyti@ldy, temporality, corporality, and
relationality. These existential threadire shown to be inextricably intertwined, and yet the chapter
LINEGAAA2YLFEE@ WLz & LINIQ GKS GKNBFRa 2F SELISNR
pedagogical design was enacted. Vignettes are used again to represent and highligbndiffer
existentials in the lived experience. The entanglements between Jayne, her students, Shaun Tan, and
Rules of Summaere explored through the lens of each existential, providing insights into how space,

time, relations, and embodiment shape the readagerience 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 thee findings, | revisit the entanglements of the previous chapter (i.e., between Jayne, her
students, Shaun Tan, aRlles of Summeand show how the four existentials are intertwined within
WEeySQa RAFf23IA0 NBTE SOUA 2 kowanforeseénNdiffdrdNdehétwe®s @ ¢ K S

iKS G662 OSNEA2Yya 2F GKS GSEG 2NIo6SisS ATTS
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RA & NbzLJ

w

a0dzRSyiaQ NBFRAY3 LINI OGAO0Sas yR K2g (GKSa
understandings of readih | ONR a& RAIAGEE FyR LI LISNI YSRAdzYa Ay W
unfinished nature of this type of pedagogical experience concludes this chapter.
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Finally, Chapter 8pens 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. | present the implications of the findings of the study
YR K2g GKSasS O2dzZ R €x8ional dwiedgé &nd prattices B lprinkrg f8Eo@ LINE T
classrooms and to knowledge in the research literature. | 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 Movingforward

The chapter that follows is the literature review. This chapter, like subsealaptters begins
GAGK | LIK2023INI LK 2F | a0dzA LWGd2NE GKFG éFa YSGAOd
objects were created as part of a series of art classes that Jayne designed after her students had
engaged with Shaun Tan, as authod artist, and read the picturebodRules of Summdpaper and
digital app). The students were asked to create a piece of art using clay that embodied their ideas of

Shaun Tan.

When | was visiting the classroom in late June after the readiRyles oSBummemvas finished,
Jayne was visibly eager and delighted to share these pieces of art with me, as were many of her
students. | took photos of each piece and selected a few to use at the start of each chapter to highlight
the many potential interpretatioda 2 F ¢l y Q& ¢g2N] OGKIG 2Ly aLl 0Sa G2
have included a pertinent Shaun Tan quote and my interpretation of the ways that the image, the quote

and the chaptemayconnect.

The next chapter, the literature review, begins withreeboutline of how the review will be

structured into three parts, focused on reading, pedagogy and teacher reflection
17



Chapter 2

Exploring the literature

Gaz2dzi KIRAzZXEY YREr Ra 20SN) O Y AKNE N yDRAPO6 @YYy X 2H RSS L

CKAFZB 2B Of e &0dzZ LIWdNBE GKFdG A& NBYAYyAaOSyi 2F ¢l
NI LINE R dzO & y X205 NBK §i 2NBF RSNE Ayid2 GKS O2y@SNAEI a2
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Introduction

This chater reviews historical and more contemporary research literature that is relevant to my
study. The review istructured around three partdart One focuses omreading, especially the reading
of picturebooks (paper and digitaRart Two reading pedagogyncluding gdagogy for teaching
picturebooks; andPartThreeteacher reflection and teacher learning, as they relate to the teaching of
picturebooks. Before | begin andepth exploration of each theme, | will broadly sketch out the fields

covered in Pds One, Two andThree.

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 inrelation to print texts, and through more contemporakgnses, 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
standardbasedreformrd @ L GKSYy K2YS Ay 2y GKS NBaSI NODK & dz2NNEd
literature into digital versions. Part One concludes with a discussion on how contemporary picturebooks
and picturebook apps have been theorised and the potential implications diothisaching and

learning of picturebooks in a Year 5 classroom.

Part Two focuses more specifically on reading pedagogy, starting with the ways different studies
KIS 02y OSLJidz- f AaSR 1S@ GSN¥ya AYyOWNRRRAYPLISKEFARAD
then moves into a discussion of the pedagogical content knowledge necessary when teachers work with
contemporary picturebooks and picturebook apps. | conclude with a discussion of research into reading
pedagogies associated with comporary 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
19



how teacher reflection and teacher learning has been and is currently understood insth&rch and
provides context regarding how teacher learning is enacted and regulated within Audtdsizelop
viewspertaining to teacher learning that appreciate the importance of uncertainty, situated learning

and the role of critical friends concludee chapter.

I have selected an image from a different Shaun TanttexitroduceeachPart, 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 Onereading, picturebooks and the role of mediufn
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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 readtheen increasingly important for the
teachers who teach them. Examining how reading is defined, through multimodalitgcaodding to
theoretical developmentsuch aghose aligned with New Literacy Studies (NLS) (Barton & Hamilton,

2000; Comber & Cormack997, Street, 1993, 2003), is crucial for conversations about how texts can be
read in primary classrooms. For these reasons, | begin by focusing on these conversations at the start of
my literature review. | show how curriculum documents, especiallydthgtralian Curriculum, can shape

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

awSIF RAYIE 68N EMASHAS ¢NB/LINE RdzOSIRAGA AN ISNBS PRI BAY GKS 228 I yR LI}
G184 @2dz G2 FIENIgle LXIFOSad 9aLISOAlLtte 6KSY NBFRAYIEKSE &2 OAl
a0 NONERES 6KAOK A& F20dzaSR 2y NBFIRAYy3IO®



regulate pactices 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 modesdmsign features). | conclude by
reviewing literature that observes and reflects on how these changes can enhance or distract from the
reading experience in the primary classroom. | begin, now, with a critical account of reading and literary

texts in recentimes.
2.1.1 Reading andextin the 21stcentury

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
ideologes (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
GSNY WGESEGQ 61 & aey2y e ynatdzalphabktiaKprincipldVbeieShgreatidgh vy (= o6 |
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
GO2AYRANDS 1ASaé¢ 01 220SN) 3 ¢dzy YSNE HAHHIT LI nnanod |
GASs 2F NBIFIRAYy3 Aa adGAtt LISNDIFIaAAGS Ay GKS NBaSI ND
Goodwin & Jiménez, 2021; Hoover & Tunmer, 2022; Shanaban). While debates about reading are
both interesting and important, asre historicablefinitions of reading, | 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 ideaattfihe New London Group (1996) and associated

New Literacy Studies academics introduced into conversations about reading, especially those that
22



heralded a shift in thinking about reading. Reading for them included a range of practices that involved

engagenent 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

flIy3dzZZ 3ST I yR (GKAA& dzy R SeatyaiddtegiRdlogydwhict} dontidudtod OK | y 3 S &

OKIFtftSy3aS +tyR OKIy3aS (SEGaé¢ o6!yaisSeés wnnuz LI nnc

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

comprehensioniress & 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 (@it A FASa & I ai

AKATGE 0L unoX gKSNBAY (GSEG& 06SOFYS AyONBIlaAy3It e
2.1.1.1 Multimodalviews ofreading andtext. Most contemporary theorising of reading frames

it as a range of interconnected practices involving a compfexhesising of modes of communication

(Kress, 2003; Kress & Van Leeuwen, 2001; Lewis, 2001; Walsh, @0fi8)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).

9 OK 2F G(GKSaS Y2RS& A& | aaNOANHPAY I W | §detyBdzNIot. {58

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

AY@ENAREFOE& YdZ GAY2RIf® ¢KAA FNIYAYyI 2F NBFRAY3I aN

and derive meaning from ayriad of print, visual, oral, nonverbal multi2z R f GSEG&¢ oal ydzSt

2015,p.115%at ydzl £ FyR /I NISNDR& RSTAYAGAZ2Y 2F NBIRAy3 |«

modesand recognises that reading can involve a range of mediums (paper, scagm@as, and/or film).

I O02NRAY3I (G2 YNBaa o6wnnmos GKS GSEG Kra | Gaxds 2
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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 thr@i which meaning is instantiated/realized and through which

meaning becomes available to othgk. From that perspective, print (as papand-print) is

YSRAdzZYT o0& SEGSyarzyzr (KS 0221 A& YSRAdzYZT AT R

asbodyand@2 A 0S¢ & ®in72) y2 4§ KS N

WSgAGG 6nHnnn0d NBFSNB (G2 YSRAdzZY | & c&dthaisc@? YYdzy A O
0S GKNRJZAAK FAfYZ O2YLMziSNE (St S@AaArAz2y IyR Y20Af S
term. Consistent with these definitions of medium, undearstings 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 tertiisodakand thediumtaffordances are explored in

more detail below.

2.1.1.2 Modal andnedium affordancesWI YSa DA o6 &2y FANRBRG O2AySR (K¢
(1977) to explain how the reading environment allowsffords certain actions. Subsequent research
by Kress et al. (200t)see also Kress, (2003, 20t0)orksg A G K G KS G SN¥Y WI FF2NRIyOS
SIFOK Y2RS 2F 02YYdzyAOF(iA2y NBO23ayAasSa GKS AYLRNIL
(Kress, 2010, p. 80). For example, an image may be still, moving and/or animated (in the material sense),
YR K2g AlG A& AYOGSNIINBISR IyR O02YLIaSR Ay 02YYdzyA
and cultural experiences. Othessearches havewof SR ¢ A UK DAOAa2yQa y2GA2y 27
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 & Tgnnessen (2019)
arguethat 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)

2FGSy dzaSa G(KS ¢62NR Wl T 7T afNdghimpdesSaadmedivnS. yh th& Btlidy; A y A y 3
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arrangements of both a paper and digitakte

Figure 21
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A graphic representation of potential modal arrangementa paper book and an iPad.
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choice of mode is not a randonedision. Authors deliberately sequence and use modes in particular

ways to guide readers in their meaningpking. How texts are designed by authors, and what modes
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does not mean that the reader is passive; rather, NLS scholars argue that the reader is an active
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research in this respect. Rosenblatt asserts that readers are active in their interpretation of a text, and
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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 apecific time and place: change any of these, and there
occurs a different circuit, a differenteventt RAFFSNBY G LI2SYX C2NJ G4KS NEF
lived-through during his intercourse with the text. (Rosenblatt, 1978, p. 14)

w2aSyof I (i QaeadidNike s 6f INASBESoldsyStradd (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 inganaking.

2.1.1.3 Reading associal 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 & Freebody7;1Street, 1993, 2003). This view of reading
LINRLI2AS&a GKFG NBIFRAY3I Aad y22a4 2yfe || O23ayAGAGBS Lae
AYGSNI OGA2yé 6w2paStt SG fdS HaAaMOI LD mMmMgyod /[ 2V

GKAOK NBIRAY3I Ayg2toSa 0{y26tSRIAYI aaz20Alf NBEI

Q)¢

a0dzRSydGaz y2y3a adGddRSydaz yY2y3 LI NByda IyR OKAfR
1985,p.134p ¢ KA & | O] yeadrhi®)RtarSesis acdtdd® Ady 6 SN Ol A2y 06SiG6SSy
ol O1INRBdzyR F'yR fly3adzZ3S IyR (GKS O2yiSEGlS LlzN112as
Thus, any reading event is socially and culturally situated and needs to be understood within the

particular context in Wich it occurs (Barton & Hamilton, 2000; Heap, 1991).
2.1.2 Thebroader educationalreadinglandscape

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 sociabigyolitical 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 ¢acher, works within this environment. Research has shown that these larger discourses shape

i8S OKSNEQ dzy RSNEGFYRAY3Ia 2F G6KIG NBFRAY3I Aa FYR 6
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Farrar et al., 2021; Simpson, 2016; Unsworth et al., 2019).

2.1.2.1 The Australian Curriculumn 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, R0MGb 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 Augtalia. 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 Victoriesiores of the curriculum are

Q)¢

4 NHzOG dzZNBR I NRBdzyR GKNBS AYGiSNNBfIFGSR adNryRaX 6KS

(N} YRE AYy TFtSEAGES IafRhesenNiedirandsdres 84¢ 6!/ 1wl 3 yo

Q)¢

Languageknowing about the English language
Literature: understanding, appreciating, responding to, analysing and creating literary texts
Literacy expanding the repertoire of English usage. (ACARAa).d.

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 tesearcHiterature, Iwill proceed to these two elements.

Each overarching strand, Literacy and Literature, is further divided into foestsads. For
Literature, this comprises: Literature and context; Responding to literature; Examining literature; and
Creating literature. Thesub (i NI Y R&d 2 F AWiWSHMILR gzRB ¢ Al yiR WIOEF YAYAY 3T f
important to this study, and are defined in the Curriculum as follows:

Responding to literatureStudents learn to identify personal ideas, experiences and opinions

about literary texts and discuss them with otBeiThey learn how to recognise areas of
27



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, se¢ings 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 aldo learn
understand, interpret, discuss and evaluate how certain stylistic choices can create multiple
layers of interpretation and effect. (ACARA, fty.

These two sulstrands acknowledge that interpretation and meaning making occur as a result of
reading lierature, 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 subtrands comprise: Texts in contglteracting with others; Interpreting,
analysing and evaluating; and Creating texts. As with the Literature strand, the focus is on reading, and
2y FOGAGS FyR O2fttF 02N GAGS YSEYAYy3a YI1Ay3- gAlGK 0

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

Interpreting, analysing, evaluatingStudents learn to comprehend what they read and view by
applying growing contextual, semantic, grammatical and phonic knowledge. They develop more
sophisticatel 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, inforndgpersuade audiences,

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

on different audiences. (ACARA, rcil.

One of the key ideas within the Australian Curriculum English and Victorian Curriculum English is
the definition of text, which aligns with many so€iodzf G dzNJ £ & OK2f I NBAQ dzy RSNER G Y
texts (Kress, 2010; Mills & Unsworth, 2017; Rowsell, 2013). The Australian and Victorian Curriculum

documents state that a text

can be written, spoken, vigly 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. (ACARAaN.d.
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Inthe subd 0 NJ ySRELINBLOYAGY 3> Tyl fe@aAy3a yR S@Ifdd GAy3aQx
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 shapetuthyss provided in
/ KILWGSNI nZ a GKAA OKLF LIISNI O2y i SE éwdrldfarid Aighlightd Yy R S E L

the factors, including the curriculum and program mandates.

2.1.2.2 Standardisedssessment andeporting ofreading Teachers breading in Australian
schools are aware that as well as instruction that complies with these strands arstiranlls of the
Australian Curriculum English, their teaching is expected to be in alignment with a range of assessment
and measurement regimes)dluding standardised testing. The National Assessment Plan Literacy and
Numeracy (NAPLAN) is an annual assessment for studeYgamsB3, 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
GKS&aS NB&adzA# Gad C2NJ SEI YL S (GKS aé {OK22tf 6So0aArids
performing in supportig student progress (that is, improving literacy and numeracy outcomes over the
G2 @SIFNBR airAyoOS GKS LINB JANadyiesdarthes[(€.gh CoinBe#, A042) ¢ 6! / ! w
Yandell et al., 2020) have noted that the NAPLAN (ACARA, 2022a) readingnaslypiocuses on the
A0GdzZRSy 1aQ dzy RSNERUGFYRAY3I 2F gNARAGGSY o6FfLKIFIoOSGAOD 9
(ACARA, 2022b). This view of reading and what constitutes a text differs from the one on the Australia
Curriculum English websitethich 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 Rprint texts (ACARA, n:8).

2 KAES /1 w! Qa RSTAYAGAZ2Y 2F NBIRAY3I AyO2NLRNI
tests one mode (written text). Unsworth et al. (2019) describe this gap between curriculum expectations
YR 6KIG A& GSadSR Ay b! tipg).Mildaad Uhsyortti @R Be@ldoG A 2y I £ O
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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 laigele, higkstakes assessment of reading will

need significant researebased development if schooling is to effectively embrace the reality of
Ydzf GAY2RIFf NBIFIRAY3I Ay (2RI8Q&d 62NIRD® 6LID mMcOL

Both Unsworth and Mills and Unsworth suggest that broader discourses shape the use and
frequency of multimodal tets in classrooms. Simpson (2016) agrees with this view and states that
Ydzt GAY2RIFEf GSEG&AS | yR OKAfRNByQa fAGSNY GdzNB Ay LI
of literacy success, narrow conceptualisations of the reading process aadpMh LJG A S LISRI 32 3 A
7). Manyresearches in the area of schodlased 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; Simms, 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).
2.1.3Picturebooksand medium

I now turn to the literature that explores what cstitutes a picturebook and why it could be
AYLRNIGEFYG (G2 GSFOK LAOGdINBo62214a4 Ay aoOKz22ftad .| RSN

Y240 2F0Sy [[d2iSRé 6! NAT LIST HAHMI LI HcmMOD . F RSNJ

a text, illustrations, totatlesign; 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 faajeg,pa
and on the drama of the turning of a page. On its own terms, its possibilities are limitless. (p. 1)

LY . FRINRAE RSTAYAGA2YS aKS adNBaasSa (GKS Reyl YA
pictures. The importance of this relationship is reinforagethe literature, with many studies theorising
how images and written words interact (Lewis, 2001; Nikolajeva & Scott, 2006; Sipe, 1998, 2012). Sipe
OHnnmO KAIKEAIKGE GKS 'SAaGKSGAO yR RSaAdy | aLISO0
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unified artistic wholes in which text and pictures, covers and endpages, and the details of design work
G23aSGKSNI G2 LINPGARS |y | SAGKSGAOI f treéseakhesiskesst & A y 3
the importance of endpapers and covers (McNal22; 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 desgghfor both adults and children (Anstey & Bull,

2004).

In 1976, Bader was emphasising the tpage view of a picturebook, traditionally found in & 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 dpatéespread,
juxtaposing images and written text. Changes to both the digital medium and picturebook design are
disrupting this view (Arizpe, 2021). Fifty years ago, Bader wassdiag, 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 towch.

2.1.3.1 Remediation fronpaper todigital. In 1999, Bolter and Grusin introduced the term

S

@mediationz A PSP GG KS NBLINBaSydl (A2 ytoexplorengtins S RA dzY Ay

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 recoghise 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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1 Transparent borrowingThe older medium is directly imported into the new medium
with no alterations; thus, theneW SRA dzy OFy 68 RSSYSR | & WiNIy
9 Translucent borrowingThe new media add additional features to the older medium. In
20KSNJ g62NRax (KS ySoSNI OSNBRAZ2Y OFLAGEEAASE
new media want to emphasise the differencesween the two mediums rather than
erase these
1 Aggressive borrowindgrhe new media refashions the older media, but they are still tied
to the original source
1 Absorption The new media absorbs the older media so that it is not recognisable as the
old. For exenple, when books are turned into films (Bolter & Grusin. 1999, ppl75

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 ranigeradwing
practices. For example, Schwebs (2014) notes that stigi&l picturebooks are simpl@eproduction€
(p. 2) of paper versions, while others include interactive aspects such as games, puzzles, sound and
movement. AlYagout and Nikolajeva (20150 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.

1 Scanning entir@icturebooks and creating a digital version (such as in a pdf)
1 Transforming picturebooks into fiklike creations. The print is read aloud, while the
images are shown, and sound effects may be added
1 Transforming picturebooks with features unique to thgitél world. This can involve
adding features such as changes to design, the ability to turn narration on (or off), the
FRRAGAZ2Y 2F &a2dzyR FyR YdzaAOX YR RRSR Ayi(¢
9 Adding interactive features, including games, that extend beyibhe story(p. 578)

The four types of adaptions proposed by Yokota et al. (2014) each have different modal
FFF2NRIYyOSa yR YIeé& O2ydlAy OKIFIy3aSa G2 GKS LA O dzN.
differences in the positioning of written text and ages; paratextual features (endpapers, front and
back cover, title, dedication); twpage 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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remedated (Cahill & McGilFranzen, 2013; Schwebs, 2014; Wolf, 2014; Yokota & Teale, 2014).

Researcher have argued that the reading experience and subsequent pedagogical approaches
needed for each medium may differ depending on the type of borrowing. Fariost Unsworth (2003)
cautions that digital texts should halued agexts in their own rightather than simply texts to scaffold
print-based practices. This view is in accordance with research¥ggdlut and Nikolajeva (2015) and
Stichnothe (2014), who propose that the picturebook medium (whether it be phpsed or digital)
may result in gue different reading experiences and, consequently, different reading and teaching
practices may be neede#llevegi and Matthew (2012) are amongst magsearches who advocate for
more research into how the medium (paper and digital) affects the skilstategies 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 Theproliferation of picturebookremediation. The remediation of chiRNBy Q& f A (1 S NI
into other mediums is not a new phenomenon. For decades, phpsed books have been remediated
into movies, audiobooks, GRom picturebooks,-®o00ks and picturebook apps. For example, the
ancient folk tale ofCinderellgdMelies, 1899was first adapted into a film in 1899 (later adaptations were
produced in 1950, 2002, 2015 and 2021); and more contemporary literary stories stichlastthing
(Tan, 2000; Tan & Ruhemann, 2046 Alexander and théorrible,terrible,no good, very bad day
(Arteta, 2014; Viorst, 1972 ave continued to develop artdansform the practices of adaptation.
Audiobooks, often c@xisting across two mediums (paper and digital), also have a long history. As early
as 1948The big brown begiWidcker & Mark, 1948yvas transformed into an audio version, and these
types of audio adaptions are still prominent, with audiobooks on platforms such as Audible (Amazon,
2023) and Storynorn2023 becoming more prolific.

The 1990s saw an increase in theguction of CEROM books designed to be used/read on the
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computer. Texts such dhe Berenstaibears in thedark (Berenstain & Berenstain, 199tellaluna

(Cannon, 1996knda I NO . NZ ghifthdayNBrdivdzid94vere published as interactive books

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

have been transformed into musicy R G KSI 4§ NB® C2 NJ SEI Y Iber&direejvds| dzy ¢ I y
OGN YATF2NY¥SR Ayid2 | YdzaAOlf WS@GSYyaGaQ 6! ./ %X HANHHO 08
Voices in 2008 and has also been adapted into live theatre shows (National Theatre ofatarraéi7;

Red Earth Theatre, 2022). Nicola Bowman, who played the main character in thesecromented

2y (KS FRILIGFGAZ2Y 2F ¢lyQa ¢2N] 2yiz2 GKS adGh3asy

2SS KIS KFR GKS LINAGAE SIS 27F dzaAfgichdedigndfteld 2 F KA
show. Our set and costume designer James Browne has created a moveable set that unfolds the
dG2NExX 2dzald ftA1S I LAOGI:NNBE o0221d IS KIF-a ftaz2 S
costumes and wigs. (Bergman, 2019, para. 9)

Asearlyas 1994, MaSké y20iSR GKS AYyONBlI aAy3d LINBGLFfSyOoS 27
where versions of one story occur over multiple mediums. Unsworth (2003) has similarly highlighted
GKIFIG aOKAEt RNBY SYyGSNI I ¢2NI R ¢KSN&), andiBaiioh &J8l.S S NE A
(2014) and Wong and Neuman (2019) continue this important conversation. Rather than refer to these
GSNAAZ2YAa | & WYdzZ GALX SQF 22y3 YR bSdzYly ounmpv TN
experiences, suggesting that therenist a cleardelineation between versions. The use of both
LIAOGdzNBo62271 FLIJA FyYyR RAIAGIE NBFRAY3I LINBPAIANF YA Ad
(Brueck et al., 2019; Kim & Hassin@as, 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 exploredrates literature

review.
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2.1.3.3 Theise of thedigital readingprogram. In the primary years of schooling, the use of
decodable text$ (Mesmer, 2000, 2009; NSW Government Education, 2022) and leVat#ats are
becoming increasingly prominent. Specific programs such as Fountas and Pinnell (1996, 1999) and Price
Milburn (Nelson, 2022) have developed téavel gradients to classify the complexity of texts. These
texts are being targeted at Foundatiom 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 levetie(Brieck et
al., 2019; Roskos et al., 2017) as part of structured reading programs in schools. Companies such as
Woushka (Modern Teaching Aids, 2022), ReadiZglkearning &, 2022), RaKids (LAZEL Inc, 2019) and
PM books (Nelson, 2022) have develogedtomised 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 rewagdantkae,
in RazKids, 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 dataonwhadiS A y 3 NBIFRZ 02 YLIX SGS G NR 2 dz&

work and view quiz results.
a22R& YR {6 FTF2NR OoHAM®pPOEX AYy UGKSANI &dddzRe 2y
books), discovered that teachers found these platforms could support independent reading through the

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

7 éResearcher define decodbility 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 tex
FYyR (K2a$8 (GKFIid GKS NBINRABWNPR)I & 6SSy (FdAKiGE o6asSavs
8 Levelling is applied to prexisting texts and takes into account: (1) languagentence complexity, organization,
style, and predictability; (2) contentfamiliarity, genre, vocabulary; and (3) text formdength, print, layoutjllustrations
(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 theiNstuty) (
used ebooks 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 begandreasingly prominent in a range of
countries (AMYaqgout & Nikolajeva, 2015; Kimmerlingibauer et al., 2015; Yokota, 2015; Yokota &

Teale, 2014).

2.1.3.4 Picturebooks angicturebookapps.! LA Ol dzNBo62271 FLILI Aa | RA3IA
has been dsigned for use on mobile devices (smartphones and tablets), where app designers can create
GYdzZt GAYSRAFZ AYyGSNYOGAGS aG2NRGSttAy3a SELSNASYyOSa
state that picturebook apps

along with traditional feature of ebooks such as digitally displayed text and images,
YIE@AIIGA2YyLFE A02yas YR K2YS aONBSya X tAO0dz2NB
expand the options, reading paths, and experiences of young readers. (p. 509)

¢KSAaS |LJa 2 BASIYy tOBYIONISY S aa R G Yl & 0S (2 dzOKSF
& 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 viEsmalovespink (Raud & Winged Chariot, 201 Wvith
other apps such asheheart and hebottle (Bold Creative, 201@nd Thevery crankybear (Bland &We
are Wheelbarrow, 2012being published shortly after. These apps were often targeted at young
children (Nodelman et al., 2017). However, in 2014, theRples obummer(Tan, 2013; Tan &/e are
Wheelbarrow, 2013yas published, along with a range of other texts intended notfiusyounger
audiences. ThRules obBummerapp is a revisioning of the paper picturebooRules obummerby

{Kldzy ¢l ys YR ¢l & RSAAIYSR F2NJ Fff 3Sa 2NJ alye?
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and oddity, who likes asking questions anéhggheir imagination, and is prepared to devote time and

FGGSydAazy | O0O2NRAy3It&é¢d o6¢ltysS HAnHE LI cou®

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

quality (Aguilera et al., 2016;-Xkaqout & Nikolajeva, 201McGeehan 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 & McGHranzen, 2013; HirdRasek et al., 2015; Hoel & Jernes, 2023; Yokota &, Tea
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:

T aLa GKS &l 2onihg taligefafy stan@afds?> | O

1 Is the language of the text skillfully crafted?

1 Are the illustrations artistically skillful, and do they work well with the text to illuminate,
extend, and/orceONB I S (GKS dG2NBKE oO0LIP pynbo

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

recommend that educators should consider another set of questions:

GLa GKS aiG2NEB FLIINBLNARIGSte& LINBaSyidSR Ay RA
91 Does the story take appropriate advantage of features the digitaldadtbws, beyond
what is possible in print?
1 Do the interactive features maintain the integrity of the main story?
Do any supplementary features align with the story?
9 Do the features make sense in terms of how children learn to read and learn in
genet £ K¢ oO0LJD pynov o

=

=

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

such as hotspotsand interactivity that are not congruent with the narrative can either distract or

9l 2GaLl2da FINB aalLISOATAO INBLFLa 2F (KS aONBSy 46KSNBE NBY RSNE Ol y
animations, or even additional content" (Serafini, Kachorsky, & Aguilera, 2016, p. 511).
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enhance meaning making, depending & skill with which they are deployed (Sargeant, 2013; Son et
al., 2020; Takacs et al., 2014, 2015; Yokota, 2015; Zipke, 2014). In Chapter 4, | explore how these

evaluative criteria can be applied to tRles oBummerapp.
2.1.4 Contemporaryicturebooks

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 pictureboakis an essential discussion of this study

One distinctive way in which contemporary picturebooks have been characterised in the
fAGSNI Gdz2NE Aa GKNRJAK gKFEG FNBE RSSYSR GKSAN wLRad
Lewis, 2001; Nikolajeva & Scott, 2006). One common featypesimodern picturebook texts is that
GKSe SyO02dzNF 3S NBIFRSNAB (2 aNBIFIR GKS GSEiG Ay ySé ¢
employ new ways of thinking about how meaning is made in the picturebook. The literature confirms
that this is not easyr straightforward work. Postmodern picturebook texts have been described as
both complex (Bintz & Valerio, 2021) and sophisticated (Anstey, 2002; Sipe, 2012). Goldstone and Labbo
OHnnnov O02YYSyid 2y GKS dzy OSNI I Ay (i épektafibhs s Meya YSy G I (G A
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
Gdzy NETt SOUG A B rehdingd ofyiliesd gi@iés. Veheddeading these postmodern
picturebooks, readers are encouraged to accept high levels of ambiguity, as multiple interpretations and

meanings are open to readers (Bintz & Valerio, 2021).
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This ambiguity and disruption arémbuted to metafictive ®*WRS @A 0Sa Q G KIF G | NB
employed by authors of contemporary picturebooks. The devices may include irony, contradiction,
multiple perspectives, nctinearity, surrealist imagery, unconventional layout and design and /or
indeterminacy. Chapter 4d8 sections 4.4 and 4.5) provides further detail on how some of these-meta
fictive devices, especially indeterminacy, surrealist imagesslinearity and unconventional layout and

design, have been usedRules osummerby Shaun Tan.

2.1.4.1 Picturebogs in theupperyears Historically, picturebooks have not been widely used
for teaching and learning reading in the upper primary yegesars 5 and 6). And yet Pantaleo (2012)
notes that some teachers and students in the upper years hold misconceptiang the literary value
2F LAOGdNBoz2z21ad ¢KS GSEdGa KIS 2F3Sy 0SSy @AS6SR
F LILINBLINRF GS F2N) addzRSyida Ay GKS SINIASNI &@SIFENm 27
picturebooks to more sophticated content and consciously literary elements has prompted many
researches (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 expezefar 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)ncreasing reader agency (Wilson, 2014); critical literacy (Small & Callow, 2021);

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

2008, 2012b, 2013, 2016).

There is an emerging consensus that pictu@sare no longer the domain of young children

wWC2NJ I RS{GFAE SR 2PCNDI SHBS 12/FaAKSS 4888 Y3ttt wnnnT D2t Ralz2yS$s
[F602Y WwnnnT [S6AaX mMbdbpnS HAnamMT bAl2tr2S8SG 3 {029 HAN
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only, with most contemporary picturebooks being marketed for both children and adults (Anstey, 2002;
lyaidsSe g .dZ X wnnnT bAl2tr2S@l g {020§0GX wnnco &A
atmare f S@St aé¢ o6bAal2tlF2S@r g {02043 HnncI LI HMOD |
Oty 6S NBFIR o0& NBIFIRSNBR 2F ff Fr3Sa FyR R2 y2i RSa
2010, para 5). Even 20 years ago, Anstey (2002) wses\ohg a shift in the perceived audience of
LIAOGdzNS62214a FNHdAY3I GKFIG LAOGANBEo6221a ¢SNB I LILIS
A2LKAAGAOFGA2YZE YR NIry3aS 2F NBIRAY3I oAfAGASaE o
exploring howpicturebooks likeTheredtree(Tan, 2001) and@hearrival (Tan, 2006) could be used in

upper years classrooms to engage and challenge active readers.

2.1.42 Picturebookapps in theupper years.Studies have found that oldetudents (upper
primary andjunior 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. Manresab(2fdes as far as to state that the
GNBIjdZANBR o6F33F3S Fa FylFf23dzS NBFRSNE YSIyd GKIG
NEIRAYy3a A& yR &iGdRSyida RAR y2i 02y0SA@S (G(KS SEL
The implicatio of these findings is that in order to make meaning of these digital texts, students need
G2 tSINYNBBER ULAlIANBE 6L mmpO® {(GdzRSyGa Ay al yNBal
engaging with picturebook texts as being more like movie watcHih. view could be accounted for
because students expect their pribised 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 thati K SA NJ ad dzRe8 RSY2yaiNI 6838 aGKS RATTFAOL &

NEFRAY3I (G2 yS¢ F2NXIGaé 6L HncOd ! yR CAGGALI £ RAS
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complexities associated with multimodality when students are trymgitmply 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 indel 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 somesstuuich
recommend pedagogical approaches for digital picturebook apps (Neumann, 2020; Neumann &
Merchant, 2022; Wolf, 2014), | have yet to come across research which examines how a teacher uses a
picturebook over two mediums in the upper primary classro@rhich is thefocus ofthis 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
Ay@SaaAariSR® b2RStYlFY S Fft® ownmt0 aidlrasS GkKIEG A
differing experiences they offer suggest thatthere @@ K Y2 NB 6S ySSR (G2 dzyRSNA
(Nodelman et al., 2017, p. 14). This is particularly important when contemporary picturebooks with

creative metafictive features are remediated into picturebook aps in the case witRules of

summer.
2.1.5 Coclusion: Part One

Part One has explored how multimodality and new literary studies (f¢s&rches understand
and define reading, especially as texts in th& @dntury become increasingly multimodal. This is
particularly pertinent when thinking abodiiow contemporary picturebooks have been remediated from
paper to digitaforms, encompassinghanges to modal orchestrations and picturebook design.

Embedded in these discussions was an overview of Australian starsdd reforms to provide the
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contextof external mandates that Australian teachers waiikhin. This discussion is important as these
discourses have been shown to shape reading practices in classrodistissedtadies that focus on

the remediation of picturebooks in digital form aedpgored how contemporary picturebooks and
picturebook apps in the upper years have been positioned. In Part Two, | move on to discuss
picturebook pedagogy, including understandings of pedagogy as design. In introducing the concept of
WedagogicaR S & AlshgWchow 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: pedagogy'

LYF3S RBR&®Si2z2 O2Lk NRMIKIi

Part Two of the LiteratureS A S ¢ F20dzaSa 2y GSIOKSNEQ LISRF3I23e
commence with an overview of how pedagogy and teachers as designers are defined and understood
GAOGKAY GKS fAGSNI Gd2NBEod® L GKSYy Y2@S 2y GadingNSGASoAy 3

SPOSYyiQr 0STF2NB LldzNEdzZAy3a | RAaAOdzaaAz2y 2y LIAOGdz2NBOG 2
2.2.1Defining Wedagogy

Pedagogy is concerned with the decisions and judgements that teachers make about their
teaching with a view to maximising und¢gnding and learning for their students. In his iconic study of
G§SIFOKSNEQ (1y2¢fSRIS Ay wmMopyc | YR wvapacheQRjoRledbeyl y ARS
base IKS&S Ay Of dzZRSR daO02y(iSyid 1y26fSR3IASE LISRkaA2IA0 (VY

content knowledge, knowledge of learners, knowledge of the educational context and knowledge of the

11 Proud ParentSby Shaun Ta(2010a) Image reproduced with permission. For me this image evoked a sense of the
pedagogue, and the rich diversity that exists in the classroom.
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@ tdzSa 2F SRdAzZOFGA2YE¢ oO0{KdZ YIYyZ mMopyTI LI yod tSRIF3
encompasses knowing what to teach, transforming thisvidedge into practices, enacting these

LIN} OGAOS&as IyR S@lftdzriAy3 | yR NBEaré¢h&Cidca tyied haey 2y SQa
explored how types of teacher knowledge are enacted through pedagogical reasoning and acting

(Loughran, 2019; R®y & Storm, 2021; Shafto et al., 2014; Starkey, 2010), each in their different way

488 1Ay3 (2 AftdzYAylraS GKS wogkeQ a 68ttt a GKS WK

Van Manen (1992), who has researched and theemlipedagogy through phenomelogical
methods, challenged what he saw as a domir@syichologicaF NI YAy 3 2F GSF OKSNEQ 421
when there seemed to be no consideration for cultural context of that work. He wegsshrches to

see pedagogy as something more than teachinghmé$ and decontextuaded 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 witrograms of dealing with the behavior of children or of orgaug
knowledge for teachingvan Manen, 1992, p. 240)

{dzY N O6mMdppc 0T faz2z I LKSy2YSy2ft23Aaix odaAf RA
is more than just pedagogical and content knegide. Like van Manen, he sees pedagogy as embedded

AGKAY Odzf Gd2NB&z |yR (Kdza KS FNBdzSa G(KFG Fye &didR

=

G§SSLISR Ay @I NRAR2dza O2YLISGAYy3I RA&AOdzNEAGS Lt OGAOSa

QX

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 darlar context. However, Vagle (2010) argues that this

type of pedagogy is embodiedsit is pathic (Vagle, 2010a, p. 14PathiCkK SNBE NBFSNB (G2 aFS¢

NBEFGA2YFES FYR &Aldd GA2yFE 1y26fSRISE FyR LINI OGA

The concept bpedagogy used in this study, draws on elements of the work of these
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researches: Shulman, van Manen, Sumara and Vagle. | conceptualise pedagogy as concerned with
different forms of teacher knowledge and understood with respect to particular contextsy A k

dimension ofpedagogy focusesn the interactions and relations between teacher and students. Taking
GKA& | LIIINRBFOKSE Yeé atdzRé aSSia G2 3ISYySNIGS RSSLW
Manen, 1992. p.18)n other words why the teacher akes her decisions and responds as she does do

z

are working.

2.2.1.1 Thaeacher apedagogicadesigner This study will often refer to the teacher as a
designern(Kalantzis & Cope, 2010; Scott & Lock, 2@21¢ading experiences, and this is a deliberate
g2NR OK2A0S AyaidSIR 2F GKS g2NR WL FYyySNDR® ¢KS
G§SF OKSNna OK2A0S&a yR RSOA&aA2ya lo2dzi GSIFOKAyY3
of learning and teaching preparation (e.g., including the planning documents they create), and a
researcheican usefully examine how the preparation doemts are incorporated into the act of
teaching. Scotand LocK2021) 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 thapedagogy is inherently relational, Scattd LocK2021) emphasise the importance of

conceptualising design in this way:

¢2RI&Qa OflFaaNr2Ya | NB RSSLXé& O2YLX SE aL) OSa
RSaAdy gAlGK | RSSLAGHYASY Sy ¥R WEARRylAYR f
I NBE RSAAIYAYI F2NH O0LIP 00

%

G2 KSNJ addRSyidaszs (KS audzRSyidaQ ySSRa FyR UKS AYLIS

(OF~

by

d
AD

Scottetal. (2021prefersi KS y2 A2y 2F WRSAAIYAYyIQ € SIFENYyAy3

intrinsically fluid, and because it leaves open the possibility of being redesigedworked 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 tvitespect to mandated curriculum, external policy mandates, the

S OKSNRa 2¢y o0StASFaz @rftdzSa FyR 1y2¢t SRISa 0LISR
students (Jewitt, 2006; Scott & Lock, 2021). This work is not simple. As Scott et Jlaf02]
GRSaAAIYAYT GSIFOKAYI yR tSIENYyAy3a SELSNASYyOSa Aa |
GSIFOKSNER G2 yr@A3alrasS I aSNARSaE 2Fx 2FGSy O2YLISGAy3
not a passive endeavour. The discour§eesign makes explicit that teachers are not merely
implementergKalantzis & Cope, 2010; Scott & Lock, 2021) of a centrally prescribed curriculum; rather,

they are designers, actively creating teaching and learning experiences.
2.2.2 Theeadingevent

This study draws on the ideas @searches such as Heap (1985, 1990, 1991), Rosenblatt (1982,
MppnoE . F{1SNIFYR [dzlS 6mppmO FYR . FNI2y FyYR | F YAt
SOSYyiQr yR Ada NBf I (A 2y ESesehichéshadOrhphasiseho® RevacyWt A (1 S NI
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 (Brton et al., 2000; Green & Meyer, 1991). Reading in a classroom viewed through the lens of a

AA0dzr ISR LISNELISOGABS o1 SHLIEZ mdhdpml 0 SYLKIFarasSa (Kl
O2y (i SElGdz t AESRD Ly 20KSN aLdhdha ZountskSreadirginidhdzl G SR LIS N
aStlidAy3a ¢6KSNB LISNE2ya dzyRSNEROGFYR a2YS2yS (42 065 N

Through a lens that frames reading as social and situated, this study argues that reading in
primary school classrooms is composed of certgires of practices that are familiar in school
settings. Barton (2007) acknowledges the everydayness of these practices as part of the rhythms of
A0K22fAy3 gKSNBE GUKSNBE FINBE O02YY2y fAGSNI O8 S@Syida
timeswheni KS& | NB Llzi gl &d ¢KSNBE INBE GAYSa T2NJ NBI RA
46



OmMmpdmy fA1SY GKS&S LINI OGAOSa (2 aOSNBY2yAS&aéd 6Ll
NEO23ayAralofS aasSid 2F LINE OSARMEINEA ol KIS ND gy [o6dd SO €™ ds
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 ohass often is shaped by how students
Gft221 ftA1S NBIFIRSNAREZ 6L HcwmO® 9EFYLE S& 2F addzRRSyd
sitting at desks heads with bowed towards an open laptop or book; students sitting on the floor and the
teacher or sudents reading; or students writing or talking with each other and or the teacher about
gKIG GKS&@ II'NB NBIFIRAy3Id wSIRAY3I Aa (Kdza aaSSy +Fa a
SPSyiaé¢ O6DNBSY 3 aSeSNE wdgspimationalpdefinadaddeociallg F RA Yy 3 A &
LINE RdzOSR Ay Ofl aaNeR2yY S@gSyiaé¢ O6DNBSY g aSeSNE mopd
Hence using a social literacy studies lens, my study examines a number of key reading events
where a picturebook (paper and digital versions) isthe fodusdi KS G SI OKSNRa Ay diSydGaz
NEBlI RAy3 $§0Syida Oz2dA R O2yarad 27 GKS (SFOKSNRa NBa
with theresearche2 NJ Ay G KS (S| OKS NpPunallINRFR AEKR R ya d dzRSWE SN IA
responses to th picturebook (either as individual contributions or in shared talk around the text
Ay@2t @Ay3 GKS GSIFOKSNAE FYyRk2NJ 20KSNJ addzRSydaovoe ¢K

literature events that are interlinked.
2.2.3 Pictureboolpedagogy

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 studiesédraphasised that these digital

picturebooks may be different texts with different affordances and interpretations. As outlined
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previously in section 2.3, paper picturebooks that have been remediated into digital apps may have

different modal affordancs, different designs and different reading paths. This thesis acknowledges the
differences between these mediums; however, | take the position similar to other studies that

understand these texts atdifferent but complementaryand that the teaching of pigrebooks which

have been remediated into picturebook apps may sometimes require similar pedagogies to the teaching

2F GKS W2NRAIAYIF T Q LI LISNI LA O HeN®Gfetal2 20210 Tomé&ssen & ¢ DAY S
Hoel, 2019; Yokota & Teale, 2014).0Ads 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 picturebookmper 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;
metaFT A OGABS RSOAOSAT RSaAdy St SyvaSyvageused o talRabbut  FF2 NRI
these. Recommended pedagogical approaches include talk around text (dialogic) and slow reading, and
these will also be explored below. Although there is kditesearch 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 Teacheknowledge ofcontemporary picturebooks. As previouslyliscussed,
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 teacloan do to support the students in their meaningaking,

and how students nght navigate and interpret these texts. Serafini (2008) states that
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Postmodern picture books require literacy educators teaclgdto become more

sophisticated readers of picte 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,satme 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 simultaneousfdersandteachers of readingTeachers not only
need to know how to read these picturebooks; they need a knowledge of-fimiee devices and how
they are used in contemporary picturebooks, as well asuagg to discuss modal affordances (for
example visual metdanguage) combined with an understanding of how modes are orchestrated to
create meaning. And they need some knowledge of the Aetguage needed to discuss modes of
communication (for example wial grammar) and design features (Evans, 2009; Pantaleo, 2014b;

Serafini, 2012a, 2012b). As Pantaleo (2014) explains,

¢Sl OKSNEB6 ySSR (2 0SS 1y2¢ftSR3IASIHofS o62dzi GKS
RSOAOSa (2 O2YLISISYtAEBSRABDIEBSYEYVIdAINYRIRSPYR
0221 RSaA3alyz & 6Stft a FILOARKNSENLES AN F2NRAY O
HAMNOX LJD oonbov

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 sophistited 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.
LYRSSRY aS@SNIf &aiGdzRASA KI @S &dzA Fehwe &Rnyfdal & (S OK

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 formg picturebooks. A recent study by Paatsch et al. (2019) surveyed 321
Victorian (Australia) primary teachers and found that many of these teachesslertffied as not

having the confidence and content knowledge to plan and enact literature reading emgateing 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 diesegtiapproach,
where teachers can draw on theisting understandings of prititased 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 picturagtymok

there may be even more complexity with the use of additional modalities. But this too can be acquired
incrementally with a strengtithased approach to teacher learning (as | will go on to discuss in Part Three

of this chapter).

2.2.3.2 Knowledge afmodal ensembles andnodal 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 impartant fo
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 irea@nd written text is an important part of the
meaningmaking in reading literary texts. With more contemporary texts where the images and written
text interact in different waysiesearches are recommending that teachers design for teaching and
learningll KI G Ay Of dzRS& RS @St -hhdhagedandcdnyazRedoe (which wihih turdzk £ Y S G |

enrich their interpretation and meaning making of picturebooks (Pantaleo, 2012a, 2014a, 2016, 2018a,
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2020; Rowsell, 2013; Unsworth & Mackidorarik, 2015). Sipe (80y 0 Kl & SELJX 2 NBR & 2 dzy 3

multimodal responses to picturebooks in different contexts, and noted

FYy AYLRNIFYyGd LING 2F GKS wOKAf RNBYyQae f AdGSNF NE
O2YLINBKSyaArzy 2F (KS T2Nova 3l yrR RO20WU SFySi N3/FA yiaK i KAS
gradzZ f Fylféearas gKAOK SylofSR IyR SELINB&aaSR i
This suggests that teachers themselves need to have an understanding of théamgage to
GFft1 lo2dzi GKSasS TSI (i oahddisg. With matedzapeidibliirebdoksdeng y (i & Q  dzy
remediated into digital forms, an understanding of other modes such as sound and music has become

important for meaningmaking. Barton et al. (2014) emphasise this, stating

it is also important that they [teaahs] 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,
NKeGKYAO:X SELINB&aaA@BS YR GAYONIt TSI GdzNBa X Aa
multimodal texts involving sound and music. (p. 13)

In their 2014 study oifhelostthing (Tan, 2000) paper and film versions, Barton et al. (2014)
provide teachers with a list of questions they could ask students, whichdetheir attention on the
modalities of musi and sound. These questions focus on the mattguage to talk about sound, and
how this modality affects meaniamaking when combined with other modalities such as images. With
the proliferation of digital picturebooks, there is an increasing need faies that explore how

teachers use and talk about modalities in the literature classroom.

2.2.3.3 Pedagogicalractices:dialogicdiscussion. There is widespread agreement in the
research on the importance of classroom discussion of texts as a significant part of raeking. The
GeLlSa 2F RAaOdzaaArzy GeLAOlrtte Ay@2t @S O2fttlF 062N GA
meaningY T Ay 3 aidNrGS3e (42 | OKAS@®S O2YY2y 3J2Ffa¢ o[ ef.
use of picturebooks in classrooms have highlighted the value of these collaborative discussions in

meaning making (Alexander, 2018; Evans, 2009; Howe et al., 281@jdd, 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 classroomstivframeworks such as literature circles (Daniels, 2002; Short & Pierce,

1990), grand conversations (Eeds & Wells, 1989), philosophical conversations (Haynes & Murris, 2012)
FYyR aGNFXG0S3ASa adzOK |a WiStt YSQ orhagproachoisSusdd,> mdpdc 0
Soter et al. (2008) advocate for

LINE RdzOa @S RAAaAOdzaaA2ya wiKFGB I NBE adNHzZOXEBNBR |y
ot BNPRdzOs @S RAaAOdzaaAz2ya 200dz2NJ 6 KSNB aiddzRSyida K
G KSNB alBRBNAXNLIESR (2 RAaBUIRKSR (25ND (l-adzHieKINRXIER KIj 029
OSNIFAY FY2dzyd 2F Y2RStAy3a FyR al0tdz2f RAy3a 2y
St 02NIGiSR F2N¥a 2F AYRAGARdIZ f NBlFazyiya FNBY
Soter et al. (2008)ighlight 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 contemporatyngiscooks, teachers must

first acquire knowledge and an understanding of mfitéive devices and modal metanguage in

picturebooks. This is important knowledge if the classroom discussions are to move beyond surface level

meaningmaking built on literateadings 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 en meta

interpretations, analysis and critique.

Pantaleo (2011), whose study focuses on studesaslingTheredtree(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 dbevedtree
that analys$ and meaningnaking of this sophisticated text were achieved. Pantaleo highlights that
f SENYyAYy3a 200dzNNBR aoe GFft1Ay3a FyR GKNRdAAK GFf{1Ay3

and conversation challenges earlier studies that focused osrdas 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 atROM formats, that were used on standalone computers.

Many of heseresearches 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 dialogicecsations 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 pareild dialogue or early childhood classrooms (Hoel

& FErnes, 2023; Schuldeidorf et al., 2021; Tonnessen & Hoel, 2019). At the same time, studies such as
I FaasSd S FtoQa ownndpd KSETR I RAFFSNBY(G OASsY
collaborative discussions around text were neededm@aningmaking 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. Variousstudies (Chiong et al., 2012; Moody et al., 2010; Pavistris et al., 2013) assert that
the picturebook app decreases the number of conversations around the texts, with rese@rches
believing that this may be due to the increased agency of the ohaivichild reader as they tapped and
swiped through the story (Chiong et al., 2012). Other studies ({Fiesiek et al., 2015) take a contrasting
view, stating that interactive picturebook apps could stimulate and support dialogue surrounding the
text I nimn 22f7F Ll2asSa (GKS ljdSaldAazys a2 KSNBQa GKS
apps, thus highlighting the importance of conversation regardless of medium. Colomer and Vazquez
(2015) and Fittipaldi, Juan, and Menresa (2015) similarly pfgtttie 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 thaf form

53

i KI



guestions 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 whiclagpeis being used. Their
recommendations are as follows:
M K S haz NRIyOSa 2§ NBKSi WN& Y2IRUIE szhI?ul C)e/(ZAS YSty.
LA OGdNBa YR 62NRAK L& (GKS yIENN}a@gS AyiSNBaoay3d

HP 02NRI YKSSay SgRfazday A a GKS LIAOGd2NBo6221 LI RAGSNBY
Y2RSa YR AYUiSNIOo@AGe NB o0SAy3d dzAaSR FyR R2 i

aid2NEeK
0od KS NBI RA¢2IK [AUA Godklfaf2 yo S G KS INP dzLid 28 A8l SK KRS fa ONEA
2KIG YFre 6S YArAaaSR AT aitdRSydGa R2 yz2id KF@S I 00

SG It X mmmdI LILIOP HAD

What becomes clear in this research is that dialogic discussion around picturebooks is important
regardless of the mdium. This has implications for teachers as they need knowledge of the features of
picturebooks, and knowledge of the mef@anguage needed to discuss modal affordances to support and

scaffold these discussions.

2.2.3.4 Pedagogicaractices: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 meamitking that exists
between comfementary and contradictory modes (images, written text, sound). Tishman (2018) refers
G2 GKA&a at2¢Ay3al R2¢gy a4 Gqatzg¢ (221Ay3IED ¢CKAA (8L
YSEya aillF1Ay3 GKS GAYS (2 (BISNSEBEE & FoNENDIE YIS ¢
HO® | fGK2dzAK ¢AaAKYlFyQa GSNY 2F watz2g f221Ay3IQ Aa
this slowing down of looking can occur through all of the sgrsem touch, to hearing and even to
smell.Slow looking in this sense involves observations and, importantly, deep thinking about these

20aSNBFGA2yad {AYAT Il NI (2fEener 208), ah@riprotessor who argugk A y 1 A Y
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GKFG aat26Ay3d R26y LISNOSLAIZ2 yo RIaAl (KL KVRIANS LINR IR AW
to see and understand subtleties and complexities that may not be evident through an initial cursory

glance.

z A

tyidltS2 OonHnunOX dzZaAy3a (K G2N)] 2F CAAKYlY OHnN
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 learnedaipand needs explicit scaffolding by the
teacher through the use of questioning and noticing. For example, a teacher might start with a question
adzOK | as a2KFd R2 e2dz y2iAOSKéd ¢KAA aftz2gAiAy3a Aa LI
as daun Tan deliberately design picturebodksvays that demand a slowing dowfireading as
readers are invitedo puzzle over the images, and to wonder about the tensions or gaps between the

images and the words.

Although not specifically talking aboutii dzZNB 6221 a2 { dzYl NI Qa4 o6 mddpn 0 dz
GNBaralbtAy3dI GKS G2dNRad 3IFHTS¢ 6L nmO 6AGK £ AGSNF N
tFyaGrfS2d ¢KA& YSOGFLIK2N 2F WNBaAradgAaAy3a GKS G2dzNRad

short stops along the way, and implies it is better to take time to study fewer texts than to speed

e

GKNRdzZZ3K FyR GSFOK | f1 NBSNJ ydzyoSNJ 2F G(SEGA { dzY I N.

G2 adlre Ay I LX I OS¢ oLIRynmeE XK I NG IORASNR atkith i KNIah M5
GSEGE 0L no0I ¢ K-kefditg, discudsoh &n8 ifledtion viSréslingd S NB

5Nl gAy3 2y GKAa O2tftSO0A2y 2F fAGSNI G§dzNB G KI
an engaging readmof 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 timeyrna 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 ne 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 nioétdt is dangerous to assume

that all young readers have high levels of digital liteady® S @ 6 SOl dzaS (G KS& I NB &adz
YIGADBSaQ q¢thdS Nghlightingihe importance of allowing time to establish what existing

skills the studentslo already have, and where it is necessary to explain and explore particular

picturebook reading practices with students.
2.2.4 Conclusion: Paftwo

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 (paperdigihal app) are being used
pedagogically in upper years classrooms is still in its infancy. In Part Three, | move on to discuss teacher
reflection and teacher learning, especially when teachers are provoked by inquiry that is supported by

dialogue and dtical friendship.
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2.3 Part Threeteacher reflection and teacher learning

02 Lk N |

(0p))
Z
&
_<
N
&\
w
Pl
¢
o
N

w»
c

N

B 3

Part Three of the literature review focuses on teacheflectiong involving dialogue and inquiry
¢ and how all of these can intertwine to support teacher learning. According to Parr (2010), teachers can
0502YS aly2¢6fSR3IS 0dzAf RSNA FyR 3ISYSNIG2NBE O6LIP my
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 thairdzRSy 6 4 Q f SI NYyAy3 Ay | ySg
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 bdaurgeoning lierature in the area of teacher learning

and reflection supported by supportive dialogue, and much of this assumes that such learning and

2gCNBljdzSydte | al SR (pdzBarayergpioduced With pekrissioyi. Skhakeg dialogue is an
important part of teacher learning and assessment, and this image by Tansthekisvo-way dialogue that occurs, especially
as part of this study.
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reflection can be provoked by uncertainty (Cochfmith & Lytle, 2009). It is beyond the scope of this

study to reviev all the literature about teacher learning, but it is important to examine the positive

LR GSYGdALrt 2F dzy OSNIFAyGe Ay GSIFOKSNEQ LINPFSaarAzyl
professional standards seems to promise greater certainty in tefd&& LINF OG A O0S&a 052501 S

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 afeacherreflection andlearning

Teacher reflection and teacher learning are both fundamental and valued parts of the teaching
LINEFTSaaAz2yd® C2NJ @y alySy ombdppoI GiGKSNBE Aa y2iKA
GKS fATS 21IP0I 0D ORIz NBNKE SOIA2Yy A& dnaRn§thditi22R G2
exists within and from pedagogical interactions within the everydayness of teaching, then reflection can
be seen as integral to the pedagogicaliferld of teachergVagle, 2010b; van Manen, 1992). In this
pedagogical lifavorld, teacher reflection and teacher learning involve cognitive, social and emotional

RAYSyaArzya 2F (GSIFOKSNBQ ¢2N] o! @Ff2aX HammO ®

Across the vast body of research into teacher reflection andilegyr 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., 200Russell, 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, 201@&nam 1991, 1995, 2015)
and to their professional learning (Borko et al., 2010; Coclsmaith & 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 reflectidearhto
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teacher learning, with mangesearches (Lange & Burroughsange, 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 thedwveryday 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 ttljs stu
dzy RSNARUGI yYRa GKS O2yOSLIi 2F WNBFESOUA2Yy Qo

2.3.1.1 Teachereflection. 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).
Riskoetad H nnm0 NBYAYR dza (GKFd GKS 62N] 2F {OK2y | yR ¢
understanding of the ways teachers process and think about informmatiba mental acts associated
GAGK NBFESOGADS GKAYlAYy3IéE hidtelastpmas dcognikive frocess, S o 2 T
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, withsome 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 igotesocial and does not just happen in the
WYAYRAaQ 2F AYRAGARdAzZ tf GSFHOKSNE® | 26SOSNE GKS GAYS
provided for reflection, are important mediators of the quality of the reflection (Day, 1999b). For
example, Da (199®0 I NHdzSa GKIFG { OK2y Qad o mdy o vinadigRiENR G | Y RA Y
when teachers are teaching in the classroom) does not necessarily lead to teacher development; he
argues that the immediate response of such reflection can drgwai KS G SI OKSNDa SEA&GA )
62yteo G2 wazto@gsSQ | RAESYYlIS N}IGKSNI GKEY LINRY2GS

approaches to managing the dilemma.
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2.3.1.2 Thetemporality of reflection. Much has been written about the tempality 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) propoghkdt reflection occursn (during the action) andn (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 reflecgon ar
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of reflection. He states that reflection is primarily about the past, present and fugimether words,
reflection occurs on, in and about future practices. This thesis draws on the literature that understands
the importarce 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.

Bl qaAldzZd ez2y ¢KSy (GKS LISRIFI23dzS R2Sa AGNBIKAYSIYydYmEdE £ o RIP
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2.3.13 Teachedearning. There are various terms used msearches to descbe teacher
f SEFNYyAYy3IsZ &addzO0K a WLINRPFSaarzylt €SIENYyAy3IQr WwWiSl OK
RSOSt2LIYSyidQx FyR GKSNB INB 2y32Ay3 ONRGAldzSa FyR
use (see Doecke et al., 2008). Many debdtame 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 conestamdiéng

z

GKIFIG aLINRTSaaAzzyltf RS@OStE2LIYSyd Aa Fo2dzi S OKSNA

1y26t SRIS Ayid2 LINI OGAO

w»

FT2NJ GKS 0SySTFAG 2F GKSANI

tKAE (KSara dzasSa GKS (SNY ewnd@ofediofaNdevielSpmda A y I Q
and professional learnin@lt draws on an understanding that teacher learning is conteixten, based
2y I GSIFOKSNDa AYyIldANE Ayd2 GKSANI LN OGA0OSa oKSy
reflective dialogueMy use of this term does not assume that these various terms are synonymous; |
appreciate the different ideologies and tensions embedded in differing understandings of teacher
learning. However, such discussions are outside the scope of the currentales@hus, | will use the

2PSNI NOKAY 3 GSNY WiSFOKSNI fSFENYyAYyaIQ Ay Yeé t K5 &idz

ongoing debates within it.

2 KSY RSTAYAY3I LINRPFSaarAzylrft €SFENYyAy3az L Y RNIg

teacher leaning. Day (1999a) states

tNETSééAEYIt RS O I20LdmMS il fORryNIAAGY IR SERLISNASYy OSa |
LX ' YYSR FOa@AaSa 6KAOK INB AYyiSyRSR (2 6S 2F R
2NJaOK22f YR odAROKI ORYENAD2z0EKS KRt Ade 2F SR
no

518048 OAS6a YSIyYy GKFG GSHOKSNI ESENYAy3 Oy 068
occur naturally as part of the everydayness of teaching, and/or planned professional learning

61



opportdzy A AS& 2N WSPSyYyiaQad tIFNNJ 6HnnoVv KAIKEAIKGE (K
learning that views teachers as empowered professionals who are active in their learning. He states that
GKAY1AYy3 Fo2dzi € SI Ny Ay &goidgyand divefsé ways ltedchaisT@nstdBcatheR dzy R &
1y26t8R3IS yR RSGSt2L) GKSANI alAfta FyYR X AG F@2AR
(Parr, 2003, p. 70). | draw on this idea that teachers need to be empowered active agents in their

learning within this study.

Manyresearches such as Dage et al.(2008), Wei et al. (2009), Parr (2010), van Veen et al.
(2021) and Darlingdammond et al. (2017) draw on sociocultural conceptualisations of professional
learning when advocating for an uastanding of teacher learning. Such understandings emphasise

that teacher learning should be

T O2yiSEldz tte oFaSR Ay (SIOKSNEQ tA0S&ar 6KSN a

B
g2N] O2ftl 02Nra@Ste (23SHKBNAG2T OKKAYBY¥®EI | yR
 ddzaidilrAySR 2@SNJ aYS FyR y2i0 2dzaid RSt AOBSNBR i S
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AYI dZANB 62dzi Fy FaLISOG 2F GKSANI LN OaOS

These views of teacher learning agagsipion 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 oégsiminal learning

that have been and still continue to be designed as aafhapproach. The oneff approach may
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involve teachers attending a single enftschool workshop or a seminar delivered by an external expert

with little knowledge of the particalr context where the teachers are operating. It assumes that
GSFOKSNAR OFly (KSy GF1S GKS 1y2¢tSR3IS (KIG KFra oSS
school, since differences in context are of little consequence (van Veen et al., 201apprbech has

0SSy ONRUAILdzZSR Ay GKS NBaSINODK fAGSNIGdzNE a 0SAyYy
LIN} OGAOS¢ ol SRISaAsT HINRDI SIVP 20F (Kebedly ROBERAFITE, Whede Ay |
teachers are unable then to transfer thearning into their everyday teaching practices. The limitations

2F GKBKARYS aFtl @2dz2NJ 2F GKS Y2y GKé 62SA Sd FfdX Hy

development have been comprehensively highlighted in the literature.

However, most teachensork within more expansive soejmlitical 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
expeltienced, 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 fotjoseation.

2.3.14 The Australiarteacherlearningcontext: professionalstandards andreforms. In
Australia, the content and design of professional learning opportunities are mediated by standards
based reforms (Doecke et al., 200&rvin& Comber, 2019bMlockler, 2022; Parr, 2010). As noted by
Parr (2010) and van Veamd Kooy(2011), teacher leaing policies and programs are often imposed
from above by school leadership and/or governmé&mnided regulatory bodies. For example, the

Australian Professional Standards for Teachers (AP@TTSL, 2017) mandates the professional

14The 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)

t NPEFSABAAYRY I A& GKS F2NXIE 2NIAYF2NNIE £ SENYA

a0K22ft tSFRSNAR GKIFIG AYLINROS GKSANI AYRAGARIZ f L
StiSOa@SySaasx a YSIF&dzZNBR o0& AYLINRB$R BUBRRSYy:H f
sStto sxy3¢ G AdGa vYz2ald SuSOea@Ss LINRPFSaaAiAzylt f
I ONR & GKS GSIFOKAYy3 LINRPFTSaaAzy (2 FRRNBaa OdzNN

This view of professional learning is based on theragsion that if the subsequent
AYLINRGSYSyida INB y20 AaAYLINRBOSR adGddzRSyd € SFENYyAy3a:
cannot be measured and recorded, then professional learning is deemed not to have taken place. Such
an assumption has been critiqued 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, anthiiius
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 colaged 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 evafl@arning
encompasses both in and eof-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), tess 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 dieve Highly Accomplished and Lead certificafiduastralian 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)
andthe associated learning course needs to be undertaken with an accredited provider (NSW Education
{GFYRIFINRAYE HAHMIO®D ¢KS NBYFAYAY3 pn K2dz2NBE 2F f S| N

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 @idhg constructed by the accreditation
authorities so that any act of teacher learning is immediately visible and measurable in quantitative
GSNXYad YSyySRe ounmn0O NBFSNE (2 (KHAEAGRLIS2RTB EINB E.
onmMO Y OBKMAKI fcca (GKS y20A2yé oL onuHoO OGKFdG GSFOKAyY3
situations and contexts. Kennedy (2014) moves on to caution that an individual approach where
G§SIFOKSNE INB (2fR ¢gKIi GKS@ WySSERQLIP20REBOE 246 KFNBER
FNB LRaAdGA2ySR a yYySSRAY3d (2 WFAEQ (KEwxdéesdSa Ay
have critiqued this deficit approach as deeply problematic, showing instead the importance of involving
teachers in the develapent 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 onasgibiteeasurable views
of teacher learninglargely dismiss the reflection and learning that occur in the naturalistic everydayness
of teaching as proposed by Day (199Bh)ey alsdargely ignore the situated nature of learning (Lefstein
etal., 2020; Damigl  YY2Yy R S |t ®X HamTtT 52S01S S |ftdX Hnny

interactions within classrooms.
2.3.2 Reflection andkearning: situated teacherinquiry

The importance of teacher reflection and learning as situational has been highligite
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researches such as Putham and Burko (2000), who call for a situated approach to teacher learning

GKSNB LINPFSaarazylt RS@OSt2LIYSyd OFy 06S aAyiUSNIgAyYyS
of learning is grounded in teacher practice (arHammond 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 mgtion and learning is through supporting teacher
inquiry (Cochrarbmith & Lytle, 2009; Doecke et al., 2008; Hardy, 2R&dyin& Comber, 20190Parr,
2003, 2007) in both informal and formal ways (Beck & Kosnick, 2014; Day, 1999a), within classrooms

and gaffrooms. Cochrat®mith 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
practitionerscollaboratively theorize, study, aratt 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 embrdweview that any site of professional practice can
become part of and a site of inquiry (Cochi@mith & 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 ay to prompt inquiry. An understanding that some types of
uncertainty can lead tboth reflection and learning is commonplace hetliterature. 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
OMPP T O dza 253 YUAKISA AISS NA 503 ¥y I y OS¢ (2 RSAaONAROGS GKS gl @
grea 2F GKAYlAYy3Id ¢KAA Ad AaAYATINI G2 tAlF3SHiQa o6mop

idea is that when we encounter new situations, our equilibrium isaleced 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
dzy OSNI FAyde Fa || GRA&A2NASYy(dldAy3 RAfSYYlIéd DNBSY
dzy RSNA i I Yy RA y 3 the cbnfréngation af petd2xiy is & sEnificant 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 ptiae (Campbell, 2007; Helsing, 2007a, 2007b). Such
oscillaton appreciates that classrooms are complex and are often filled with ambiguity. As Wasserman
OMPpdpps FAIdzNI GAGSE & adl GSaJayeted Kdtifateted fablicoR T Of | & & N2
e JSNASyO0Sa GKIFIGX G2 GKS dzy NI AySR 2dzidaA RSNE Ydz i
of certainty and the lack of cleaut answers can lead to a form of uncertainty as teachers navigate
through their knowledge and that of their studertts plan the most effective learning outcomes and/or
YSSGAYy3 adGdzRSy iaQ LI NULGAOdzZ I NJ ySSRao®

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 contir{tieising, 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 (McDorfaREX MppH O ® | 26 SHSNE aO2yFARSYOS FyR OSNI
R2dzo G0 A& I (S& AyGaSttSOGdat G22t¢ 06alO52ylI{RI mMdpdpH
ascribed to a lack of confidence or knowledge in the teacher, since teasheralready have a

significant professional knowledge base when making pedagogical decisions may find themselves

uncertain how to proceed at different moments (Helsing, 2007b)

| 26SOSNE +a 18taiyd 6HnntO LRAY(&antaddisz (S OKSN

contribute to the shaping of experience that emphasise uncertainty and diffidence. In fact, sustained
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teachers experiencing increasing accountability and pressure to demonstrate their confidence and
STFTSOGADS LINY OGAOS O6{ OKdzO1 9 . dzOKIYylIYZ HAMHO® YYA
c2dzN> 3S¢ 6L MO YR GKA& O2dzN} 3S Aa YySSRSR T2N) |y
LIN2Of SYFGAOP | OO02 NR A-ghalysis, Begdtive EndofioyfsIrand undemaimty aar resMitS G |-

AY LISREFE3I238& 6SAy3I aAy TR SNMDARES GELIINI MoyMSIRIED  dzyKOBWS | (GShI
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).

hiKSNAR KI @S I NHddzSR (KS AYLRNIIFIYyOS 2F 2LyAy3a d
O2yFdzaA2y>s 2NJ R2dzo (¢ 05S¢6Ses mdpmnI@Jdnken 80AHE F2 NI Ad
oymM0O 6KSNB | LER2NAIET (GKS dzyRSOARFIO6fS Y2YSyidz O2yadzN
382) and provokes teachers to reflect. These moments can create spaces to dwell, to think and to
OKFffSyasST (KSe& QésybourimgdesiofirBuing éhd dhb&ingdaway dra@m thie
clutches of finite definitions of knowledge and instead rest our endeavours in the beauty of myriad ways
2F 1y26Ay3E 0+ &dzRSOIYS HammE LI® mmMpTOd Ay@SNIF £ &
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 practiceThe 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, 2016\t taat., 203). When
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uncertainty is supported by a collaboration involving trust and dialogue, it can encourage teachers to
GNBaLRyR (2 GKS dzyOSNIFAYGASEa 2F GKSANI 62NJ] 6AGK
idiosyncrasies of the contextsy ¢ KA OK (KS@& ¢2NJ ¢ 061 SftaAy3das HnAnnToX
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 @vacgtion br

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 likethey 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 reactamesill 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 uncaitity 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 andkearning:inquiry supported bydialogue

The literature includes many ways of conceptualising soeflgction 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) anchow 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 resgeztween people that allows for

Gdzt ySNI 6AtAGRE YR OKItt Sy 3 kohBontdisneihé Npselfiohothefss & ¢ | £ ]
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[author@ italic® €Day, 1993, p. 88), which involves both support and challenge of existing ideas
(MacPhalil et al.,@1), can be a significant precursor to teacher reflection and teacher learning

(Baskerville & Goldblatt, 2009).

2.3.3.1 Criticafriends. One way of supporting new waystbinkingor seeing is through
(Day, 1999, p. 227). This often involves a critical friend (Costa & Kallick, 1993). Although pairing the two
terms (@riticakand $iendshig might seem somewhat paradoxical, the tetentical frierdshipQ
deliberately encompasses and implies that both roles need to be simultaneously evoked. Costa and

YIfftAO]l omdpdov RSSY (G4KS G4SNY WONRGAOFE FTNASYRQ G2

GNHZAGSR LISNR2Y 6K2 | 41a LINE RE} YoABSS Rj doSKANR2dy RS |Ly

f Syas FyR 20SN& ONAoljdzSa 2F | LISNER2YQa 662N)] I a

dzy RSNAGFYR GKS O2yGSEG 2F GKS 62N)] LINBaSydisSrR |

G2NJAYy3 (261 NR® ¢ KSiH FNASHRO S&E | F | REA20 | diSNJFE® NI |

What is evident in this understanding is the value of working in a simultaneously supportive and
OKIFffSy3ay3 sléed ¢KS dzas 2F GKS GSNY WFNASYRAKALIQ
NBaLISOG yR GNYzZA G . | anid&bddding 6f &itical jfiehdsbii$ skriler to that Q& o
of Costa and Kallick (1993). However, their definition is focused more on a-fessal approach.

Baskerville and Goldblatt (2009) define a critical friend as

I OF LI o6tS NBEDSOaAYSI SANRAGIees 2IYYySRNJ LAl gaAaiAK2 Y F2 NJ S+ OF
SadlrofAaKSa alr¥S glea 2F 2Nl Ay3a FyR yS32al (1S4
I 02fftSF3dz2S Ay GKS RSLINAGlIosaloaz2y 2F GKSANI LINY O

A critical friend is also an insider (a teac), who has the knowledge and understanding of the
g2N)] GKIFIG G0SFOKSNB WR2Qd CNRY (KAA LRaAGAZ2Y GAGKA
OKIFffSyasS NBFESOUA2Yy 2y LINYOGAOS® Ly dzaAdglat GKS GS

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

Gol &a 2 FandeddddewighBew €4 2F (GKAY{Ay3d o/ 2ttAyas wnnno
YR 0StASOGAYIE SAGK 20KSNAR 0C¢C20YRNRGS HAnTI LIP HO
individual introspection and isolated reflective practices can lead to mechanistic prahioly &

Appleby, 2006)lt 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

W8 O2yO0SLIASal iR BKEDPKI (KSe KI @S | 00Saa ljdaAaasS
OF LI OA G emxde 6 KBUB Ol O0Saa (2 O02yO0SLIia FyR (GKS2NXR
2F f221Ay3 G GKAy3az GSFOKSNABR | NBwbipmat S SOSy

In other words, if reflection is restricted to the theories, discourses and practices used in a
G§SIFOKSNRa a0Kz22fsx GKSe& IINB Ay RIFIY3ISNI 2F YSNBte& NB
2004; Day, 1999b; Golby & Appleby, 2006). Oneafapening up both classroom and school doors to
bring new insights and perspectives, whilst respecting the professional knowledge teachers have, is
through schoocluniversity partnerships, where the universigsearcheican act as a critical friend by

being a provocateur as teachers engage in reflection.

2.3.3.2 Thauniversity researcheras afriendly provocateur. Building on the understanding
that teachers should bencouraged Y R Syl 6f SR (G2 wasSSQ o0Se2yR (GKSANJI |
which they arémmersed, 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
Ay Odzt OFGSR Ayid2 | &a0K22f Q& SwaysiofisegingthrougtcitiaF a + y R LJ
friendship. Fletcher (2019) proposes that these types of critical friendsipigis space$or aresearcher
G2 I Oiln-olS& glSywyfienddali®] (p. 79), someone who is both an outsider (to school

practices) and aimsider (who may have had past practical experiences of teaching and an
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dzy RSNRA Gl YRAY3I 2F (KS-085816GKNY S IXYLIGRCHS DY thaBESD | Y WAY
share life experiences and learnings. These mutual understandings can strengtberctitieal

friendships (Golby & Appleby, 2006; Towndrow, 2007).

Universityresearches/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

RAFf23dz2S 6KSNBE GKS LI NOYSNEKALI GAYALIANBE OdzNAR2AAG

N

(0KSYaStoSa (G2 AYLINROGS GKS ljdzfAde 2F LINF OGAOSé 05
academics and teachers can challenge existing belkfding to richer reflective practices, new learning
and a transformation of practice (Day et al., 2021; Fletcher, 2019). These dialogic spaces have been
RSAONAROGSR a ReylrYAO IyR RStAOFGSY (KS& ablNB yz2i
posiAoAfAGASA YR OKIFfftSy3aSae¢ o02A01a 9 wShkazys Hnnd
that operate in these complex places. Day et al. (2021) argue that partnerships between universities and
schools can open up valuable reflective leagnspaces which act as
$y(1§NJ_JNJ\ a4Sa 2F OKIFIy3aSd ¢KS&@ ONBFIGS FyR SylFotS
OlFrasdas GKS& NP 2LILERNIdzyrasSa F2NI £ SINYAY3I | yR
l}l@f I; 9 2 )Ié} K)§ LJa ] YR ) y S@ ,ég M?ESI-éyA’}EIAéylS,eliz ¥ﬁl-2f LBN&]:Q-)\@SSQ A\U$<y§u
SELISNbaS (KIFG ' NB ySOSaaldNBSE b2 SX BLINB/BRA O yIIBEL:
2dzi02YSad O0LIDP MHCU
The final point that needs to be made about this partnership between teachers in schools and
teacher elucators 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. Andsy8waffield (2007) observes,
gKFEG KFLIWISya Ay GKSasS aLl 0Sa ySSRa (2 0SS NBaSI NOK

3SySNIfftée FyYyR Ay &ALISOATAO O2yi(SEG&E O0LIDP HncOL | 62dz
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2.3.4 Part Threand overall onclusion:pulling the researchthreadstogether

Part Three explored the pertinent research that contextualises teacher reflection and teacher
f SENYyAYy3ATL SalLlSOAlffe gKSy Al Aa LINRB@21SR o6& dzy OSN.
everyday practices. How uncertainty is positioned as teaittpriry 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

educationalkontext that shapes practices in schools.

The three parts of this literature review focused on reading, pedagogy, teacher reflection and
teacher learning. Each part althougtdependentis enmeshedwith the others to explore the important
research convesations in which this study is situated. Contemporary picturebooks, with fiettae
devices combined with a variety of modal affordances, are both complex and sophisticated, and
although there is substantial research regarding effective picturebook (p@edagogy, 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 unstitis study. It situates
this study within traditions of phenomenology and discusses important phenomenological concepts that
are pertinent to this studyincluding lifeworld, lived experience and intentionality. The chapter
concludes with descriptionsf how participants were recruited, the decisions underpinning data

collection and how the phenomenological data was analysed and presented.
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Chapter3

Methodology

GLYALIANI a2y KIFa Y2NB (2 R2 OKiKi{OYHESTdzZ yREDSENDE
LX FeAy3a gA0GK gKIG L UyRZ (Sdasy3d 2yS LINRLR&a&AaZ2Y |
NBIOGé¢ oO6¢lydS HanmE LI NIF® HOOD

¢KAa ao0dz LJWGdzZNE ONBIF ISR o6& 2yS 27F WS SIS agidzR S/
TSStAy3a 2F Of2a8 t221Ay3s FyR I &48iG 2F 6Ay3a ad
Gl eo
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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 caemporary picturebook (paper andigitalapp) in an upper primary classrooim.
preparing for this exploration, it was important to employ a philosophical and methodological approach
that would allow for an irdepth study of the relationships arekperiences which exist around reading
events. | 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 ¥plore and understand the complexity of educational contexts and how they shape the
GSIFOKAY3 2F fAGSNI GdzZNBE Ay OflFraaNeR2yYa I ONraa GKS o
2009; Heydon & Rowsell, 2015; Rose, 2011). In the process ahtiogf phenomenology as my central
underpinning methodological approach, | needed to establish and clarify what van Manen (2017b)

describes as the purpose of phenomenological research. According to van Manen (2017h),

phenomenological research should

SYhKENI) dza SAGK AyaAirakKada Ayd?2r (iKSS sSByNBIRY 3 RAEFS & ALTYS
NEGSFta AGaStT tiliKdiaKS ag AWwHRS NKyY T 23 BISEA GRWEIEHI | §
Fl NRISYRE aadzo it SaSa 2F LINAYLFE f(ANIIR tSBRLISNINSYD SN H-
O2YLX SEAaSazr FlLiK2Yf Saa RSLIIKAS NAROK RSOlIAfax
In this study | use phenomenology to help me pull back the metaphorical curtain on the
everyday pedagogy for teaching contemporantyniebooks (paper and digital), and in so doing reveal
where and how rich and complex approaches to teaching might exist in practice. Further, | wanted to
0SUGSN) dzyRSNEUGI YR adKS RSGlIAfAa IyR aSSYAyahte GNROD
Manen, 2015b, p. 8) in the teaching of a picturebook. This approach, according to Henriksson (2012),
G158 GKS aO2yONBGS YAydziAall'S 2F LISRF3I23IE yR Ofl a

embodied, ethical knowledge possessed by teachersgbiitA OK A & NJ NBf & GKS &adzwaScC

75



121).

This chapter begins with a discussion of the philosophical and methodological decisions made in
the study. Initially | 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 thewfgrld, as part of the lived experience of the
central participant in this study, the teacher, Jayne. Hesveit is important to acknowledge from the
outset that while phenomenology has similar historical tenets and philosophical understandings,
LIKSY2YSy2f23Aa0G4Q Ay (dSNLINEBG I inakhgy/piocessgscanvafyLdid8lyy Sy G I
(Creelyetalg numMT 5FEEQIE0FTX wnanmmT [F@SNIe&X wnnoT I 3f S>3
2y Iy SELXFYyFdA2Yy 2F GKS WNB&SINOK RSaA3dIyQ $KAOK
recruited participants for the study. It then presents how, vamgd when data wre collected to ensure
that this would provide rich insights into the lived experiences of my participants. A section on

researcherreflexivity follows. Finally, the chapter concludes with a discussion of how the damga w

presented and arigised.
3.1 Theoreticalunderstandings ophenomenology

Phenomenology as outlined above, encompasses both a philosophical stance and a collection of
research methods. The origin of phenomenology is attributed to Husserl {1838), who crafted his
understanding from the work of philosophers such as Aristotle, Nietzsche and Brentano (M&tbedy,
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 theHat of phenomenology (Moran, 2000).
| dz2aSNI Qa 02y OSLiidzt t AaldGAzy 2F LKSy2YSy2f23& I NRa
positivist research approaches, and the move away from recognising the views of the human subject as

a valuable form of knowdge.
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According to many phenomenologicakearches, including Dalberg and colleagues (2008),
| dzaaSNX s+ a aSS{Ay3a (2 aNBAyadalriS GKS SOHSNERI & Kdz
he sought to explore both the ontological and epistengibal questions of reality and knowledge to
gain an insight into the everyday lived experience. Phenomenologists including Heidegger (1949, 1962,
1977), MerleatPonty (1964, 1968, 2012), Gadamer (2013), Van Manen (1982, 2014, 2015b, 2017b,
2019), Smith, IBwers 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 foesearches.

From a phenomenological2 A y i 2F @ASsx (2 R2 NBaSIFNOK Aa | f
SELISNASYOS (KS ¢2NIRX (2 ¢lyid (2 1y26 GKS 62NIR A
LJP pud ¢KdzasX LIKSy2YSy2f23A0Ff aidzRASa GdBSaéa YdzOK
(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 phenomenolicgl studies are designed and enacted. There are several
key ideas within phenomenology that this study draws upon:

T ¢KSBE2NIR YR t A0SR SELISNARSYyOS
f 9ELINASYOS IyR YSIHyAy3
o LyGSye2yltAdGe YR YSIyAy3aY ! GNIyYyAaAOSYRSyill f
0o LyiSye2yltAld&SNKREYyBSioyOA YWAS 4!
0o LyGSye2yltAle RWYRSYSRWAYIVAISHLIR A
¢CKS T2ft26Ay3a aSO00GA2Yy LINPOARSE |y SELX-lylGA2Y

62NI R YR tAOSR SELSNASYyOSQo®
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3.1.1 Thdife-world andlived experience

A foundational concept within phenomenology is the inseparability of humans and thd imorl
which they live. The lifavorld (Lebenswelt as originally theosed by Husserl (1970) and then by Schutz
etal. (19734 A Iy AFTASA GUKS g2NIR 2F KdzYly SELISNASYy OS¢ 6+
fATSeE o00lyYy alySys HampoI LI 7T0d ¢KAA ¢g2NIR O2yaira
Wh o 2 S 0i a-Worldinyay dbrigiSt oftbdthftahgible ambntangible entities. Nontangible objects can
0S aYSY2NARSa wlyR6& RSaAANBaed OCNBSYlIYy g +| 3fSI Hnawm
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 theviiidd drawn upon
in this study is that which exists within the hermeneutic and potntional understandings of the life
world, based on van Manen (2015b) and Vagle (2018exsvriters in this area, both van Manen and
Vagle posit that the lifavorld consists of rich and intertwined relational experiences that are enlivened
by the connections between people and objects as the world-oostructed. Lived experiences within

the lifeeworld are a result of théntertwining of objects and humans within the everyday experience.

3.1.2Livedexperience as iexists in thdife-world.

tKS WEAPBSR SELISNASYOSQ 09NX SoyArauv NBFSHE®E (2 fA

(e

A 2 00 dzNA -6 2 NK R SadeDutfodary of QFaative Inqu{B007) defines an experience

Fd a2YSUKAY3a GKFIG A& aft AGSRI FStdGzX dzyRSNH2yYySZ YIR
Stievy2t23A0Ft 2NAIAYE FNRIWKSI KS2 NR (RTE B2 NIRE HSEDISRG 16
LINE 2 T3 S ELISNRA YéhWanEn, 25| 9S3I9R hehnsehological experience consists of

how we relate to the lifaworld in which we are engaged, where meaning is both contextual and

historical (Rhlberg 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
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meaning is not fixed or stable, nor it is not something that is stagand tangible. Rather, meanings

ebb and flow as individuals interact with their world. Friesen (2012), a hermeneutic phenomenologist,
describes live@xperience asa part of the inseparable connections between the self and the world. It

arises through egagement with the world of concerns, actions, and meanings that constitute the life

world. Experience, conceived in this way, is a part ofifeevorldthatg S A Y KF 6 A G &y | { dzNJ f f
partakes in all of the characteristics of this life world (p.. #dgesen, like Vagle and van Manen, situates

lived experience within the complex connections that occur in thenibeld. Any lived experience that

occurs in the lifeworld reciprocally shapes the experience of a person and is in turn shaped by that

personin the lifeworld. Meaning and understanding of any experience are constructed through these

dynamic and changeable connections.
3.2 Phenomenology as philosophicalconstruct: experience andneaning

Phenomenologists tend to agree that any phenomenold@saerience and its subsequent
YSIFEYyAy3d NBaARSa 6AGKAY (KS y2iA2Yy 2F WAYyGSylaAz2yl f
Manen, 2015b) and these connections are an inseparable part of arwdild. The phenomenological
YSFEYAYy3 2FSYHES2¢y2NROPBDYA A AYGSNLINBGSR RATFSNBy(f @
¢tKS SOSNERIF& dzasS 2F GKS GSNXY WAYyGSyidAiAz2ylrtfQ NBFSNAE
and purposefully towards an object or person. However, the phenomgirdbuse of the term
WAYGSYyGA2yrtAGe8Q A& y20 Fo2dzi o0SAy3a gl NB 2F AydS
NEFTSNBYyOSa (KS a02YLX SESX YSaaed NBflIGA2YAKALI | Y2y 3
(Freeman & Vagle, 2013, p. 728hereintentionallyis shapedthroughthese 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 schds of thoughts are commonly divided into those on the one hand that relate to the seminal
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work of Husserl (1851 poy 0= 6 KAOK A& 6ARSt& {y26y |a WiNIlyaos
other hand those based on the work of Heidegger, which is widely¥now & WKSNY Sy Sdzi A O
LIKSy2YSy2ft238Qd ¢KSaS (g2 FASEtRA KIFIFS R2YAYF (ISR LI
century. More contemporary views of intentionality exist, as proposed by Vagle (2010, 2013, 2015,

2018), with these described as peastentional 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 andmeaning:a transcendentaliew (Descriptive Phenomenology)

Husserl is recognised as one of the first philosophers who sought to examine how the
AyiSytaArzylftAde 2F O2yalOrzdzaySaa O2dA R 06S dzaSR (2
that intentionality is found when a subject directs their attemt towards an objectSee Figuré.1
0St26 F2NJ I @Aadzad f NBLNBaASYylGlIGA2y 2F I 3ftSQa OHAM
intentionality
Figure 31

| dza & \BelDbf@tantionality asinterpreted by Vagle

b2 WS 35 NB LINBRMIOSRE MEIMTF WE YLIKSy 2 YSy@t 2 @3N £ NBES I
w2dzif SRIST HnmyZ LI oo
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Intentionality lies in the connections between the subject and the objects in thevtfdd, but
YSFEYAYy3 A& FT2NX¥SR 6AGKAY | bplepdrienge®dithidaiHudssdiadzNBS & 2 F
epistemological view explore what is liteeknow. For example, what is it like to know love, what is it
fA1S G2 1y26 ANARSTD® ¢KS SYLKIaAa Aa 2y (GKS AYRAODA
experience. Howevemlong with otherresearches 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 thatoexgde of the

person, in the space between subject and the object.
3.2.2 Intentionality andmeaning:a hermeneuticview (Interpretive Phenomenology)

Heidegger was a student of Husserl and is generally considered the founder of hermeneutic
phenomenologyl § OKIF ff SyasSR (KS @OASs (KIG YSIyAy3 SEA&GaA
and subsequently reframed and-&eK I LJSR Yl yeé 2F | dZA&aSNI Qa 2NRAIAYIE A
gAOGK 2y02t23A01t ljdzSadAzya 2 Tsitkketsbe i Bv&Wn I Y R yW giKK Si
itliketobeinleamning Q | SARS3I3ISNJ RNBg 2y KAa (y2e¢fSR3IAS 2F | dz
hermeneutics and posited that meaning making invariably involves a process of interpretation. The word
hermeneutics derive from the Greek verthermeneueini K & YSFya ad2 GNryatlaS |
0. NB4SNE HnnoX LI mMocdud /2yaSldsSyidftes KSN¥YSySdziio
023SUKSNI gAGK AGA YSIYyAy3ae OCNASaASYy SiG It ®Z HamH
meaningstoaddlit Ay RSIANBS 2F RSLIIK YR NAOKySaaé¢ 60y al

Figure RAf f dzZa i NJ 1S4 | SARSIISNDE dzy RSNEGFYRAY3 27F K
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 bdirectional.

Figure 32

| SARS3IASNNaE *AS¢g 2F LyaSyarzyrtAade +a LYGSNLINBGSR

b2 W& 38 NBLINE RdZOS R /oNIITKA YLI5 NVKA SiyA2A Y285 SFENBIVRID | £+ NBES |
w2dzif SRIST HanmyI LI nwm

| was drawn to this idea of meaning existinglymamic relationships between a subject and
objects, as it resonated with the ways | thought, as an experienced teacher of literature in primary
schools, about teaching and the inherent interactions between teachers, students, and a range of
w2 5 2 S idirg But othoglyGhe text being studied). And yet | wondered about the linear aspect of
GKA& AyUuSyiaazylrtAade | yR gl a -ikteftioNiydidz8yreffodsito + I 3t SQa

capture the complexity of meaniagaking in the literature clasoom.
3.2.3 Intentionality andmeaning:a post-intentional view

Postintentionality, according to Vagle (2010, 2011, 2018, 2019), is a phenomenological space
where ideas from posstructuralism exist in conversation with hermeneutic phenomenology irsway
that work at the margins of these two approaches. In particular, fpasitionality explores how
intentionalities move and exist within the |fgorld. Vagle, again building on the work of Heidegger

(1962), van Manen (2014, 2015) and Dahlberg et ab§R&lso believes that experience and meaning
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reside in the dynamic interrelationships between the subject and the object in thevdifed. Vagle

(2010) outlines his thinking by stating

Intentionality exists within a space that is neither in the subf@dhe object, rather it is found

N

w»
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y (KSas LI OS a comgRo banittie kekatbnshipibetderesabjesS | y A y 3
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Ly 0KS ¢2NIReéd 6+ 3fST HAnmMnoz LIP odTo

It is through the connections, &éntanglement§as Vagle (2018) terms themmongobjects
within the lifeworld, that meaning is created. However, Vagle conceptualises intentionality not as
linear, but rather as dynamically swirling or circulating aroundamdnga dzo 2S5 0G4 'y R 202504
way, phenomena do not belong in the int@nal consciousness of the experiencerieks), they
belong in the intentional relations circulating inthedfe2 NY R 2 F 6 KA OK GKS SELISNASYy
HAMYy S LI cdbnod ¢KAA FLIINRBFOK ff26a TageJ2018p. aO2y aai
113). Vagle asserts that meaning is never fixed or stable and can never be captured in the present.
wlkEiKSNE YSIYyAy3 A& alfglrea Ay (GKS LINRPOSaa 2F 0S02
fAYS 2F Tt A 3KA):EIn other wads,St B througiv thescompléxities iof entangled relations

between people and objects that phenomena can be studied. Fig8e 8.f dzA 1 NI 41 S&a =+ 3f SQ&

conception of intentionality (connections with the world).
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Figure 33

+ | 3 fpdStdntentionalinterpretation ofintentionality

b2WSr 3S NBLINE RdzZOSR /oNIGTKA yLIB NINKASiya2A 2S SFENRIINIO | £ MNBES |
w2dzif SRIST wnmy> LI on

Figure 33 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, sishj@cl objects within the life
world move and shift. Vagle assertsthatpasy G Sy G A2yt AGe aOly Ffaz2 KSf LI c
FAY G2 SydiSNI 6KS YARRES 2F RSSLXeée Sydaly3atSR O02yidSs
0KS & @SINBEA & doo2(SKO 02y a i NHzZOGSR |yR O2yaiNHzOUAYyIE o0zl
understanding that a phenomenological educatioredearcherseeks to enter the complexity of the
teaching experience in the middle, where teachers entangle with objects andctsibis a significant

idea in this study. Using a peistentional 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 andnstructed

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 thattgcular time. So, although | have
RN} gy 2y == 3ftSQa AYUGSNILINBGFGA2Yy A 2 Fworklydsh ghilthe2 y I £ A
back and forwards with hermeneutic phenomenology (Heidegger andvstailanen) to situate

meaning. This shuttlijnback 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 haentangled relations that exist between subjects and objects,

including the social and the embodied meanings that conelieing through relations

3. Meaning in any lived experience is not fixed or stable; rather, we are in an ongoing dialogue

with it, but researches can interpret the lived experience

It is through this lens of intentionality, where meanings come into bingugh rich
entanglements between objects and subjects as they exist in thevtiféd, that Iconstructmeaning in

this study.
3.3 Wsingphenomenology as anethodologicalapproach:researchdesign

This study seeks to understand the lived experiences of a Year 5 teacher, Jayne, as she teaches a
contemporary picturebook over two mediums (paper afigitalapp). The following section idéfies
and describes the research design that underpins the study. Drawing on the idea of methodological
O2yaANHz2SY OS O6wAOKFNRa 3 a2NEBEST Hnanntox | NBaSINOK R
YR YSGK2RA 2F NBaS!I NIBR)are catehly itér&hnected and #lighdd>~ H A my =
Cognisant of these ideas, | have drawn on both the philosophical and methodological thinking of
hermeneutic and posintentional phenomenology to guide this design. This congruence is important as

it ensured he 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.

2 AGKAY LIKSy2YSyz2f238r GKSNB Aa y2 RSTAYAGADS Y
pathways withinacs Y2y YSGiK2R2f 23AO0If 1 yRaOlILISE O6CNARS&aSy ¢
aS0GA2y 2dzZif AySa (KSaS WLI GKgleaQ yR AyOfdRSa RA
research questions, how the participants were recruited and how reflectionb®®tperience 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 Traigimnd the Melbourne Archdiocese Catholic Schools (See

Appendices A, Band C.)
3.3.1 Theesearchquestions

Phenomenological questions seekdpen spaceso enable exploration and wondering about
the lived experience. Vagle (2018) suggests that phenorfeBohk O f [ dzSadA2ya | NB O2y(
we findourselvesheingin-relation-with-others[X Handother things uthor@ italic® €p. 20). My study
is concerned with how a teacher finds herdsdingin-relation toher students, the picturebook, the

author, and myself (asearcheand participating critical friend)

Themain research questiowhich frames this study is
How does amustralian 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 followinge subquestions:
a. How does thateacher 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 Tle participants

Consistent with the phenomenolaal oncept of lived expéences, participants were

ANJ SELIZ adzNB (2
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LJdzN1J2 8 SFdzf t @8 NBONHAGSR 61 &aSR 2y (K
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Of  aaNR2Y®d alye ljdzk t A0 GADS addzRA
fitting with phenomenology, $ought 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 studentswanted 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 ford@pin examinatiorof how
the teacher and her class experienced teaching and learagigg a paper and digital version of the
Rules osummer. The deep focus on only one teacher was a deliberate choice and is not unusual within
phenomenological research (Brown et al., 2D0Ih fact, Vagle (2018) advocates for the importance of
smallscale reseattlf 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 waysuch as through interviews, observations,
anecdotes, and performanceghen have one to two participants (p. 82)initially used a welbased
search to identify Victorian primary schools that sdéntified as usrs 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. | had hoped that by choosing a class that used iPads, the
teacher and studets 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). | wanted
to foreground the experience of reading the contemporary pictureboedr 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 selecte(five catholic and five government schools) as they alidetitified as using iPads

and were geographically located to allow regular site visits.

The principals of the targeted schools were sent an introdiyotmail that detailed the study
design and purpose (see Appendix D). This introduction email included the explanatory statement and a
sevenminute YouTube video that featured me talking through the significance and study design. If a
principal was interesd 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 shemifiuée Qualtrics
guestionnaire (see Appendix E). Through the initial identification of past exjgesethe questionnaire
LINE JARSR AyaAirdaKid Ayid2 (GKS (0SFOKSNRQ (K2daAKGaxX o0Sf
digital reading and iPads. This was important as previous experiences, cultural and social contexts have
an impact on the redly of individuals (Laverty, 2003; Munhall, 1989) and theinditeld. 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 idetifichools regularly using iPads.
¢FNBSGIAY3 GKSAS GKNBS aokKz2z2fasx L AYy@AGSR 2yS 2F
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 usiimgupebooks 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

88



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 thenmnsitely. Jayne would be able

to offer insights into the experience of working across and between reading mediums (papgigaad

app) while this was still a relatively new experience. Jayne was provided with an explanatory statement

(see Appendix F) armiibsequently signed the consent form agreeing to participate in the study (see

Appendix G).

WEHeySQa addzRRSylda #8NEREf &% RLINAEL aADKESRINOREF G &

were invited to take part in the study. Both students (see Appehtjiand parents (see Appendix |) were
provided with explanatory statements that detailed the research in plain langudbef the students
(twenty-siX) and their parents signed the consent form (see Appendix J). As part of this consent,
students were dsed 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 aRdles ofsummer. Shaun Tan is a contemporary Australian
awardwinning author, who has a distinctive style of authoring picturebooks, where he often assumes
both roles of author and illustratoRules osummerwritten by Shaun Tan is a contemporary
picturebook, which is suitable for Year 5/6 primary classrooms. It was published as abaapertext in
2013 and in 2014 Tan, in conjunction witfe areWheelbarrowMedia, released a picturebook app for
use on iPads. The pictureboBkiles oBummerwas choserfor this study as the ambiguity throughout
the book provides opportunities for rich conversation in the classroom and is an excellent example of
02y GSYLRNI NE OKAfRNByQa fAGSNI GdzNB® / KIF LIWGSNI n
to Shaun Tan and the picturebo&ules osummer.

89

)

a

S



3.4 Designing theexperience ofreadingacross ancbetween mediums

To capture the experience of teaching and learning using both mediums simultaneously, Jayne
attended an initial 48minute meeting to discuss the project and research design. She was given a copy
of the research overview (see Appendix K), 13 copies ofdpenpased copy oRules of Summeand
0KS a0K22t R2gyft2IRSR (KS L) 2yG2 GKS &addzRSyiaqQ
app to be downloaded onto individual iPads.

As part of the research design, | invited Jayne to form two tegchioups 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 osummer. Jayne was asked to focus the first reading event, with group one, using the paper
version, while group twdocused on the app version (for example group A started with the app, Group B
started with the paper). | was conscious that some studies (Labbo, 2006; Underwood, 2000) have argued
that these digital versions can be seen as supplementary texts to be 'edd&NJ G KS WNBI f 62 NJ
the paperbased version was completethusl 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 &eale, 2014) that argues these texts can indeed be complementihytheir 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.sAlbsequeh pedagogic decisions around
gKSY I'yYR K2¢g (G2 dzaS (GKS RAFFSNBYyU YSRAdzya F FG4SNI G
decisions.

Apart from the initial grouping of students into two grougaynemadeall of the decisions

surrounding the designingfe teaching and the learning within these reading sequences. This included

pedagogic decisions such as

f ¢KS F2N¥YAYy3I 2F &aidzRSydGa Ayid2 Gg¢2 3IANRdAzLIA
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DNRdzLIAY 3 6AGKAY SIFOK 2F (KSaS aANRdzZLIE O6AYRADA R
¢KS fSIENYyAyYy3a 2dzi @By%a F2N 6KS NBFRAy3a §
¢KS ydzYoSNJ I yYyR RdzN} a2y 2F NBIFRAYy3 S@Syia
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tKS O2yiSyid 6AGKAY aStHOK 2F (GKS NBIRAy3 S@Syi
As theresearcher | was not involved in any of the final design decisions. However, it does need

to be noted that by encouraging Jayne, in our ongoing critiGaid discussions, to have both groups

start with a different medium | may have influenced the experience and how Jayne approached the

teaching and learning.
3.5 Researcldesign:gatheringreflections of theexperiences

Ly | ag2NI R @A ¢Ddilbérg ef &., 2208, pY1%2), iie\ bAsi dhings about our life
world can be hard to describe (van Manen, 2015b). Thus, it is important that the phenomenological
researche A Y R4 (GKS ao0Said YSIya FyR (KS oSadyeass 2F (K¢
(Dahlberg et al., 2008, p. 172). In other words, as#isearchel 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 onlys#maiotic 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)eRatmn
focus on one modality (for example oral language as part of an interview), | sought to capture the
reflections of the research experience through many different modalities, including drawn images,

written elements, and video data using a range @hounication semiotics such as layout, gesture,
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gaze and oral language as it occurred. | hoped that a multimodal approach to data collection would

deepen and enrich the data collected for analysis. Data collection methods consisted of conversational

intervA Sg& GAGK 020K WFHeyS | yhiurBNBa dzRBFV G &2 NV &y Q& S
design documents, video data and megearchejournal These methods are outlined in Table 3.1.

where | provide details of the times and the types of datdecdéd. After this initial overview each of

these methodss explored in more detail below.
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Table 3.1

Phenomenological data generation: Jayne, the students, anceearcher

WEeySQa RIGLF {GdzRSyG1aQ RIGF Researchedata
30" March Initial meeting Researcher Journal
20N April 1 hour interview Researchejournal
8 May Student reflections on reading Researchejournal

227 May-26" May

Week 1 in class Reflectivgournal Individual readingournal 5 classroom visits

15" May-19" May (5 sessions) 5 video recording (4 hour& 6 min)
Researchejournal

Week 2 in class Reflectivgournal Individual readingournal 4 classroom visits

(4 sessions)

4 video recording (4 hours & 6 min)
Researchejournal

Week 3 irclass
30" May-2" June

1 hour interview
Reflectivgournal

Individual readingournal
(4 sessions)

4 classroom visits
4 video recording (4 hours & 41 mir
Researchejournal

Week 4 in class
61" June9th June

Reflectivgournal (ongoing)
Designdocuments (3 weeks)

Individual readingournal
(4 sessions)

4 classroom visits
4 video recording (4 hours & 3 ming

Researchejournal
Week 5 in class 1 hour interview Paired and/or individuahterviews 2 classroom visits
12" Juneg 13" June | Reflectivgournal (20 min) Researchejournal
218t June {GdzRSy 1aqQ Of I & I N|Researchejournal
12" October Individual reflections on reading Researchejournal
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0 dp dm crvessgtiGnBliaterviews

{ SARYlIY omMphdyov >~ RNIgAYy3I 2y GKS g2N] 2F tladz2y
become meaningful when they are placed within the context of their lives, and without this context we
cannot explore the experience. To ensure an ustierding of the lifeworld (context), Seidman suggests
that in-depth phenomenological interviewing requires a sequence of three interviews to gain a holistic
overview of the phenomenon within the IH&orld. The first conversational interview with Jayneudsed on
her past experience with reading pedagogies, picturebooks, and digital texts. The pdeomed
conversational interview focused on how Jayne was reflecting on the experience at thpoimichf the
atdzRe T FyR (KS (i KA NPt EXpiriendefafier haflclasy a@finishid daiidbed df A 2
summer.

As part of the phenomenological interview and prakty’ 3 a2 LISy y S&daé o5F Kf 6 SNH
had to be cautious to achieve a balance between my own knowledge of the literature which informs the
G2LIAOY Y& 2¢6y dzy RSNREGFYRAy3a 2F GSIFOKAy3 FyR (GKS
emergent experiences. In order to do this, | structured the phenomenological interviews as a conversation
with several operended questions acting as anchor points (see Appendix L). This allowed Jayne an
opportunity to express her thoughts, and for me (asthsearched (12 dzy RSNREGF YR I aO2y
description of the subject's experience and actions, as faithful as possible to what happened as experienced
08 (KS adzwaSOié¢ ODAZ2NHAZI mMbphnI LIP mnpoL dndthef §G§KNBS

audio recordings of these interviews were transcribed verbatim.
0Pp PH réflechvgjGimal
Writing and reflection are common practices of hermeneutic phenomenology and through

journah y 33 L K2LISR G2 OF LivazNBnen)\20E5ypSIQjercaptiods oftide a4 LISOG A @S

expeiience. ThgournalLIN2E A RSR | gl & (2 OF LJWidzNB WIeySQa NBFf S«
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learning directly after they were experienced. Whilst the three interviews occurred at key points in time
throughout the study, | hoped that theurnalwoulR LINE2 @A RS | RRAGAZ2Y Il f NAOK RI
everyday experiences of the teaching. Jayne was asked to write, draw, or audio record her reflections
surrounding the experience of designing, and teaching Ritkes obummer(paper anddigital 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, | offered the following

guestions, which Jayne was free to select from amite about when and how she wished:

[ 1y @&2dz RSa&aONMRFS RISKAS I/B Lydatdl S/3R0 ARS | 30 YW SANJ

2KFG FNB e2dz GKAY(lAy3 o2dzi Fa @2dz RSaA3IyK |25
2Kl RSOA&AAZ2YA FNB @&2dz YF{AYy3 YR gKeKkK

2 KIG FNB @82dz 6KAYGRYES | b2azild $EBEGI &R dz NBI R

KId INB @82dz GKAYlAy3 lo2dzi & @2dz F NB (S OKAY
| 26 | NB &2dz FSStAy3a lo2dzi GKS GSFHOKAYy3K

2 KFG FNB @2dz GNBEAY3 (2 | OKASGSK 2KIG FINB &2dz y

2Kl G INB &82dz UyRAY3I OKFEfSy3aayak

2Kl G NB &2dz Sy2z2eAry3kK

= = = = = = = = =
N

WF 8y SQa LIS ées \#ei fade vidible © ke ik her designing documents, through our
conversations and in the video data. As it can be more difficult to glean affective respongesirttadwas
away of delving y i 2  @toBoglsSh@li@fs and values as the experiennlded. This data

complemented the pedagogical data and added to my holistic understanding of the experience.
0 dp o desigRingddcud@ents

After Jayne had planned the sequence of reading events, | invited her to share her design documents
with me as part of the data collection process. These documents were intended to provide further insights
AyiG2 WreySQa LISRI 32 3 iidw the réalingéverts/mauldibe stucttir€d, andvihat | 0 2
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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 Classroomisits, video data and theresearcheijournal

It was important that as theesearchel was present in the classroom during all reading
experiences. | believed that to start to interpret and make meaning of an experience, | needed to either
experience the phenomenon myself, or be as close to the phenomas possible (Patton, 2015). Being in

z

GKS OflaaNe2yY +a GKS NBIRAy3a SELISNASyOSa sSN
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LIKSY2YSyYyl OANDdz 4GS |Y2y3a NBflFdA2yas Ay aLl OS |
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
atrigger. Jayne wore the trigger during the teachindRofes of Summewhich enabled the iPad to video
FYR FdzZRA2 NBO2NR WFHeySQa O2y@SNEIGA2Yya 6AGK KSNI &
Subsequently the Swivl device also captured viaied audio recordings of the students. After each reading
event, the video was shared with Jayne, and provided me, asett@archeywith a way to review the

reading experiences in further detail after they had occurred.

During each of the reading evenissat at the back of the room and recorded observational notes in
my researchefjournal These notes helped not only to augment the reflections made by Jayne, but also
highlighted events that were happening in real time. Mgearchejournalalso inclued reflections and
notes written after | had left the classroom. Tjoeirnalwas also useful to detail the often dwc and

spontaneous conversations that | engaged in with Jayne before and after class.
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3.5.5 Studenmultimodal artefacts

7 P

Togainanundeis YRAY 3 2F (K f AGSR

A N

ELISNASYyOSa 2F (KS
collection methods were used. These methods of data collection were deliberately crafted to capture a

variety of modalities including written, visual, oral and spatial rAsesearches recognise the diverse

YSIya ySSRSR (2 | 00Saa (2 adddRSyitaQ @o2A0Sas ONSBI
in the research (Brady & Graham, 2018; Groundw&mith et al., 2014; White, 2020). Each of the data

collection methods is describedelow.

3.5.5.1 Readingxperienceswritten anddrawnresponses.! & | gl & 2F O LJi dzNA y:
reading experiences at the start of the study, | invited Jayne to collect work samples which reflected
d0dz2RSyGaQ LINA2N) SELISNASYyOSad L |a1SR wWreyS AF GKS
Jayne aked her students the following questions, which they recorded on pieces of paper:

Md® KFG A& NBFRAY3IK

H® KOG a2NI 2F GKAy3a R2 &2dz fA1S8 G2 NBFR i K:
o® KId R2Sa NBFRAYy3I FSSt fA]SK

naLy (GKS 02E 0St26X RMIG Fy AYEFEIS | o62dzi NBIF RAY:
After the studyhad 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 thesmgngostreflections.

3.5.5.2 Dailyreflections onRules olsummer:digital readingjournal. During the reading sequence,
and as part of a typical literacy teaching block common in Australian primary classrooms, Jayne also collected
30dzRSy aQ ¢2N) &l YLX Sa AffdzAONI GABGS 2F (KSBNBRRRY
(Tools for Schools, 2021) as a reflecioirnalwhere students responded to questions set by Jayne.
Students were able to use a variety of modes to communicate; written, images and oral recordings. The

& 0 dzR S y ljauthakRverd diso sharedith me.
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3.5.5.3 Reflections on the experience Biiles of summerconversational interviews.At the end

of the lesson sequence, the students were invited to meet with me to talk and draw about their experiences.

Thirteenpaired conversations took plac&hese ongime 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 opeended questions, framing the interactions, with the intemt of letting the
addzRSyda Grtl1 FNBSte 62dzi GKSANI SELISNASyOSao L
with researches such as Mishler (1991), Gollop (2000) and Groundwagth et al. (2014) who suggest

that it is more helpfuto think of interviews with children as conversations. This conversational approach
focuses on the reciprocity of talk between the students asgkearcheythus potentially reducing the power

status of theresearchemnd the formality of an interview.

Although a phenomenological approach often focuses on the individual experience and
phenomenological interviews are usually individual, | needed to take into account that | was conducting
research with children, hence | needed to ensure that | providedes sapportive environment. Individual
interviews can be confronting for some children (Brady & Graham, 2018; Ground@mién et al., 2014),
while group interviews can be less intimidating. A paired approach can mimic the small group approaches
often usal in primary classrooms (Mauthner, 1997). A collaborative conversational approach to

phenomenological interviewing can facilitate further conversation, by allowing the opportunity for students

dz

0dzAf R 2y SIFOK 20GKSNIRA& ARSI #05). Braningathh8sk ifleadil oiedl to DNB Sy

conduct the student conversations in pairs, whilst still trying to maintain an individual focus within this

paired approach. | 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 Groundviateth 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 conversati
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At the conclusion of the data collection period, | had a vast array of rich phenomenological data to
interpret and understand. Hermeneutic phenomenology acknowledges thegearche@d o6 Al & | Yy R LI
understandings will influence how the phenomenoni@med 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@rld, and impetus for this study. The following section loaksaav |, as
theresearcheE ¢+ a | YR Y LRAAGAZ2ZYSR 6AGKAY (GKA&a NBaSIkND

stories and experiences to emerge throughout our interactions.
3.6 Bridling and-eflexivity

According to Guba and Lincoln (1999ithfulness 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, richnesdeaiid (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 phenomenaolgy actively resists the urge to generate easily gersatak results and at most
2T FSNRBR a LY | (dai Maheén 015, \5. @Rt experiénce 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
Ydzf GALIX S 461 @ad ¢ Kdzas LK Sofigdniergtatibreaddin®dingle ifterpyeRilogyd & | N.
human experience will ever exhaust the posdipihif yet another complementary, or even potentiatigher
or deeperdescription I dzii K 2 NéIvan Marieh, 20A5D,3p. 31) of the experience. Teaching is complex
and the experience of one teacher and their students in one classroom may be vastigndiféeanother
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 andiriggghenomenological research
is the possibility ofesearchembias and their influence over the research analysis and how the interpretative
accounts of the experience are represented. In other words, whatdkearchetbelieves is important. Most

z

LIKSYy2YSy2ft23AaGa 01y2¢6f SRAS (GKIFKG GKS adzalLlSyairzy
LINBadzLILl2 aA A2y a YR GKS2NASaé 0Ol yesearthgiSGlyy oS mp Bzt f
presenttoit[KS LIKSy2YSy2y8 a Al Aa Ay GKS LINBaSyid aaidadz

p. 240). Despite the inherent challenges, the phenomenological literature shows that this can be approached

in many different ways.

Phenomenologists Dahlbergq06) followed by Dahlberg et al. (2008), who practice the use of
reflectivelifeg 2 NI R NBaSI NOKXZ | R@20FGS F2NJ 4KS AYLERNIIyOS
4 GONAREfAY3IE O6LIP mMuHmMO 2N YSi(K2 ResdagiiddliGlinitheea AA € | y O
world (Dahlberg, 2006) and therefore, bridling animates and illuminatesasearchemore fully in his or
her intentional relationship with the phenomenon. Phenomenologieakarches such as Vagle (2009) have

applied briding techniques as a form of validity and he describes the technique in this way:

¢2 YSE GKS OO0 2F ONARRtAYy3a 2LISya dzld LI2&aaAiot S
wxl 3t SQa6 ONARfAY3I RAR y20 | &adiveSitatiefnptéd toL O 2 dzt
interrogate my own understanding as meaning was being produced. (p. 603)

e ax

Vagle (2009) argues that bridling is associated with areessefirchereflexivity advocated by
al 06 SUIKQa oHnnamLOI GKAOK Ol Y teual atd 2ZofistithtiReSdvdsRf Ay G S NI
reflexivity. | have drawn on these areas to reflect on how | bridled and navigated the positional aspects
between my own previous experiences and those of the teacher, Jayne, and how | textually bridled my

understandingvhen presenting and representing the meaning of the experience.
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3.6.1Researchereflexivity

The act of bridling involves an attitude that callsresearches to come to an understanding of the
experience with openness and curiosity and one which alloeaning to emerge, whilst still being aware
YR NBTtSEAGS 2F 2ySQa 26y dzyRSNAGIYyRAYyI&d ¢KAA 2
phenomenon, and its meaning(s), to show itself and is an activity chas&teri 6 & | TAAIR A2yF3 QuQ¥
WRgSEEAYIQQ GAGKAY (GKS LIKSy2YSy2yé o051 KEoSNEBIZ wnAan
the same is true of eesearchewho is also experiencing a phenomenon from both an insider and outsider

perspective.

3.6.1.1 Insider andautsider perspectives.My 19 years of teaching experience allowed me to have
gKFriG g2df R 06S OflFIaaAFTASR a Iy WAYAARSNRA (yz2e¢fSR
that teachers, think and plan, and to the behawi® and reactions of the students. This knodde was both
helpful and problematic in this study as | 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. Andud A RSNRa LISNELISOGABS g2ddZ R Fft26 YS
for new or different understandings of the experience to emerge. However, | do feel that researching from
this insider/outsider stance is a privileged position within phenomencédgittidies, as | was part of a similar

life-world as my participants and therefore | had an understanding of the complexities of teaching.

3.6.1.2 Myrelationship with Jayne and thetudents. Compounding this delicate balance was the
relationship that had with Jayne. When [ initially met Jayne in the introduction meeting, Jayne recognised
me and pointed out that | had taught her in my role as a teacher educator in a literacy unit whilst she was
completing heMaster of TeachingThis gave us both commagnound and a sense of familiarity, but | was
conscious that in our previous relationshipere had been an unequal power relationship. To try to

minimise this, | used affirming language with Jayne. For example, utdidaee interactions | would
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reguaNI @ NBYAYR WFEeyST W, 2dz {y26 e2dzNJ alidzRSyda o06Saic
also tried to forge a casual and friendly tone that would not have been evident in our previous

communication when | was her lecturer. | had a lengtisgussion with Jayne about my difficulties with

being both an insider and an outsider. Jayne knew that | was open to conversations about the teaching of
Rules obummer, but as a critical friend (see sectio33.1)for a discussion on critical friends)y role

became more of a supportive, yet provocative questioner.

My role with the students was much clearer. They saw merasearcheand as somebody who
was interested in what they were saying and doing. However, Jayne had also stressed to themathalso
I 0SFOKSNW ¢Kdza +ta GKS LINR2SOG I ROFYyOSRZ L 06S0OIYS
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 naive 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 | was watching, and this may have
AYTEdzSYOSR WIeySQa SE LIS NbnShe€aBeEmore Sdimaliséd (I vecamiedideios y O S
an insider). | believe a sense of trust was built and the impact of my preseaxminimalised

3.7 Analysing theaccounts of theexperience:dwelling in thedata

Phenomenologists caution against a procedfwahulaic approach (Finlay, 2014; Vagle, 2018) to
LIKSYy2YSy2ft23A0If Fylrfearar NBO2YYSYyRAy3a AyaidSFER |
NEBaKFILAY3IE o0 3JEST wnmys LI mMccO GKFEG GKAA ylfea

against using coding or software like NVivo, as this may in fact hinder the search for meaning. He warns

(s}

phenomenologicalesearched (12 aakKeé gl & FTNRBY aAYLX Aabysop 4 0OKSY
procedures, and cookery book recipes thatcefthieé gAf t y20G NBadzZ G Ay YSIyAy.

2017b, p. 779). Rather, a phenomenologist needs to engage in the act of seeing meaning, by being open to
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vS6 dzy RSNBGFYRAY3IA O6CAYyEl&3 wnamno | yR Eanpédend y3I |

A 2 4 A -

YR dzy SELISOGSRé o651 KEOoSNH SiG [f P HanyZ LIO dyod

¢tKA&a LINRPOS&a 2F waSSAyaQ VY Skedrihgidvelliny (Birdaly, 384 ini K S
0KS RIGFr® ¢KAA RgSEtfAYy3a 2N AYYSNEA 2 y-exanyne takeSor-R I G |
granted assumptions and the idea that we already know this phenomenon. In the dwelling we linger and
0502YS 1 0a2NDPSR AYy ¢KIFIdG Aa 0SAy3a NBGSItSReé OCAYLl
Rather, as suggested by van Mar{gfi17), the act of seeing meaning is inherently challenging. | drew on the
adaA3SadtAz2ya F2NIIyrfeara oe zF3ES 6HnmyO YR @Gly
experience of the experience. They both suggest a whatéwhole approacho data analysis, where
researches move from looking at the experience holistically, to identifying important micro details of the
experience, before returning to the texts holistically agdirsearches adopting this approach understand
GKIFG aSFOK LI NI Aa dzSRS3NERI AXKR GA yi KBS MK f BT AlBK SUzy RIS
(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 ovei¢ine
experience, | read each interview transcript in its entirety (17 transcripts), | watched all of the video footage
(18GARS2 NBO2NRAYE®ERSLY LLNBBPRRIWSEVEORSY(14Q LINB | yR |
NBI R (KS &dadaiesS (26 digidjpuinals) and | frequently reread ngsearchejournalin this

first phase of analysis . | did not take any notes during this initial stage as | wanted to gain a sense of the

experience in its entirety.

My second reading involve 12 { Ay 3 Y2NB Of 2asSfteée Id GKS WLI NIaQ
and noting questions and thoughts in mgsearchefjournaland on the transcripts. Much of this work was

also achieved on large sheets of paper as | recorded ideas and thoughtdtadexperience as they
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emerged. | would read a phrase and then note a question or a comment beside it. For example, the following

was recorded in myesearchejournat

¢KS SELISNASYOS F2NJ o20K 3INRdzJA Ayo2 PSR  Koazi R
YSIYK LT L G221 (GKAA&a WYaliNHOGdANBQ 2dzi 2F GKS SE
NEfIFGS G2 Y& NBaSINODK ljdzSds2yK 1 2¢g R2Sa GKAA N
SELSNASYOS Ia | gKz2t SK

CKAY ]l 2F BKSXs 2N AATF oS (2 (GKAY]l lo2dzi GKS bdz
NE&2dNDS&E 6KAOK &aKILIS Ofl KaANR2Y SELISNASYyOSa N

As | found an interesting part or phrase, | would lift that section and save it to a file on my computer.
For the textuabdata, this involved copying and pasting the text, for the video data this involved slicing the
video data. | 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 | progressed further into moving from the whole to the parts of the data, | confess that |
became a little lost. As van Manen (2015) states, the search for meaning in phenomenological data is like
gFE1AY3I FE2y3 | gAY RAMIZ W 242K LS FINKRQSE Q yBRK STNEBY |4 2 Y&S (0 K
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 | agfiearchewas surrounded by
the trees | had no idea which tree or path was significant. Everything seemed important and | was
2O0SNBKSEt YSR 08 UKS aKSSNI @g2fdzyS 2F GKS RIFEGF® L F2
and | was unsure which ones war®re important than others. Thus, | made the decision to primarily focus
2y GKS (S OKSNNa SELSNASYOS FyR GKS O2YL)X SEAGe (K
picturebook and the author. It was only through narrowing my focus that | dookimore deeply into the

complexity of the experience. This did not mean that | ignored the data from the students. Rather, | used it

G2 AffdzYAylFidS FyR SELX 2NB WHeySQa SELISNASYyOSed ¢KS

w

iSH OKSNDA 22dNy S
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3.8 Analysing theaccounts of theexperience:applyingatheoreticallens

After dwelling in the data, moving iteratively through the parts and whole, | started to think about
what the data could mean in relation to the research questions and lwasR®IR 2 F @ty al ySyQ

FROAOS GKIFG Fyed AYGSNILINBGFGA2Y 2F (KAAa LIKSy2YSy2f

NEBEfFGA2YE OLI® o000 (2 GKS fAOSR SELISNASYOS® !'a | RO

O«
w»

z A

allowtheessg G A+t YSEyAy3da 2F (KS LKSy2YSy2y (2 FNR&S G
f AOGSR SELISNASYOSKE:¢ 60ly alySys uHampoX LI oHOP 2 KA
three phenomenological ideas to the datato illuminatear@d§i Ay aA3IKGa Aydz2 WHeySQa
designed, enacted and reflected on her experience of teaching a contemporary picturebook in the upper

years of primary school.

[ Sya 2ySY x| 3tSQa dzyRSNREGI YRAY3I 2-Forldilfpd8ticuaylyi | y 3 €
LI ASR GKAA tSya G2 GKS lylfeara 2F GKS RFEGF Ay
9y iGlry3ftSySyia o0SisSSy WHeySs KSNJ aGdzRSydaz GKS LI
exploration of entanglement the lifeworld is particularly useful to illuminate the complexities of teaching
in everyday contexts and allows for insightsintottbeg 2 NJ 2 F GSF OKAy3a aAia fAPSR
by all sorts of entangled complexities that may or may notbg/ca OA 2 dza (2 GKS AYRADARC
immersed myselin the data, | started to look at how entanglememtmongthe author, the picturebook, the
A0GdzRSyia YR WHeyS 6AyOfdzZRAY3I KSNIJ LI &G | yR Fdzi dzNB

experiences.

Lens 2: Essential lieorld themesThe 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 fundamefetaldirld themes which
gy alySy NBFSNB (2 & GaSEA&aGSYyGALtaéd o00ly alySys:
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0KS dadzyAGSNREIFIf GKSYSa 2F ftATSE o0Oly alySys Hnwm
experience (van Manen, 26b0 @ ¢ KS@& & Li&dlislofraiShuriialki Beindgs Ardg&dless of their

KAAG2NAOI £ 3 Odzf GdzNF € 2NJ a20Alt aAddz 6SRySaaé¢ ogly

These four existentials or lif#@ 2 NX R (i K S Y Sided spag6@atiabty],livet] Body
(corporealty), lived time(temporality) andived human relatio® NSt | G A2y € Ade& 2NJ 02 YYdz
2015b, p. 101). Each of the four existergi@lF y F2 Odzda 2y GKS Wt A @SRward2 NJ WT S|
For example, spatiality refers to the wayat 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 angecp
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 otheamd 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 tsu@derstood as part of lived exgence. The
four existentials of the lifavorld (temporality corporality, spatiality and relationality) were applied to the
FylFteaira Ay [/ KI L S Nfaw Adapiiighepedadogicaliddsigrt irSihie He&2ONG | REGDA yITK A
involved going bacto the data and looking at how space, how time, how relations and how embodied
LINF OGAOSE aKILISR WHéeySQa SELSNASYOS +a akS Syl OGS

[ Sya GKNBSY I 3f SQa dzy RS NEwotdy Rsed/ifsden2iffChapgrir) y 3 S
GAGENSSF 630G A2Y 2y SyYRAy3IaAaY ¢KFGQa AdGX 2N A& AlGKES
the rich entanglements that exist in dialogamongJayne, myself, the picturebook and her students. The
WiESEFOKSNI A S Ny S NiEEctive &xpebecessandiherlentaddieineats,is aBoFanaly<eiJ
and discussed.
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3.9 Crafting thewritten interpretations of theexperience

For me, the data analysis and the crafting of the textual interpretations were closely intertwined. |
could not do oneaspect without doing the other simultaneouslan Manen (2015b) stresses that the
writing and crafting of the textual interpretations is not the last step of the research process. The research
AGASt FF20NY 2F oNAGAYyIE VMO @y akySYYSRAMDPEIL NPT
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 thieiléemy
own past experiences and the rich dialogue with my supervisors and reseaedguel at theuniversity
where | worked. These forms of dialogue were embraced and added a richness to the interpretation of

WL &8y S0a SELISNRA Sy O&rEcogniging th&t ongding riefiéxdvityzamd Brillingi leétled 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), thereris night way to present
this writing; it depends on each individuasearchey and how the experience can be best explored. After
analysing and crafting the textual interpretations of the experience, | turned back to the research literature,
todelveini 2 K26 WIF&ySQa SELSNASYOS O2dxA R 68 TFdaNIKSNJ SE
analysis and discussion as these @veinextricably intertwined.

3.10 Conclusion

This chapter has described and critically explored the theoriesaitihigs of phenomenologists
such as Van Manen (2014, 2@)5Vagle (2010, 2018) Dahlberg (2006) and Dahlberg et al. (2008hgguid
both the philosophical and methodological choices made in the course of this study. | have emphasised that
my application ®6hermeneutic 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

0SFOKSNE GKS FdziK2NE (KS LAOGIRNAER23Y | YRAAKS U dzR azR
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practicalities of how and why | recruited one teacher, Jayne and her class, as participants who proceeded to
teach and learn with the picturebodRules osummer(paper and digital app) written by Shaun Tan in their

Year 5 classroomThe following chapter explores the important contextual experiences of Jayne, her
students, the author Shaun Tan, and the picturebBakes osummer,and provides insights into the

ddzo2S0ita IyrR 2a@80ta Ay WHeySQa fAFS
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Chapter 4
Understanding thdife-world: the teacher, the students, the author,

and thepicturebook

<

428 Fif tAQGS Ay (GKS &l YYTanJRu22pAE) 6dzi y2id GKS

¢CKAA Ofle aldzg LXidzNB ONI FGSR o0& 2yS 2 FendfiathyddLeshatad (i dzR-

is needed to examine the lfeorld, the past, the present drthe 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 valuesfilberg et al., 2008; Vagle, 2018; van Manen, 2015b) is important as these
entangle with each other to guide current and futureeaningmakingcreated through the experiences.
Moreover, these experiences are shaped through the rich entanglement of inkemacmong objects that
exist within the experience. Thus, to phenomenologically explore how the entanglements between the
teacher (Jayne), the author (Shaun Tan), the picturebBoike of summemnd the students shaped the
teacher's pedagogical experiences in a primary school classroom, an understanding of each of these is vital.
Thisextensiveunderstanding of the author, the picturebook, the teacher and her students provides me with
an undersanding 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

WEeySQa alOKz22ft Aad Ay.AS#sSussedin tieSiteratire raviev) Audtidlla has ! d
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 d#iasfor
study were being collected) remains in place, namely The Victorian Curriculum: Fourtdatomeated by
the Victorian Curriculum and Assessment Authority (VCAA). It is a requirement that the Victorian curriculum
is taught in all government primary drsecondary 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 atigeCTéanking, Ethical,
Intercultural and Personal and Social) and cirmssiculum priorities (Learning about Aboriginal and Torres

Strait Islandehistories and culturesAsia and Sustainability). According to the VCAA (2019b) the overarching
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aim of theEnglish 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 @ividuals 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 distsicands (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 describedfaliokeng way:

Reading and viewing involves students understanding, interpreting, critically analysing, reflecting
upon, and enjoying written and visual, print and Aaint texts. It encompasses reading and viewing
a wide range of texts and media, incladiliterary 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 stragies 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 tgxt. The
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 settingextstare 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, shegddepsure

that her students achieve these outcome standards.
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4.1.1 Theschool: St Marigprimary school (pseudonym)

Jayne works in a negovernment, ceeducational primary school in the outer suburbs of Melbourne
' dzZA OGN € AF® hy | @SNIFIST (KS a0OKz22f Qad SyNBfoYé&wsi Aa
(ages 1113). Of these students, 32% are learnirgylish as an Additional Language. There are 35 teaching
staffand 17 nori S OKAy3 &Gl FFo 1 adldSYSyd FNRY (GKS adkKz2
FYR fSIENYyAy3ad Ly (GKAa adlFdSYSyd GKSN®intaféearhinga G N2 y 3

through a range of assessment practices and building on this to adhigseendent learning

We believe that we need to cater 0% of students, 100% of the tim&his support will look

different for each individual student, but ofwcus 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 assesssnas 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 evidenéel 8 SR LN} OG A O0S&a (2 &adzLllll2 NI St «
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 progreksi
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 abovkasreflectedon how Jaynethe 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 importexiLzl
information as these two contexts will influenaed is positioned biiow 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 recruified 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
SELX FAYSR GKIFd akKS t20SR GSIFOKAy3 Ay GKS&asS &SI Na
primarily teach students to decode thext (Interview 20/4. To provide an understanding of the context, an

dzy RSNRGIFYRAY3 2F WHeyS a 1S@ LINIAOALIYG Ay (KAA
previous experiences of reading, picturebook pedagogy and use of technolégy wilS SEI YAYSR® |
experiences within the classroom coexist within the larger context of the school, framed by wider

governmental regulations including curriculum expectations, will also be examined.
ndonom WFHeySQa SELSNASYyOSa 2F Atl R&

In my first iteraction with Jayne for this study, via a participant questionnaire, she stated that she
YR KSNJ aiGdzRSyia 6SNB O2yFARSY(G Ay dzAAYy3 At RaAD {
confidence and skill in using iPads as a pedagogical tool.

Cur 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 tisteksing to texts being read to

them or creating their own stories. Including digital technology has also made it easier for me as a

G§SFOKSNJ G2 | 00Saa aitdzRRSyitaQ ¢2N) 2N 3SG F OGA DA
Jayne's school Isaan iPad 1:1 policy for the upper years; thus every student in her class has their

own iPad.
noHOH  eXperentsSoRpicturebooks

In the questionnaire, Jayne identified picturebooks as an essential part of reading in her classroom.
Jayne agreed thahe often used picturebooks inclassandwiias Y| T SR G KF G &SyA2NJ { AR

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. Shevjed an insight into these tensions by

al 8ALBI LANP O 6f & R2y Qi dzasS GKSY a4 YdzOK & wL6& akKsz
GKI G§SOSNE ¢S 62ddZ R aAld GKSNB FyR NBFR I LAOGd2NE &
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 LJA O dzZNB 6221 NBFRAYy3I GiKS

(KS LI 38 3F2Ay3IT W2KIG Aa J2Ay3d (2 KFLLWSY ySEGKHQ

Jayne observed the benefits of reading picturebooks in a highly regulated, outatrives

classroom. Shepoke 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
GKS LAOGd2NE Aa aléeAydod {2FK016RALEEFTQYPhKYRSHKS
NI} §KSNJ GKFy f221Ay3 4 GKS LAOGIINE FyR 3F2Ay3aAZ
G§23SGKSNXD 2Stfsx | Oldattes YILeoS (KSeé& R2yQiQo
and the hilden meaning in some books and think further about it. | 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 fRales of summaewith her students, Jayne reiterated that
aKS gl & O2yFTARSYG Ay GSFHOKAYy3I @QAradzrt tAGSNIO& |yR
learning in this area. She explained that when reading a picturebook, it is often difficult for all aidleats
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 ofregcand 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 efifsual metdanguage around colour and images to

114



7 P

adzLJLI2 NI KSNJ addzRSy i aQ dzyRSNEGFYRAY3 2F (K SY2(AOD

We looked at the colours and the imagery of thahfels of Kokodathe fact that he [the author]

was using oil pastelstoysdzZR3S | yR dzaAy3 GKS AYlF3AS G2 Grt1 |06
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 betivesn and what

they did for their emotion and that sort of stuff, going so much further into what the picture says.
(Interview, 20/4)

lf 0K2dAK WFHeyS O02ddZ R RNIg 2y (GKSaAS dzy RSNEGI yRA

the work of Shaun Tamd had not used his picturebooks before in her teaching.
ndndo WFHeySQa SELSNASYOS 2F LAOGdNBoz21 | LILA

Completing her initial participant questionnaire, Jayne indicated that she had used picturebook apps.
However, at thdnterview on 20/4 after her initid exposure tdRules oBummerapp, Jayne stated that she
had not used picturebook apps befoRathershes & WFF YAT Al NI 6AGKQ RAIAGEE ¢
levelled books such as those on the platform,-Rais (LAZEL Inc, 2019).

We have heagp of different apps that we do use. One of them we use very frequently iKidazit is

extremely interactive. There are pop quizzes that come up, and there's rqlyotis know, your own

individual characters that you can create and design on thereaylimg that, it is tailored specifically

to their individual reading level so Rédds 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 ad 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 (se&.2.3, 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 progradisthe most fundamentalevel, the

e-book affords an opportunity for storybook reading without adult mediatiglultimedia, in essence,
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7 A

NEBLX I 0Sa GKS FTRdzZ & YSRAIFIG2NE LINRPGARAY3I (K & dzLJLJ2 N.
2009, p. 219)The levelled digithtexts on RaKids are designed with limited options and specific reading
outcomes and, this contrasts wiRules of summewhich contains ambiguity and invites discussion and talk

I NRPdzy R GKS LIAOGdzZNBEo6221 & YSI yA yahdpedagBicayaspmachte I G SR

digital levelled texts was very different to the understanding required for the use of picturebook apps.
ndoudn WHeySQa o0StASTa 62dzi 6KFG NBIFRAY3A A&

Jayne viewed readings necessarfor success in life. As seen in the commiggiow, 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.

YStt &y Tellme,ifyouwre to define reading, what would you say reading

is?
WEHeySy | a1Attx + fATS aliAfttod ,2dz Oy
YSSR® t NPolofteé NIGKSNI GKFEYy | &
GSNE F2Nldzyl 6S GG&FIKYy | dzf RENBFI ¢
f L

Sttsx GKS® 1y26 GKIG AG Aa AY
R2 dzy RSNRGlIyR GKFIG GKSe ySSR i
y2i J2Ay3 G2 338G OSNBE FENIAF

VR RUBNBNBFftas OKFEfSydAyIod

LYGSNWBASGT Hnkno

When | 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 artestbpreciation of texts.
This is seen in the excerpt of our conversation below

tKSe waidzRSyiae ySSR I olFaA0 dzyRSNERGFYRAYy3 27

what to transfer into their writing to their reading and vice versa, includimgway they
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communicate with other people 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)
nou dp eXibtinge&lingpedagogies

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 typicaliyvolve

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 wolodda 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)
WEeySQa (S OKAYy3 lslatghlypbasedron tReSvrd i RearSoR ani SaNdgher
(1983) as recommended by the Victoria State Government: Education and Training (2017). These strategies

operationalise the Gradual Release of Responsibility Model (1983) and include

1 Modelled reading: Atrategy where the teacher reads aloud and models reading strategies
and share their thinking

1 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 bagsddvelled texts
and explicit use of reading strategies for decoding and comprehension

1 Independent or silent reading: where the student reads independently, with a wide variety
of texts

Using this approach as an overarching framework, Jayne also inctapataategies and structure
FNRY GKS W/ 1 C;Q 06.2dzAKS®@ 3 az2aSNE Hanndpd YR W5 At
commercial reading packages are designed to develop reading stamina and independence (Boushey &

Moser, 2009). The CAFEmym stands for Comprehension, Accuracy, Fluency and Expanding Vocabulary,
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while the Daily Five program incorporates, Read to yourself, Read to someone, Work on writing, Listen to
reading and Spelling/word work. Both CAFE and Daily Five had been adoptedra®iwide 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 CAFE and

Daily Five programs to teach reading comprehension. She dfia¢dhe needed to ensure

GKFG ¢S €221 +4G tAGSNIESX AYyFSNBYyGALE FyR S@Itd
that | have learned since being here. But only because | guess that the way that we teach literacy
using CAFE and Daily ive A G 3IAGBS& e2dz iK2asS SELX AOAG GSI OF
with it, and it has worked really well with the kids. (Interview, 20/4)

For Jayne, the Daily Five and CAFE programs provide a framework for structuring her teaching of
reading. Read® Ay WIF &y SQa Of I aaNER 2 Yousbbozbrir oréhauybioskoli 2 F SA
F20dzaSR NBIRAY3I YR gNARUGAYIDd LYRSLISYRSY(d | LILINRI OK
GNRGAY IS ALISEEAYIAKko2NR 62N erf 2008, pfll) ddinBafe the ramddik.R A y 3
According to Boushey and Moser (2006), in the upper primeays 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, Boustiegemd
aGFGS GKFG adKS LIIINREAYFGS 13S 2F GKS &ddRSyida A
KAIKSNI GKAY 1 AY3TE 0 Lldyearoids (Ydar 3) Would only Rduiyed sniaKdraip ™ n

experience for 1412 minutes. Jayne implements2 dza KS& 'y R a2 aSNDa ad NHzOG dzNB

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. Youndar'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 tstagith decoding and
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O2YLINBKSyaArzy aiiffad ¢KS LINRY2GA2Y FyR dzasS 27

NBIFRAY3 o0AfAGASAT FNB I LINRBYAYySyd LINI 2F GKS

f

/

S

they aretextsthata (i dZRSy G OlF'yY GNBI R gAGK ddz | OOdzNI Oéé¢ 6 Ll

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 surehat 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)

noHodpdm wSEFRAY3I Sy3araASYSy i T VhtoRgharWayaskratA OS Ay

interview on 20/4she 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 netedbe engaged in what they are doing, and if they are not
interested, they will not read"lfterview 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 codyrfidreee's

been a few kids that | 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

GAGYSAAaSR (KY 1GNIRG Y&k ARYY TN yi (2 NBFR (2 |ARE

clarified why this may be the case:

\

{2 F2N) K2aS 6K2 R2y QWeKA@S A&A dNBgebyipade 0SkMEB v AMT

at print, they are the kids that loveading on the iPad. For me the advance in being at a school that

RARY Qi KIF @S YdOK (GSO0Ky2t238 G2 y2¢ 0SAy3a Ay

0K

Ay a488Ay3 GKS GNIyaridrzy 080658y 1 ARadlaRe R2YQ

IANI RS F2dz2NBR F2N) GKS trad o2 @SINAR 0SOFdzaS Ay
61y
opportunity to have this [an iPad] itchang¢s2 = A G Qa NBIffe& STFSOUABSX

KF2S 1ARA& Ay 3INIRS GKNBS gK2 aleésxs WL R2yQi

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 withagperd 8 SR GSEGP® d{2YS sAaff tA1S I GNIRAGAZ2YVIf
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 studentsuse either digital or papelbased levelled texts in
their reading and she justified this reading mediapproachbya G F G Ay 3> al a f2y3 Fa (K
YFGOKSa GGKS aiAatt GKIG &2dz glyd G2 GSI OKnteiveg Y= A

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 CAFE (Boushey & Moser,
2009) and the Daily 5 (Boushey & Mqs2006) programs that have been mandated at a school level. As
Yy2G0SRZ (KSaS LINPINIYaEA KFEPS Iy SYLKIF&AAE 2y RSOSt 2LJ
and comprehending alphabetical written text. To supplement these programs, Jayne ajste Huke
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 thnereased engagement potential of picturebooks (although she
states that finding time to read these is problematic) and describes how théasoee iPad program at her
school using the leveled decodable texts on RHNZS (LAZEL Inc, 2019) has influeneading engagement.

CKS F2tf26Ay 3 &S0 Gtudents, thiekbtliefs aRd®réadidy pracyiceswl & y SQa

ndo WIeySQa aildzRSyida
This study is concentrated on exploring the experiences that Jayne had when teaching the
contemporary pictureboolRules of smmerover two mediums. Interwoven in the experience involving
Jayne, Shaun Tan, aRdles of summes SNBE WI 8y SQa addzRSydasz FyR (GKdza A
a0dzRSyida Ay WHeySQa Oflaade ¢KS addRSyida Ay WFHeaySQ
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ndodm WHeyS8Qs &GdRSyia FyYR (SOKy2f238

Jayne commented that her students were comfortable with using digital technology in the classroom
F2NJ I YdzZ GAGAzZRS 2F LIzZN1LI2 &aS&ad !4 L ALISYRueddYS Ay W
summeEz L KIFR (KS 2 LI}R NI dzfudénts usédecthalaiys MdanSny Kilab WI @ y S Q&
observations, Jayne and her students did indeed appear very comfortable working across a range of
mediums. | observed students working with paper and pencils and then switching to the iPad in a way that
appearedse¥f Saad ¢KS aiddzRSyda 6SNB RSLIW G al22YAy3 A
y2iSa FSIGdz2NE 2y GKS &A R&eakfejourtaly 2 tSIBR ¢ 2 2 KA S WK @
2F FANI LX e (2 O2yySOiiSaddzREY (& aesdafited Friaddel))this2 6 ( K S
too, was completed without a significant shift in classroom atmosphere, with the students effortlessly
showcasing their work digitally. As | made my way around the classroom while the studensngeged in
learning tasks, | saw them navigate multiple web pages, cut and paste images and manipulate text. Thus,
WEeySQa addzRSyda | LIISFNBR (2 0SS O02YF2NIIFo6fS NBIRA
mediums.
ndodH W&y SQa ngipérdeRténsia | yR NBI RA

¢2 3JFLAY |y dzyRSNEGFYRAY3a 2F (KS aitdzRSydaqQ GKz2d
reflection with students before she started teachiRgles of summeiAs outlined in the methodology and
reiterated here, this reflection fo@ed on how they defined reading, what they liked to read and how they
FStG o2dzi NBIFIRAYy3I® Ly GKS F2ff2¢6Aay3q aSOGA2ys L a
reading practices and attitudes in the classrodtseudonyms chosdry the stuaents are used to identify

each student.

4.3.2.1 Definingreadinga y& 2F WI &8y SQa a0dzRSy l( oreBofritse Yy SR WN

YR NBIFR gNARGUSY 62NRa® teENROAYAOIt adlriSRE awsSt
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wordsandsayi KSYé¢ X 6KAOK 61 & SOK2SR o0& w2oey K2 adalkidSR
words, and you say them in your headread out loudto someore ! YR F2NJ . 20X aGwSI RAY
I OSNIFAY 0221 GKIG @&2dz fAkrdeShileyyoBuseBnlspecific 8kilis obr@atidg d o ¢

68 AadlGAy3 GKS LiNLI2AS 2F NBFIRAY3 6Fa a2 AyONBI &

GKSNB 22dz OFy aLINI OGA & KANT BNIOAILIS fwiSh yRI ya2 RN Y4 ly\BY
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 actve medhing A y3 o6& aidl dAy3a a
when you read words and it becomes @aNEB ¢ O6WSyyeuv FyR awSIFRAYy3I A& 6KS
AYIFAAYS 6KIFG @82dz  NB NBIFRAYy3IE 6¢AYY_dood ! £t SEAE SOK
Ge2dz dz&S @2dz2NJ AYIFIAY I GA2Y G2 LIAOGdZNE BKIFTG WHae K oal
students drew depicted how and where they read. For example, the images in Figure 4.1 that were drawn by
Anne{ KANI S& o6iG2L) tSFGox WHefl ONARIKGL YR WSyyeée 6062

image, she has also drawime teacher asking her questions about the book.
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Figure 4.1

Anne{ KANI SeQazx WFHeflQa FtyR WSyyeQa @OASg 27

&\
A
(V)]
Z
9p)
Z
&,

Pl

ndo dH dPH 2 Kuddits et@rgaf.@B8 38 2F WIHeySQa addzRSyida A
varioustopics and interests as those they like to read. For example, reading material ranged from books
about Australian football, in particul@pecky McGday Felica Arena, and chapter books suclkasnimo
gtilton by Elisabetta Dami ariborkdiariesd @ wl OKSt wdzaaStfx gAGK ! o0& ail
horror and horrible gross things; at the moment lamreadihg @ { 0 SLIK Sy YAy3¢éd | y2iK

students, Jimmy, stated that head nothing.

4.3.2.3 Readingcross mediums and genresWhen stating what they like to read when they
definedreading the majority of students in the class described paper chapter books. Most students used the

G2NR Wo0221Q (2 RSaKEE ofSH INSR Rikzy NBTYRP @K Sly Wl 8 y SQa
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reading most described engagement with pajpased text, and this focus was pervasive in their drawings.

{SS CAIdzNB non & Iy SEIFYLIS 2F / &NArghadv@rigsi A Yl 3§

Figure 4.2

/| @8NAE Qasz 51 8SQa YR {2LKASQa RNIgAy3Ia 2F NBIFRAY3

C 2 dzNJ 2 FBtudehtsddgriifi@dhe digital reading medium (paper and digital). Jaide stated that
awSlI RAYy3I OFly 02YS Ay RAFFSNByd F2N¥azr F2N) SEF YLX S
NBFR KFENR O2L® |yR3Z 2y |y A-mandaed diita? l&ked réadirglpregramR Sy
called RaKids (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 videoame calledarksouls T | f § K2dz3K KS RAR Of I NAFe GKI

4.3 shows his drawing.
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Figure 4.3

t @NPOAYAOIf Qa RNIgAYy3d 2F NBIRAYS3

4.3.2.4 The emotions of reading{ SHSNI f 2F WF ey SQa athalzefliigia RS
Sg218a +ta Go2NRAYy3IE YR GoFRéED  WHYSE NBFTSNNBR G2
Taylor and Dusty described the boredom that reading evokes for them. Abby stated that she liked to read,
but it could be boring ifyouh@S GKS gNBy3a 06221 ® / KNAAG2LIKSNI adzyys

ddzLISNJ 02NAY 3 tA1S 6L AGAYT F2NILATTIEET FYR GKAA Aa

125



Figure 4.4

/| KNAAG2LKSNRA RNIgAy3ad 2F NBFRAy3

IncontrastY  y@ 20KSNJ aiidzRSyda dzasS (GKS 62NR aOlFfYé 2
read. A large number described the silent and immersive nature of reading, potentially indicating that
NEFRAY3I F2NJ GKSY Aa |y AYRAGRIRIzZYi2 S20/55/ (AYa aiwk S RAAYYZE
GwSIRAYy3 FTSSta tA1S &2dz FNBE Ay AG 0SOldzaS gKSy @2
mention of any social interaction when reading was based on an independent reading strategy used in the
CAFE programm KA OK gl & Yl YyRIGSR Ay WHeySQa aokKz2z2tz OFffS
61). This involves one student listening to the other read out loud and is governed by the behavior chart that
aldldSa GdKFd addzRSyida yKaeRned)2useda®dituoic® adYhe @hdlé tom, stay S f
Ay 2yS aLRdG FyR 380 &aGFNISR NAIKG | gleég 6. 2dzaKSe

Thsa SOl A2y Kl & F20dzaSR 2y WIHeySQa adofdaRSyaiaz | yR
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