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WELCOME FROM THE EDITOR 
Welcome to volume five and edition one, of the Birmingham City University (BCU) 
Education Journal Magazine (EJM). 

As I take on my new role as lead editor for the journal, I recognise that we 
cannot start this fifth volume without acknowledging the important work of Grant 
Huddleston as he moves away from his role as lead editor. Grant’s commitment, 
passion, and vision for the journal has, no doubt, led to a quality resource for our 
teaching and research community, which has seen a total of twelve editions over 
the last four years! I am sure that many of you would join me in thanking Grant 
for his work, and for those that know him, I certainly have big shoes to fill! 

This edition of the journal contains national and international research and 
thinking. In section one, we can read about two different types of enquiry within 
our partnership. The first, around social and emotional competence development 
in early years learning from India, is joined by interesting insights about geography 
in primary schools. The second section reflects some current enquiry and practice 
into four areas- doctoral supervision, playful learning in early childhood education, 
the impact of TeacherGram on primary educators’ practice, and an article that 
explores the use of English literature to address principle-centred adolescence. 
Following this, the final section provides interesting evidence of individual enquiry 
and scholarship with three articles. Each article provides much to consider and 
include an enquiry about the relationship between physical education teachers’ 
preparedness to teach trans-inclusive physical education, the impact of school 
timetables on teaching science in Nigeria, and inclusive legal education. 

We hope you enjoy this edition. 

Best wishes 

Chris Bolton 

 

 

 

 

 

 

Our aim 
Our aim is to help support practice across our partnership schools and 
promote enquiry and research. We welcome contributions from students, 
teachers and academics who wish to make a positive difference to 
teaching and learning and believe they could help develop and support 
other’s practice. We aim to support new and experienced writers to 
submit their work so that we share a variety of perspectives. 

Our goals 
• Showcase the excellent work our BCU Students produce 
• Allow an opportunity for those interested to publish their work to promote 

positive development and reflection across our partnership schools 
• Promote confidence and competence to write for an education publication 
• Promote interest towards research and enquiry 
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RESEARCH PAPERS 
ENQUIRY AND SUPPORT WITHIN THE PARTNERSHIP 

Social and Emotional Competence in Early Years Learners 

Sonali Malhotra  
 

Introduction 

In today's fast-evolving world, advocating for humanistic 

values such as empathy , inclusivity and sustainability in 

education is more crucial than before. For example, the 

increase in children's screen time has reduced in-person 

interactions and non-technology play-time, emphasizing the 

importance of promoting empathy and teamwork in 

educational environments (Ho, et al. 2024). These values 

potentially ensure that every child has opportunities to 

thrive, realise their potential, and lead meaningful lives. 

Fairness in education relies on promoting empathy, respect, 

and acknowledging the intrinsic value of each person. This 

viewpoint is critical in promoting inclusive education, as 

supported by UNESCO (1994) and confirmed by Almalky 

and Alrabiah (2024) and Taneja-Johansson et al. (2023), who 

highlight the importance of establishing educational settings 

that bring happiness and satisfaction to all children, 

regardless of their skills or backgrounds. Yet, conventional 

education systems, influenced by the demands of the fourth 

industrial revolution, frequently prioritize memorization and 

gaining knowledge over fostering vital life skills. 

Research, such as Howe’s (2013), reveals that empathy—a 

natural human trait—can diminish over time due to 

technological distractions, an increased focus on self-

interest, and the lack of effective role models. Garnett 

(2017) agrees educators face a challenge due to this erosion, 

particularly in today's quickly changing technological world. 

According to Coskun (2019), children have a natural ability 

to understand the emotions of others, offering educators a 

special chance to promote social and emotional intelligence. 

Rahmi and Kristiawan (2024) emphasize the importance of 

the early childhood period as being crucial for children's 

development, whereas Spagnuolo (2023) stresses the ethical 

duty of teachers to offer a comprehensive educational 

journey. Through the combination of play-based methods and Social-

Emotional Learning (SEL), educators can tackle this challenge and 

promote the overall growth of children. In the face of these 

obstacles, Social-Emotional Learning (SEL) can be recognized as a vital 

tool for connecting academic and emotional growth. 

 

The Rising Importance of SEL 

Dussault and Thompson (2024) highlight how mental health 

challenges and feelings of isolation, particularly intensified during the 

COVID-19 pandemic, emphasize the critical role of SEL in education. 

SEL has the potential to transform the learning experience and 

academic outcomes by cultivating essential skills like impulse 

regulation, emotional intelligence, self-motivation, and a positive 

approach to learning and community involvement (Pianta & La Paro, 

2003). 

 

 The CASEL Framework 

Fostering learners' social and emotional competence in the classroom 

might involve a comprehensive strategy. An organised foundation can 

be established through the introduction of the CASEL (Collaborative 

for Academic, Social, and Emotional Learning) framework. [Figure 1]. 

The CASEL framework (2012) states that the approach encompasses 

valuing students by promoting open communication and active 

listening and acknowledging the intricate interplay between academic 

and emotional development. 

 

The interrelated SEL abilities of self-awareness, self-management, 

social awareness, relational skills, and responsible decision-making are 

highlighted by the CASEL Framework (CASEL, 2012). Planning, focus, 

memory, and multitasking are strengthened by these proficiencies, 

which also improve cognitive, emotional, and behavioural 

development (Centre on the Developing Child, 2011). Denham et al. 

(2003) emphasise the significance of early childhood experiences for 

play, learning, and relationship formation, underscoring the necessity 

of social and emotional competence for navigating diverse life stages 

adeptly. 
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Figure 1 below illustrates the CASEL framework, highlighting the 

interplay between academic and emotional development. 

 

 

Source CASEL (2012) 

 

To apply the CASEL framework in classrooms, educators 

can adopt strategies like creating safe, inclusive spaces, 

incorporating social-emotional learning activities, and 

fostering collaboration to enhance emotional intelligence 

and interpersonal skills. My colleagues and I have embraced 

these approaches in our practice to support holistic student 

development. 

 

Best Practices for Supporting Learners' Developing 

SEL Competence with examples. 

 

Self-Awareness 

SEL is built on self-awareness as its foundation. Educators 

can facilitate this by motivating young learners to express 

emotions during activities such as circle time. Instruments 

like the "wheel of emotions" assist children in recognizing 

and expressing their emotions. 

Examples for early year learners: 

Our practice involved using circle time to help young 

learners transition from the outer world to an inner 

environment and share emotions like "happy," "sad," or 

"excited." We began by creating a secure space for children 

to express their feelings and connect emotions to 

experiences using expressive character picture books. 

Recognizing the need for foundational Executive Function (EF) skills, 

we incorporated activities that developed cognitive flexibility, 

working memory, and inhibitory control, as highlighted by Zelazo 

(2020). For instance, we used the "Wheel of Emotions" to guide 

children in identifying and labelling feelings, and they created "Safety 

Circle" charts to represent trusted individuals. Open-ended tasks like 

drawing and art allowed children to convey thoughts and emotions 

creatively. These strategies-built confidence in articulating emotions 

and managing them effectively. Additionally, children practiced 

empathy and collaboration by listening, sharing, and responding to 

peers’ feelings. The blend of visual and interactive tools made 

abstract emotional concepts tangible and relatable for young learners.  

 

 

“Identify your emotions using the  wheel of emotions”      “Being 

aware of people in my safety circle.” 

 

“Draw what matters to you the most.”
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“Share your feelings and ideas” 

 

 

Self-Management 

Building on the circle time activity, we also explored how to 

enable young people to self-manage these emotions. Self-

management skills enable children to regulate emotions, 

manage stress, and independently follow routines and tasks. 

 

 

 

“Sensorial Play” 

 

 

 

 

In our class, we observed that children have different needs and 

respond uniquely to various sensorial experiences. The images show 

activities focusing on sensorial play, thoughtfully designed to enhance 

sensory processing and fine motor skills while catering to these 

diverse needs. In the first image, children are making slime, a 

mindfulness task that encourages sensory exploration, focus, and 

relaxation as they knead, stretch, and manipulate the material, 

creating a calming and therapeutic experience. The second image 

captures a sensorial play station with open-ended materials such as 

scissors, rubber bands, cardboard tubes, and small tools. During this 

activity, we saw children exploring, cutting, tying, and assembling the 

materials to create their own designs, fostering creativity, problem-

solving skills, and self-regulation as they worked independently. In the 

third image, children are playing with sand molds and sensory 

materials in an outdoor setting, engaging in tactile exploration and 

sensory stimulation through natural textures and patterns. This 

progression of activities aligns with the findings of Sensory Mom 

(2019), who emphasizes the importance of sensory processing in 

laying the groundwork for advanced learning and emotional 

regulation. Through these thoughtfully planned activities, we aim to 

nurture children's self-management skills, helping them regulate 

emotions, manage stress, and independently follow routines and tasks 

while addressing their unique sensory needs. 

 

Social Awareness 

Having social awareness means understanding the feelings and 

viewpoints of others. In our class, we introduced a daily story before 

the activity to provide context and spark the children’s imagination. 

For instance, in the first image (below), children engaged in a "Life on 
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the Farm" role-play. Since some may not have experienced a 

farm, we connected it to real-world contexts through a farm 

visit, inviting an expert, and involving someone from the 

school community with farm experience. These connections 

enriched their understanding and set the stage for pretend 

play, where they assumed roles like farmers or animals, 

fostering teamwork, responsibility, and empathy. In the 

second image, children participated in "Creating a Strengths 

Chain." They first discussed their own strengths in a group, 

building self-awareness and confidence, and then engaged in 

peer-group activities to recognize and illustrate each other’s 

strengths. This promoted mutual respect, belonging, and 

social connectedness. Noel et al.(2024) advise that a well-

stocked role play area can have multicultural dress up 

costumes and props, dolls, home furniture like tables and 

chairs, food and utensils, kitchen accessories, cash registers, 

phones, recipe books, notebooks and more. Through these 

activities, children develop essential skills for understanding 

and connecting with others, managing relationships, and 

fostering social awareness. 

 

Examples  

“Role play – Life on the farm ”

 

 

 

““Creating a Strengths chain ”

  

 

Relationship  Skills  

Relationship skills, such as working together, effective 

communication, and resolving conflicts, are essential for young 

learners and can be nurtured through carefully designed activities. 

Engaging in turn-taking games and collaborative storytelling has 

proven to be particularly effective in developing these skills. For 

example, during turn-taking games, we noticed that some children 

initially struggled to wait for their turn. This required gentle 

reminders and practical demonstrations, such as passing a ball and 

learning to play ‘fairly’, to teach patience and the value of taking 

turns. 

Another activity involved children creating gratitude cards for their 

friends, which helped them understand and express respect and 

appreciation for others. Linked to this, we explored the use of 

conflict resolution stories to deepen their relational understanding. 

One favourite story this term has been My Mouth is a Volcano by Julia 

Cook. By using this story to model how characters resolve conflicts 

peacefully and encouraging children to find collaborative solutions, 

we observed that children began to play more cooperatively, showed 

increased empathy toward their peers, and demonstrated a growing 

ability to understand and consider the emotions of others. These 

activities collectively contributed to fostering essential relationship 

skills in a supportive and engaging environment. 

 

• Examples for early years learners: 

“Making a card for your friend”                                          “Learning 

to play together.” 
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Responsible Choices 

 

Educating children about making responsible decisions 

includes aiding them in identifying feelings, understanding 

others' perspectives, and thinking about their behaviours. By 

participating in inquiry-based units that reflect the school's 

core values of love, empathy, discipline, and respect, 

students were urged to explore themselves and cultivate a 

feeling of responsibility. 

In "My Healthy Choices," linked to a science inquiry, 

students created balanced meals to understand healthy 

eating, demonstrating discipline and respect for their well-

being. Similarly, in "Sharing the Planet," students explored 

environmental responsibility, showing love and empathy for 

the Earth and its living beings. These activities encouraged 

thoughtful, responsible choices, reflecting the school’s values 

and fostering meaningful action in their daily lives. 

“ Care for our world ”

 

 

“ My Healthy Plate ” 

   

 

 

Integrating Social-Emotional Learning (SEL) Models and 

Practices in Early Childhood Education 

 

Charis and Lane (2024) refer to the Pyramid Model that is used 

around the world by educators to work on promotion, prevention 

and intervention for social emotional development of children. 

Another training model that is gaining popularity mentioned by 

Zarra-Nezhad et al. (2024) is the  POMPedaSens program, launched 

in 2019 in Finland, described to be a universal preventive intervention 

for Early Childhood Education and Care (ECEC) settings, focusing on 

enhancing teacher-child interactions, self-regulation, peer 

relationships, and reducing behavioural risks in children aged 5–6. For 

example, by focusing on emotional availability, the POMPedaSens 

program is designed with measurable improvements in children’s 

ability to manage stress and build positive peer relationships, aligning 

closely with SEL goals. Rooted in positive psychology and 

developmental neuroscience, it promotes emotional availability, 

group involvement, and a shared understanding of brain-body 

connections to foster early social-emotional learning (SEL). Seligman 

(2011) suggested that PERMA (Positive Emotion, Engagement, 

Relationships, Meaning and Accomplishment) are five measurable 

elements that make up well-being. Seligman (2018) gives a host of 

strategies for each of the elements directing the educator’s attention 

towards certain practical ways of building overall well-being. While 

SEL has gained prominence in early childhood education, its 
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integration into daily practices can present unique 

opportunities for growth.  

One consideration is the need for more comprehensive 

teacher training and resources to seamlessly incorporate 

SEL into classroom routines. Additionally, balancing 

academic goals with SEL priorities may require thoughtful 

planning, particularly in traditional educational settings that 

prioritize cognitive outcomes.  

Finally, cultural differences in how emotions are expressed 

and understood can enrich SEL practices but also require 

careful adaptation to meet the needs of all children. To 

support educators in these efforts, professional 

development programs can offer practical, hands-on training 

in SEL, equipping teachers to foster emotional intelligence 

through modelling and engagement. Technology, such as 

SEL-focused games and digital tools, can serve as supplementary 

resources to reinforce self-awareness and empathy in playful and 

interactive ways. Schools may also benefit from fostering 

collaboration among teachers, parents, and mental health 

professionals to build cohesive support systems. For example, peer-

sharing groups among educators can create spaces to exchange ideas, 

celebrate successes, and address challenges collectively, enriching the 

overall SEL experience for children and educators alike. 

While SEL models provide structured frameworks for fostering 

social-emotional development, the role of play as a central 

mechanism for learning in early childhood cannot be overlooked. Play 

offers an organic and engaging context where children naturally 

explore emotions, relationships, and problem-solving, making it a key 

theoretical foundation for implementing SEL practices effectively. 

 Theoretical Foundations of SEL in Play 

 

Source : Howard and McInnes (2013) 

 

The dual role of play in cognitive and emotional 

development has been emphasized by theorists such as 

Piaget, Vygotsky, and Erikson for a long time. Froebel (1845) 

saw play materials as "gifts" for fostering creativity, a view 

also shared by Elkind (2008) and Howard & McInnes (2013). 

Engaging in play is crucial for overall education as it 

enhances creativity, emotional strength, and the ability to solve 

problems. Whitaker (2023) underscores Article 31 and General 

Comment 17 of the United Nations Convention on the Rights of the 

Child to elevate play in mirroring the fundamental needs of 

sustenance, and security, emphasizing its quintessential role in a 

child's well-being.  Tonkin (2024) extends this by noting that as 

children grow, play evolves into societal interactions that nurture 
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health and cohesion. Gyekye-Ampofo et al. (2023) affirm 

that play is a natural and essential medium for learning. 

 This theoretical understanding underscores the importance 

of incorporating structured and unstructured play as core 

elements of SEL, as exemplified by models like the Pyramid 

Model and the POMPedaSens program. 

The Role of Play in SEL   

Play is a natural and vital way for children to explore, learn, 

and build foundational skills. Samuelsson and Carlsson 

(2008) highlight play's symbiotic link with learning.   

Structured and Unstructured Play 

Play can be structured (guided activities) or unstructured 

(free exploration). Both forms enhance originality, emotional 

resilience, and critical thinking. Unstructured play allows 

children to express themselves in relaxed settings, 

promoting creativity and self-expression. 

Designing Play-Based Opportunities 

Educators can create play-based environments with open-

ended materials that encourage exploration. Reflective 

practices like asking, “Are we providing enough 

opportunities for unstructured play?” can guide 

implementation. 

 

Practical Applications and Play Resource Selection 

We draw insights from literature, such as the work of Jean 

Piaget (1978), to guide our understanding of how stages of 

play not only reflect age-appropriate behaviours but also 

serve as essential building blocks for cognitive, social, and 

emotional development. The following chart outlines age-

specific play resources that we have learnt and observed to 

be age appropriate. However, we do note overlaps at times 

where the progression from one stage to the other might 

vary or be swift depending on the level of exposure a child 

has to play based opportunities or underlying delays. 

 

Age Type of 

Play 

Basic 

Resources 

0-3 

Months  

Unoccupied 

Play  

Soft rattles , 

Hanging 

mobiles 

0-2 

Years 

Solitary Play  Stacking toys , 

textured 

books 

2-3 

Years  

Parallel Play  Blocks , Push 

and Pull toys 

3-4 Associative Play kits , 

Years  Play  Pretend Play , 

Puzzles 

4-6 

Years  

Cooperative 

Pay 

Board games , 

Group 

projects 

 

This framework reflects Piaget’s stages of cognitive development, 

where solitary play aligns with the sensorimotor stage, parallel play 

supports symbolic thought, and associative and cooperative play 

encourage social interactions and shared goals. This method is based 

on the knowledge of contemporary educators such as Rushton, 

Juola-Rushton, and Larkin (2010), who highlight the importance of 

promoting personalized paths for development. Moreover, we 

incorporate materials from CASEL for implementing play-based 

methods that boost Social and Emotional Learning (SEL). By utilizing 

play for both teaching and developmental purposes, we highlight its 

crucial role in promoting overall child growth. Through consistent 

observation, collaboration, and a shared commitment to children’s 

development, we ensure our practices align with theoretical and 

practical frameworks, creating an environment where every child’s 

potential can flourish. 

 

Conclusion 

A significant challenge in fostering SEL is maintaining objectivity and 

focusing on observable behaviours. It ensures that our notes and 

interventions are grounded in facts rather than influenced by 

assumptions or biases. This objectivity is critical for accurately 

identifying a child’s needs and implementing strategies that support 

their development. Yet, this process can be emotionally demanding, 

especially when progress appears slow or when recurring behavioural 

challenges arise. 

 

Social and Emotional Learning (SEL) initiatives require a commitment 

to consistent observation and open communication between 

teachers and parents. By actively sharing insights, providing feedback, 

and conducting regular progress discussions, we establish a cohesive 

support system that promotes measurable outcomes like improved 

emotional regulation, enhanced social interactions, and reduced 

behavioural concerns. 

 

Every child's social and emotional journey is unique, necessitating 

tailored support. Teachers play a pivotal role in this process, as their 

ability to manage their own emotions directly influences children’s 

emotional learning (Denham et al., 2012). Through emotional 

scaffolding, educators help children navigate and understand 

emotions, creating personalized experiences that respect their 

individual identities, cultural backgrounds, temperaments, and social 
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histories. By leveraging these strengths and fostering 

meaningful interactions, teachers can significantly impact 

children's growth. 

 

Patience remains a cornerstone of effective teaching. It 

extends beyond merely waiting for progress—it is about 

consistently offering encouragement, creating a positive 

environment, and fostering resilience and empathy. By 

prioritizing SEL through intentional practices, educators can 

nurture children into empathetic, socially responsible 

individuals, shaping a future rooted in compassion and 

understanding. Maintaining our own emotional equilibrium 

as educators is equally crucial. By intentionally and 

compassionately embracing social and emotional learning, 

we not only help children develop in all aspects but also help 

create a more empathetic and inclusive society for the 

future. 
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How should the Single Story in Geography be reduced in primary schools? 

Yasmin Powell - Primary Teacher, Turves Green Primary School.  

 

Introduction 

 

The overall objective of this research is to 
develop an understanding of how the Single Story 
in Geography can shape the worldviews of 
primary school children.  The research has been 
split into two key aims.   
 
Aim One: to find out associate teachers' 
knowledge of the single story.  
 
Aim Two: to find out how the single story can 
be reduced to provide children with a more 
balanced and well-rounded perspective of 
different countries and the world.  
 
This topic is vital to ensure that future 
generations grow up with an awareness of our 
diverse world and to prevent the perpetuation of 
harmful stereotypes.  The findings provide 
valuable feedback for policy improvements.  The 
remainder of this section provides a contextual 
background of the single story.  
 
A contextual background of the Single Story 
Since the inclusion of geography into the National 
Curriculum in 1988 (Lambert and Hopkin, 2013) 
there has been a greater focus on subject 
knowledge.  The National Curriculum (2013) 
states children must be taught about diverse 
people, and resources, enabling them to grow up 
with a rich understanding of the world they live 
in.  Palin (2011) and Miller (2020) believe that 
geography is an incredibly relevant subject that 
has never been more crucial that in today’s 
world.  
 
Literature review 
 
Introduction 
This literature review aims to explore the 
concept of the single story of a place in 
geography education and its implications for 
teaching and learning.  It looks at key authors, 
and publications relating to the single story and 
geography, and contains a focus on the Single 
Story of Africa.  
 
 
Single story in geography education  
 
Catling and Willy (2018) believe that “Cultural 

awareness and diversity” is a key concept in geography 
and is a vital subject for children of today.  It 
encompasses local and global differences, differing 
cultural interests, places, and identities (Rawlinson and 
Willy, 2019).  The Geographical Association (N.D) 
believe that challenging the single story enables children 
to gain a better understanding of the world. 
 
A single story leads to many concerns, it provides an 
oversimplified analysis of a place, perpetuates 
stereotypes (Adichie, 2009), and can lead to 
misunderstandings (Barlow, 2021).  Ofsted (2023) 
analysed children’s misconceptions in geography and 
concluded that the most frequent misconceptions 
related to places and people who lived there.   
 
Single Stories are caused by generalisations, 
misunderstandings, and a lack of information (Barlow, 
2021; Achidie, 2009).  Case studies are a specific study 
on a place of group of people, and when portrayed 
accurately provide children with “real situations from 
the surroundings in which they live” (Hofmann and 
Svobodava, 2017). 
However, when they are portrayed inaccurately, they 
can lead to an overly simplistic analysis of the place, 
ignoring important aspects such as culture, geography 
and other elements of their landscape and identity.  
Ofsted (2021) provides an example of Bangladesh in 
their subject review series.  While Bangladesh is a real-
world example of flooding, focusing solely on this limits 
the country to being known for floods, therefore 
creating a Single Story narrative.  In other words, a 
Single Story narrative is limiting a place to a simple 
defining fact or factor, therefore ignoring everything else.   
There are many different thoughts surrounding how 
Single Stories are caused.  Barlow and Whitehouse 
(2019) believe that the media can lead to certain groups 
and places being stereotyped.  Madimba and Ukata 
(2022), explain that education is partly responsible for 
the biases we see today, due to how overlooked some 
places are in geography education.  Whereas Scoffham 
(2017), believes that geography education is entirely 
responsible for “developing a secure framework of 
world knowledge and understanding”.  Adichie (2009) 
however, believes that media, storybooks, and the word 
of mouth contribute to the creation of the single story. 
 
 
While often unintentional, single stories can arise due to 
geography lessons.  Textbooks can present a 
stereotypical view of the world often emphasizing 
poverty, conflict, and underdevelopment in certain 
regions while overlooking the diversity and complexity 
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of these places.  Winter (1997) discussed a single 
story about an ethnic group in Kenya called the 
Maasai.  She pointed out that some textbooks 
about these people were written solely from a 
Western perspective and did not include 
viewpoints from the Maasai themselves, 
therefore portraying a limiting and incomplete 
perspective of the culture.   Winter (1997) raised 
the question of how the story would differ if the 
Maasai had written about their own culture and 
beliefs.  Although this study was published in 
1997, many other authors have warned about 
ethnocentric biases; a term used when other 
groups are judged by one's cultural standard 
(Biddulph, Lambert and Balderstone, 2020).  For 
example, this can lead to groups being portrayed 
as “not with the times” because they are being 
compared to a Western cultural standard for 
example.   
 
Chimamanda Adichie 
 
The idea of a single story has increased in 
popularity since Chimamanda Adichie’s (2009) 
Ted Talk where she discussed her personal 
experiences surrounding the single story.  While 
her Talk was beneficial in providing explanations 
and examples of the single story, it is important 
to note the stories included are personal to her 
own life and therefore may not apply to others.   
 
Adichie’s TED talk explains that single stories can 
perpetuates stereotypes, leads to an 
oversimplified perspective of a place, and can 
often contain outdated and problematic 
perspectives.  She discussed how the literature 
from the “West” exposed to her at a young age 
led her to creating characters with the same 
traits and gave her the misconception that people 
like her could not exist in literature.  This same 
idea can apply to children in the classroom; if 
they are only being presented with British and 
American texts, they too may grow up believing 
people like them cannot exist in literature.  
Adichie shared multiple examples of when the 
single story had impacted her life.  She once 
visited a local village which she was told was very 
poor, however, to her surprise when she visited 
although it was poor the village had many other 
important aspects.  This showed how easily single 
stories are created, in this case just using a single 
word to describe a place.  When Adichie was in 
America she was victim to the same treatment, 
with Americans believing that all Africans were 
poor and could not speak English.  Adichie used 
the example of her trip to Mexico to explain that 
even when the consequences of single stories are 

known, they can still be believed and perpetuated 
 
Representation of Africa  
Africa is a continent that has been repeatedly subjected 
to a single story.  It is often taught through the lens of 
“economic development” (Ofsted, 2023) and despite 
being made up of 54 countries (World Population 
Review, 2024), it is often misrepresented as a single 
place, with a focus on poverty and slavery (Scoffham, 
2017; APPG Africa, 2022).  Africa is thought to be hot 
and dusty with lots of wildlife, exotic communities, and 
vulnerable and disadvantaged children (Corrado, 2022; 
Wainaina, 2005; Corrado and Robertson, 2019).  This 
perception of Africa not only minimises the versatile 
continent's rich culture, the wealth places have, but also 
the issues, such as corruption and conflict that Africa has 
had to overcome (Corrado, 2022).  According to 
GeogLive (2023), these perspectives cause humiliation 
for Africa.  
 
There have been many studies over the years, into 
children’s perceptions of Africa.  Storm (N.D) 
discovered that primary school children focused on the 
natural environment and the wildlife of Africa, with lions 
and the heat being the most mentioned topics.  A study 
by Gambrill (1996) reached a similar conclusion, with 
children focusing on the natural environment and 
wildlife.  This time however, disease, refugees, and wars 
were also mentioned (cited in Scoffham, 2017). 
 
Although these studies are old, Oberman et al (2014) 
studied nine-year-old Irish Children’s perspectives on 
Africa.  They too reached similar conclusions.  The 
children thought Africa was poor and the people 
travelled long distances to get drinking water.  This 
shows that throughout the years children’s views on 
Africa still rely on stereotypes.    
 
An article titled “I Didn’t Know There Were Cities in 
Africa” provides an overview of a conversation between 
students and their teachers about Africa (Randolph and 
DeMulder, 2008).  Similar to previous studies, the 
children could tell the teacher that Africa was hot, and 
there were lots of animals, but when asked what jobs 
they had the children found it tricky.  “Picking fruit” and 
“growing corn” were the two responses, highlighting the 
images children had of Africa.  This shows that children's 
understanding of Africa is limited to a single story, 
ignoring the diverse urban spaces across the continent 
(Randolph and DeMulder, 2008).  
 
However, this article discusses children from the US’s 
thoughts and perspectives on Africa in 2008, so 
therefore may not be applied to the UK's children's 
beliefs today.  The demographic of the children asked 
may also affect the results.  Weigand (1991) stated that 
children from Indian and Pakistani backgrounds had 
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more knowledge of Africa than 
their English counterparts.  
 
A more recent report by APPG Africa (2022) 
discussed perspectives and thoughts on Africa 
from children in the UK.  The report noted that 
Africa is rarely discussed positively and has many 
negative connotations such as that it is an “exotic 
and primitive place in need of Britain’s support” 
(APPG Africa, 2022).  The report states that for 
many British people, Africa is full of stereotypes 
of poverty, corrupt regimes, and safaris.  These 
generalisations are left as a form of knowledge 
and as seen as fact to many people, therefore 
leading to prejudices that can limit nations future 
growth.  These prejudices can be damaging to 
children and the UK’s relationship with Africa.  
 
A survey conducted by the APPG (2022) 
revealed that schools are not doing enough to 
decrease misconceptions and prejudices about 
Africa among children.  The survey found that 
simple actions could reduce the number of 
children who leave school with incorrect 
perspectives on Africa.  The study identified 
several key issues, including viewing Africa as a 
single country full of poverty and struggle and 
having a victim narrative that defines Africa's 
path.   
 
Adichie (2009) states stories have the potential 
to create a single story.  For instance, “Handa’s 
Surprise” (Browne, 1994), despite being 30 years 
old, is still commonly used in the classroom and 
reinforces the stereotype that Africa is a place 
where impoverished children live in huts and 
travel long distances every day.  Children’s films 
such as “The Jungle Book” (1967), Madagascar 
(2005), and The Lion King (1994) also perpetuate 
stereotypes that Africa is a large expanse of 
wildlife with big animals.  
 
While these stories are more than 15 years old, 
more modern stories such as “The Water 
Princess” (Verde, 2016) and “Trash” (Mulligan, 
2010), both portray Africa as a land full of poor 
and disadvantaged children.  However, the 
problem is that when representing a place 
simplification is necessary and no story can show 
the complete picture (Barlow and Whitehouse, 
2019).  However, if Africa is repeatedly shown in 
the same stereotypical way, it can create a fixed 
and incomplete image of the continent in the 
child's mind (Ofsted, 2021). 
 
While representation in story books has 
remained the same, children’s information books, 

however, have improved in recent years.  The front 
cover of “Investigating Continents: Africa” (Juarez, 2019) 
shows a large city along with the landscape and 
environment, already disproving stereotypes from the 
front cover alone.  The front cover of "Africa, Amazing 
Africa: Country by Country” (Atinuke, 2019) further 
shows that Africa is not a single story and shows cars, 
boats, cities, and technology on the front cover, 
therefore challenging the stereotypes of Africa.  This 
links to Barlow’s idea that we need to challenge 
stereotype to reduce problematic conclusions of a place 
(GeogLive, 2023). 
 
How to overcome the single story? 
 
The Ofsted review of geography (2021) has important 
implications for geography education as well as in 
primary schools.  The review emphasizes the importance 
of carefully selecting case studies to avoid limiting 
children's understanding of an event or place.  GeogLive 
(2023) build on this idea and state that case studies need 
to be of an increased quality, with well thought out 
information.  Ofsted (2021) state that case studies 
should highlight cultures, environments, economic 
conditions, and how they change over time and location, 
to help students appreciate them.  Barlow (2021) 
created a similar list of things he believed should be 
considered when teaching children about a distant place; 
including physical features such as landforms, climate, 
seasons, habitats, everyday people’s lives, work, and 
culture.  He says only then will children begin to get a 
sense of a place.  
 
Hammill (2021) believes that using primary sources 
when teaching children is most important because it 
ensures accuracy and currency of the case study.  This 
idea is supported by primary school teachers who 
believe showing children different pictures of a place 
encourage them to think about alternative views they 
may have not come across (Lambent Productions, 2009).  
This supports the important role that geography 
teachers play in developing children's ability to think 
from multiple perspectives (Winter, 1997).  
 
The ‘three lamps’ model, as suggested in the Ofsted 
review (2021) like Barlow (2021) suggests teaching case 
studies in greater detail.  The ‘three lamp’ model 
explains that only when we study the natural science/ 
positive perspective, the humanistic perspective, and the 
social science can we “reveal a place in all its 
technicolour, or multidimensional complexity” 
(Geographical Association, 2014). 
 
A different way to overcome and reduce the single story 
is by reducing the amount of case studies.  Ofsted 
(2023) found that many schools tried to cover too many 
places, using one case study per topic.  This led to 
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limited understanding and a lack of geographical 
understanding, both of which increased the single 
story.  Both Ofsted (2021; 2023) and Roberts 
(2013) suggest a multi-faceted approach to avoid 
this reductive approach.   
Using a multi-faceted approach allows many 
topics to be explored through one case study, 
enabling children to gain richer, deeper 
geographical knowledge and to think critically 
about people and places (Biddulph et al, 2015; 
Ofsted, 2021).  Teachers also need to be aware 
of the messages that textbooks can give about 
people and places (Biddulph, Lambert and 
Balderstone, 2020). 
 
To summarise, the concept of the single story is 
a vital issue in geography.  It can limit children’s 
understanding of the world and perpetuate 
negative stereotypes and biases.   
 
Research design 
In this section, I will be discussing the design of 
my study, as well as the positives and limitations 
of my decisions.  The data collection technique, 
questionnaire structure, and ethical 
considerations will be discussed.    
 
Data collection technique 
To collect the data for my research, a 
questionnaire consisting of 11 questions was 
distributed.  A questionnaire was chosen due to 
the anonymised nature of the method as well as 
allowing me to gather participants from a large 
sample size, while also being inexpensive, reliable, 
and easy for participants to 
complete.  Distributing and conducting the 
questionnaire online further helped to increase 
the sample size and ease of participants (Cohen, 
Manion, and Morrison, 2017).   
Interviews were not chosen because while they 
provide flexible and varied data, collecting a large 
amount of data from the chosen population 
would have posed a challenge (Cohen, Manion, 
and Morrison, 2017). 
 
However, questionnaires are not without their 
limitations.  Often some participants may fail to 
complete and return them on time (Cohen, 
Manion, and Morrison, 2017).  However, to 
account for this as suggested by Gorard (2003), I 
sent the questionnaires to a larger sample than 
necessary, to ensure there would be enough data 
to analyse.   
 
Sampling 
The questionnaire was distributed to associate 
teachers enrolled in the BA Primary Education 

(with QTS) and PGCE Primary Education courses at a 
university in the West Midlands, England.  This is a type 
of non-probability sampling, known as convenience 
sampling, which involves choosing people who are 
available and accessible to complete the survey (Cohen, 
Manion, and Morrison, 2017).   
 
The questionnaire had a low response rate due to the 
time-consuming nature and large number of 
questionnaires sent to the same population from other 
researchers in the same short period.  The entire 
population of associate teachers’ responses were 
included in this study and therefore the analysis.     
 
The sample is limited to a single university and may not 
be applicable to other universities, nevertheless it 
provides a comprehensive insight into associate teacher's 
knowledge on the single story.  
 
Structure of questionnaire 
 
When structuring my questionnaire, I used the common 
sequence of questionnaires as outlined in “Research 
Methods in Education” (Cohen, Manion, and Morrison, 
2017). The questionnaire began with a generic factual 
question, “Have you previously taught geography in a 
primary school?”.  Next was a series of closed questions, 
where participants had to answer based on a scale from 
strongly disagree to strongly agree.  Finally, there were 
open questions, such as “How do you think we can 
reduce the single story in primary geography?” (Cohen, 
Manion, and Morrison, 2017).  
 
The questionnaire was made up of both open and closed 
questions.  The closed questions provided participants 
with limited answer options and gathered qualitative 
data, which is more specifically in the form nominal data.  
This allows the data to be analysed quicker, while 
providing reliable conclusions (Cohen, Manion, and 
Morrison, 2017).  Closed ended questions reduced time 
spent on questionnaires by participants, therefore 
reducing ethical concerns (Bailey, 1994).  However, 
closed questions can lead participants to choose an 
answer even if it is not completely representative of 
their thoughts and beliefs. 
Open-ended questions were used to generate a rich set 
of valid and reliable data (Cohen, Manion, and Morrison, 
2017; Krosnick and Presser, 2010). However, 
participants can often leave these questions unanswered, 
due to time constraints (Cohen, Manion, and Morrison, 
2017).   
Using a combination of open and closed questions, as 
well as differing the options given keeps participants 
engaged through taking the questionnaire.  
 
Ethical considerations 
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Due to questionnaires being an intrusion into the 
lives of the participants (Cohen, Manion, and 
Morrison, 2017) informed consent was 
gathered.  Informed consent as defined by Diener 
and Crandall (1978) is telling participants what 
the study is about and what is required so they 
can choose whether to participate in the 
research (cited in Cohen, Manion, and Morrison, 
2017).  Prior to participants completing the 
questionnaire an overview of the study was 
provided, containing its purpose, information on 
data protection, and information on ethics.  This 
allowed participants to weight up the risks and 
benefits of being involved, therefore allowing 
them to make an informed decision.  
 
 
Results analysis and discussion 
 
The study is a small-scale study, with 20 
participants.  Due to the low number of 
participants, the decision has been made to 
include the entire population into the sample.  
This provides an insightful look at associate 
teachers opinions and perspectives of geography 
and the single story.   
 
The sample is split equally between participants 
that have taught geography in a primary school 
and those who have not.  Due to this, I can 
analyse if teaching geography leads to different 
perspectives on geography, place, and the single 
story.   
The remainder of this section will be a discussion 
and analysis of the results from the questionnaire.  
Any patterns and trends will be identified and 
discussed to reach conclusions about the two 
aims of the research.  
 
 
Analysis 
Aim One 
The first aim of this research was to find out 
associate teachers' knowledge of the single story. 
 

 
Figure One 

 
Figure one shows participants responses to the question 
“Do you know what a Single Story is in geography?” As 
can be seen a high majority of participants (65%) did not 
know what the single story in geography was.  This 
shows that associates teachers’ knowledge on the single 
story is poor.    This links to Winter’s (1997) belief that 
geography teachers play an important role in developing 
children’s ability to think from multiple perspectives, so 
if teachers are not aware of this issue, then they may be 
unaware of how they may contribute to the single story 
and the issues this may cause.   
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Figure Two 
 
As can be seen from Figure Two there is a slight 
relation between those who have taught 
geography and those who are knowledgeable on 
the single story.  Out of the ten whom had 
taught geography  
only 20% knew what the single story was.  There 
is a significant difference for participants who 
have not taught geography, with 50% of them 
knowing what the single story is.   
Upon reflection, asking participants what year of 
study they were in, would have been beneficial to 
examine the relationship between study year and 
knowledge of the single story.  
 
It is important to note that due to the low 
number of participants the difference between 
those who know what the single story is and 
have taught geography and those who have not, 
is only a difference of three participants.  
Therefore, these conclusions are not 
representative of all associate teachers.  
  
To summarise, the associate teachers in this 
sample have poor knowledge on the single story, 
which in the future could lead to the single story 
not being reduced.  Among the participants that 
had taught geography, their knowledge was 
slightly better.  This could be due to a lack of 
education in university surrounding the topic, 
lack of confidence from associate teachers, or 
lack of participation and concentration in 
lectures.  A different possible explanation is 
associate teachers forgetting the information they 

have learnt in favour of other topics.  The implication of 
this is knowledge is poor and not recapped by mentors 
and Continuing Professional Development (CPD). 
 
 
Aim two:  
The second aim of this research is to find out how the 
single story can be reduced to provide children with a 
more balanced and well-rounded perspective of different 
countries and the world.   
 

    
Figure Three 
 
Figure Three shows the extent to which participants 
agree that showing children the art of how a country is 
represented can limit creating a single story.  This figure 
shows that the majority (55%) of participants responded 
with neutral, while 35% agreed with the statement.   
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Figure Four 

 
Figure Four shows if participants knowledge on 
the single story affect their answer to “To what 
extent do you think showing children art of how 
a country is represents can limit creating a single 
story?” 

In the questionnaire, I briefly explained the concept of 
the single story, however, those who answered “yes” to 
the question “Do you know what a Single Story is in 
geography?” can be assumed to have an understanding of 
the single story.   
 
When examining the responses, of those who had 
previous knowledge on the single story (blue), there is a 
narrower distribution, with the responses divided 
between only two bars.  This is in contrast to the three-
bar distribution for those who were not aware of the 
single story (orange).   
 
Participants familiar with the single story, had a more 
positive response with 0 participants disagreeing with 
the statement.  This contrasts with the 15% of the 
participants who were not familiar with the single story 
and disagreed that exposing children to art can limit the 
creation of the single story.  This shows experience and 
understanding greatly impact associate teachers’ 
answers.  
However, while this is the case, a larger percentage 
(38%) of participants who did not know what the single 
story is agreed with the above statement compared to 
28% who did know what the single story is.   
 
Another approach to addressing aim three involved 
asking participants the open question “How do you think 
we can reduce the single story in primary geography?”.  
This question provided a variety of responses, with many  
participants giving multiple ways to reduce the single 
story.  
 
                                            

    
Suggestion to reduce the single 
story 

Number of times 
suggested 

More/ different perspectives 13 
More/different sources 7 
Include concrete resources 2 
Invite guests 1 
Include a comparison of different 
countries 1 
Teach about biases 1 
Unsure 2 

 
Table One: Table One shows the categories the answers were grouped into, as well as the frequency of 
mentions.  As can be seen, the most popular suggestion was to include more/ different perspectives, with this being 
suggested 13 times, more than half of the sample.  Participants emphasised the importance of providing a holistic view 
that taught multiple perspectives.  This is similar to the 90% of participants who strongly agreed or agreed that it is 
important for children to have multiple perspectives of a place.  
 

One participant suggested that to reduce bias, and 
therefore the single story, perspectives from both 
low and high-income areas should be discussed.  
Another recommended teaching children about 

perspectives from people who lived in the past as well as 
the present.  Additionally, it was suggested to share 
perspectives from visitors, natives, and people with a 
variety of gender, age, and economic perspectives.  While 
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some of these perspectives may be challenging to 
teach younger children, ensuring there is a range 
of perspectives is beneficial. These ideas are similar 
to Ofsted's (2021) "Three Lamp Model" which 
suggests teaching multiple perspectives of a place.  
 
The second most popular suggestion was to 
include more/ different sources.  These 
suggestions align with Barlow (2021), who suggests 
that to reduce the single story, rich case studies 
that use a variety of sources should be used.  As 
well as Barlow, many other teachers believe that 
showing different perspectives via pictures 
encourages children to think about alternative 
views (Lambent Productions, 2009).   
 
Other suggestions by the participants, included the 
inclusion of concrete resources, inviting guests to 
share thoughts, including a comparison of different 
countries. One suggestion that I found particularly 
interesting was the idea of explicitly teaching 
children about biases. The participant explained 
that children should be taught what a bias is, that 
perspectives on a place can be skewed, and that 
children should be reminded to be open-minded.  
Barlow (2021) agrees that in-depth discussions of a 
place should occur.   This links to Biddulph, 
Lambert and Balderstone’s (2020) perspective that 
teachers need to be aware of potential biases.   
 
Interestingly none of the participants suggested the 
multi-faceted approach as suggested by Ofsted 
(2021; 2023) and Roberts (2013).  This could be 
due to their lack of knowledge regarding the single 
story.  
 
To summarise, despite having poor knowledge of 
the single story in geography, participants had lots 
of beneficial ideas, which are supported by 
research to give as suggestions.  
 
Recommendation 
 
The first recommendation I would make is that 
single story becomes a statutory topic for all 
universities to teach to ensure that future teachers 
are aware what it is, the issues around it, and how 
it should be solved. It is important to note that the 
single story was covered in lectures at this 
university, however the knowledge as shown 
above, is still poor. To address this universities 
could give out work that is compulsory for 
associate teachers to ensure that they are engaging 
with the topic. 
 
Secondly, school leadership teams should ensure 
that staff knowledge is high and up to date on this 

topic and surrounding issues. They can do this by offering 
CPD to ensure that not only are staff up to date, but they 
teach geography and distant places in a way that reduces 
stereotypes. As mentioned previously, schools should 
consider using a multi-faceted approach to ensure 
children receive a variety of information and perspectives 
on the same country.  This once again should be discussed 
with the staff during CPD.   
 
Another way leadership could support in reducing the 
single story is by inputting learning about biases into the 
curriculum. Giving teachers the time and resources to 
teach about bias allows children to acknowledge biases in 
the future, therefore reducing the likelihood they will 
believe and follow stereotypes of a place.  
 
Finally, government leaders should make teaching about 
bias a statutory part of the geography National 
Curriculum. This will ensure that school leadership will 
have to give teachers the time to teach this in the 
classroom. This change will not only support the teaching 
of distant places in geography but will also be helpful for 
other subjects in and outside of the classroom.   
 

Conclusion  
 

The research concluded that overall, the participants 
knowledge of the single story is poor. However, they 
could suggest many ways to overcome the single story 
which is supported by research outlined in the literature 
review.  
 

Changes to study  
Future studies should aim to use a larger sample of 
participants from a range of universities so knowledge of 
the single story could be compared between different 
universities. Further studies could ask questions relating 
to the demographic of participants, such as what year of 
study they were in and their past geography knowledge, 
therefore allowing increased analysis.  

 

References 

 

• Adichie. C (2009) The danger of the single story. Available at: 

https://www.ted.com/talks/chimamanda_ngozi_adichie_the_d

anger_of_a_single_story#t-1101088 (Accessed: 22/04/2024) 

• APPG Africa (2022) Education Inquiry Report. Available at: 

https://www.dropbox.com/sh/ttqt3l5flceoj6y/AABWRYd4FO

6Bwg8JsifY0-

GAa?dl=0&e=1&preview=RAS_APPGA_Education+Inquiry_

A4+Report_final_1.1.pdf (Accessed: 04/05/2024) 

• Atinuke (2019) Africa, Amazing Africa: Country by Country. 

Walker Books 

• Bailey. KD (1994) cited in Cohen. L, Manion.  L, and 

https://www.ted.com/talks/chimamanda_ngozi_adichie_the_danger_of_a_single_story#t-1101088
https://www.ted.com/talks/chimamanda_ngozi_adichie_the_danger_of_a_single_story#t-1101088
https://www.dropbox.com/sh/ttqt3l5flceoj6y/AABWRYd4FO6Bwg8JsifY0-GAa?dl=0&e=1&preview=RAS_APPGA_Education+Inquiry_A4+Report_final_1.1.pdf
https://www.dropbox.com/sh/ttqt3l5flceoj6y/AABWRYd4FO6Bwg8JsifY0-GAa?dl=0&e=1&preview=RAS_APPGA_Education+Inquiry_A4+Report_final_1.1.pdf
https://www.dropbox.com/sh/ttqt3l5flceoj6y/AABWRYd4FO6Bwg8JsifY0-GAa?dl=0&e=1&preview=RAS_APPGA_Education+Inquiry_A4+Report_final_1.1.pdf
https://www.dropbox.com/sh/ttqt3l5flceoj6y/AABWRYd4FO6Bwg8JsifY0-GAa?dl=0&e=1&preview=RAS_APPGA_Education+Inquiry_A4+Report_final_1.1.pdf


Education Journal Magazine 

21 

 

 

Morrison.  K (2017) Research Methods in Education.  

Taylor and Francis Group. 

• Barlow. A and Whitehouse. S (2019) Mastering 

Primary Geography. Bloomsbury Publishing Plc 

• Barlow. A (2021) ‘The dangers of ‘Single Stories’ in 

primary geography education’, in K. Doull’s Teaching 

a Diverse Primary Curriculum. A SAGE Publishing 

Company: London.  

• Biddulph. M, Lambert. D, and Balderstone. D (2020) 

Learning to Teach Geography in the Secondary School: A 

Companion to School Experience.  Taylor & Francis 

Group 

• Biddulph et al, 2015 cited in Geographical 

Association (2020) Classroom strategies for tackling 

the whiteness of geography. Available at: 

https://www.proquest.com/docview/2472670442?pq

-

origsite=gscholar&fromopenview=true&sourcetype

=Scholarly%20Journals (Accessed: 07/05/2024) 

• Browne. E (1994) Handa’s Surprise. Walker Books 

• Catling, SJ, and Willy, T 2018, Understanding and 

Teaching Primary Geography, SAGE Publications, 

Limited, London. 

• Cohen. L, Manion. L, and Morrison.  K (2017) 

Research Methods in Education. Taylor and Francis 

Group. 

• Corrado. E (2022) Decolonising geography to 

unshackle the representation of Africa. Available at: 

https://pure.roehampton.ac.uk/portal/en/publications

/decolonising-geography-to-unshackle-the-

representation-of-africa (Accessed: 04/05/2024) 

• Corrado. E and Robertson. L (2019) Kenya: 

Challenging negative Perceptions around the ‘African 

Child’.  Available at: 

https://pure.roehampton.ac.uk/portal/en/publications

/discourses3-kenya-challenging-negative-

perceptions-around-the-afr (Accessed: 04/05/2024) 

• Diener.  E and Crandall.  R (1978) cited in Cohen.  

L, Manion.  L, and Morrison.  K (2017) Research 

Methods in Education.  Taylor and Francis Group. 

• Gambrill. A (1996) cited in Scoffham.  S (2017) 

Young Children’s Ideas of Different Nations, Peoples and 

Cultures: A Research Perspective.  Available at: 

https://repository.canterbury.ac.uk/item/881q1/youn

g-children-s-ideas-of-different-nations-peoples-and-

cultures-a-research-perspective (Accessed: 

04/05/2024) 

• GeogLive (2023) GeogLive 13 Place Local to Global from 

@EYPPC_GA.  Available at: (110) GeogLive 13 Place Local to 

Global from @EYPPC_GA - YouTube (Accessed: 

29/04/2024) 

• Geographical Association (2023) Geography.  Available at: 

https://education.nationalgeographic.org/resource/geography-

article/ (Accessed: 15/04/2024) 

• Geographical Association (2014) ‘Focus on teaching about 

places’, Teaching Geography.  Available at: 

https://portal.geography.org.uk/downloads/journals/TG_AUT

_2014_ALL.pdf (Accessed: 07/05/2024) 

• Geographical Association (N.D) A Different View.  Available 

at: https://geography.org.uk/wp-

content/uploads/2023/01/GA_ADVBookletFULL.pdf 

(Accessed: 24/04/2024) 

• Gorard.  S (2003) cited in Cohen.  L, Manion.  L, and 

Morrison.  K (2017) Research Methods in Education.  Taylor 

and Francis Group. 

• Hammill.  A (2021) cited in Ofsted (2021) Research review 

series: geography.  Available at: 

https://www.gov.uk/government/publications/research-

review-series-geography/research-review-series-

geography#fnref:124 (Accessed: 07/05/2024) 

• Hofmann.  E and Svobodová.  H (2017) Case Studies in 

Geography Education as a Powerful Way of Teaching Geography.  

Available at: 

https://www.researchgate.net/publication/309304649_Case_S

tudies_in_Geography_Education_as_a_Powerful_Way_of_T

eaching_Geography#:~:text=A%20case%20study%20presents

%20an,everyday%20life%20through%20geography%20educati

on (Accessed: 17/04/2024) 

• Juarez.  C (2019) Investigating Continents: Africa.  Raintree 

• Krosnick.  J, A and Presser.  S (2010) cited in Cohen.  L, 

Manion.  L, and Morrison.  K (2017) Research Methods in 

Education.  Taylor and Francis Group. 

• Lambent Production (2009) Primary Geography: Overseas 

Localities.  Teachers TV [Online video] Available at: 

https://video-alexanderstreet-

com.bcu.idm.oclc.org/watch/primary-geography-overseas-

localities/transcript (Accessed: 07/05/2024) 

• Lambert.  D and Hopkin.  J (2013) A possibilist analysis of the 

Geography National Curriculum in England.  Available at: 

https://discovery.ucl.ac.uk/id/eprint/1541374/1/Lambert_A%2

0possibilist%20analysis%20of%20the%20Geography%20Natio

nal%20Curriculum%20in%20England.pdf (Accessed: 

15/04/2024) 

https://www.proquest.com/docview/2472670442?pq-origsite=gscholar&fromopenview=true&sourcetype=Scholarly%20Journals
https://www.proquest.com/docview/2472670442?pq-origsite=gscholar&fromopenview=true&sourcetype=Scholarly%20Journals
https://www.proquest.com/docview/2472670442?pq-origsite=gscholar&fromopenview=true&sourcetype=Scholarly%20Journals
https://www.proquest.com/docview/2472670442?pq-origsite=gscholar&fromopenview=true&sourcetype=Scholarly%20Journals
https://pure.roehampton.ac.uk/portal/en/publications/decolonising-geography-to-unshackle-the-representation-of-africa
https://pure.roehampton.ac.uk/portal/en/publications/decolonising-geography-to-unshackle-the-representation-of-africa
https://pure.roehampton.ac.uk/portal/en/publications/decolonising-geography-to-unshackle-the-representation-of-africa
https://pure.roehampton.ac.uk/portal/en/publications/discourses3-kenya-challenging-negative-perceptions-around-the-afr
https://pure.roehampton.ac.uk/portal/en/publications/discourses3-kenya-challenging-negative-perceptions-around-the-afr
https://pure.roehampton.ac.uk/portal/en/publications/discourses3-kenya-challenging-negative-perceptions-around-the-afr
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://www.youtube.com/watch?v=LwN4ctZmw2g&t=7s
https://www.youtube.com/watch?v=LwN4ctZmw2g&t=7s
https://education.nationalgeographic.org/resource/geography-article/
https://education.nationalgeographic.org/resource/geography-article/
https://portal.geography.org.uk/downloads/journals/TG_AUT_2014_ALL.pdf
https://portal.geography.org.uk/downloads/journals/TG_AUT_2014_ALL.pdf
https://geography.org.uk/wp-content/uploads/2023/01/GA_ADVBookletFULL.pdf
https://geography.org.uk/wp-content/uploads/2023/01/GA_ADVBookletFULL.pdf
https://www.gov.uk/government/publications/research-review-series-geography/research-review-series-geography#fnref:124
https://www.gov.uk/government/publications/research-review-series-geography/research-review-series-geography#fnref:124
https://www.gov.uk/government/publications/research-review-series-geography/research-review-series-geography#fnref:124
https://www.researchgate.net/publication/309304649_Case_Studies_in_Geography_Education_as_a_Powerful_Way_of_Teaching_Geography#:%7E:text=A%20case%20study%20presents%20an,everyday%20life%20through%20geography%20education
https://www.researchgate.net/publication/309304649_Case_Studies_in_Geography_Education_as_a_Powerful_Way_of_Teaching_Geography#:%7E:text=A%20case%20study%20presents%20an,everyday%20life%20through%20geography%20education
https://www.researchgate.net/publication/309304649_Case_Studies_in_Geography_Education_as_a_Powerful_Way_of_Teaching_Geography#:%7E:text=A%20case%20study%20presents%20an,everyday%20life%20through%20geography%20education
https://www.researchgate.net/publication/309304649_Case_Studies_in_Geography_Education_as_a_Powerful_Way_of_Teaching_Geography#:%7E:text=A%20case%20study%20presents%20an,everyday%20life%20through%20geography%20education
https://www.researchgate.net/publication/309304649_Case_Studies_in_Geography_Education_as_a_Powerful_Way_of_Teaching_Geography#:%7E:text=A%20case%20study%20presents%20an,everyday%20life%20through%20geography%20education
https://video-alexanderstreet-com.bcu.idm.oclc.org/watch/primary-geography-overseas-localities/transcript
https://video-alexanderstreet-com.bcu.idm.oclc.org/watch/primary-geography-overseas-localities/transcript
https://video-alexanderstreet-com.bcu.idm.oclc.org/watch/primary-geography-overseas-localities/transcript
https://discovery.ucl.ac.uk/id/eprint/1541374/1/Lambert_A%20possibilist%20analysis%20of%20the%20Geography%20National%20Curriculum%20in%20England.pdf
https://discovery.ucl.ac.uk/id/eprint/1541374/1/Lambert_A%20possibilist%20analysis%20of%20the%20Geography%20National%20Curriculum%20in%20England.pdf
https://discovery.ucl.ac.uk/id/eprint/1541374/1/Lambert_A%20possibilist%20analysis%20of%20the%20Geography%20National%20Curriculum%20in%20England.pdf


Education Journal Magazine 

22 

 

 

• Madagascar (2005) Directed by: Tom McGrath and 

Eric Darnell.  The United States: DreamWorks 

Animation.  

• Madimba.  A and Ukata.  C (2022) It’s a Continent: 

Unravelling Africa’s history one country at a time.  

Coronet 

• Miller.  G (2020) Geography really matters!  Available 

at: 

https://portal.geography.org.uk/downloads/journals/P

G_AUT_2020_MILLER.pdf (Accessed: 16/04/2024) 

• Mulligan.  A (2010) Trash.  Definitions 

• Oberman, R. et al. (2014) cited in Scoffham.  S 

(2017) Young Children’s Ideas of Different Nations, 

Peoples and Cultures: A Research Perspective.  Available 

at: 

https://repository.canterbury.ac.uk/item/881q1/youn

g-children-s-ideas-of-different-nations-peoples-and-

cultures-a-research-perspective (Accessed: 

04/05/2024) 

• Ofsted (2023) Getting our bearings: geography subject 

report.  Available at 

https://www.gov.uk/government/publications/subject

-report-series-geography/getting-our-bearings-

geography-subject-report (Accessed: 07/05/2024) 

• Ofsted (2021) Research review series: geography.  

Available at: 

https://www.gov.uk/government/publications/researc

h-review-series-geography/research-review-series-

geography#fnref:124 (Accessed: 06/05/2024) 

• Palin.  M (2011) geography students hold the key to the 

world’s problems.  Available at: 

https://www.theguardian.com/education/2011/aug/18

/geography-top-10-alevel-

subjects#:~:text=Many%20employers%20prize%20th

e%20knowledge,relatively%20low%20level%20of%20

unemployment (Accessed:18/04/2024) 

• Randolph. B and DeMulder.  E (2008) “I Didn’t Know 

There Were Cities in Africa” Available at: 

https://www.bu.edu/africa/files/2016/02/Randolph-et-

al-Cities-in-Africa-2008.pdf (Accessed: 04/05/2024) 

• Rawlinson.  S and Willy.  T (2019) ‘Introduction’ in 

Geographical Association’s Leading Primary 

Geography.  Severn: UK 

• Roberts, M (2013) cited in Geographical Association 

(2020) Classroom strategies for tackling the whiteness 

of geography.  Available at: 

https://www.proquest.com/docview/2472670442?pq

-

origsite=gscholar&fromopenview=true&sourcetype=Scholarl

y%20Journals (Accessed: 07/05/2024) 

• Scoffham.  S (2017) Young Children’s Ideas of Different Nations, 

Peoples and Cultures: A Research Perspective.  Available at: 

https://repository.canterbury.ac.uk/item/881q1/young-

children-s-ideas-of-different-nations-peoples-and-cultures-a-

research-perspective (Accessed: 18/04/2024) 

• Storm.  M (N.D) as cited in Fyson, N. (1984) The 

Development Puzzle, London: Hodder and Stoughton. 

• The Jungle Book (1967) Directed by Wolfgang Reitherman.  

The United States: Walt Disney 

• The Lion King (1994) Directed by Roger Allers and Rob 

Minkoff. The United States: Walt Disney 

• Verde.  S (2016) The Water Princess.  G.P. Putnam's Sons 

Books for Young Readers.  

• Wainaina. B (2005) How to write about Africa.  Available at: 

https://www.bu.edu/africa/files/2013/10/How-to-Write-

about-Africa.pdf (Accessed: 04/05/2024)  

• Weigand (1991) cited in Scoffham.  S (2017) Young Children’s 

Ideas of Different Nations, Peoples and Cultures: A Research 

Perspective.  Available at: 

https://repository.canterbury.ac.uk/item/881q1/young-

children-s-ideas-of-different-nations-peoples-and-cultures-a-

research-perspective (Accessed: 04/05/2024) 

• Winter.  C (1997) cited in Biddulph.  M, Lambert.  D, and 

Balderstone.  D (2020) Learning to Teach Geography in the 

Secondary School: A Companion to School Experience.  Taylor & 

Francis Group 

• World Population Review (2024) Countries in Africa 2024.  

Available at: https://worldpopulationreview.com/country-

rankings/countries-in-africa (Accessed: 04/05/2024) 

 

 

 

 

 

 

 

https://portal.geography.org.uk/downloads/journals/PG_AUT_2020_MILLER.pdf
https://portal.geography.org.uk/downloads/journals/PG_AUT_2020_MILLER.pdf
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://www.gov.uk/government/publications/subject-report-series-geography/getting-our-bearings-geography-subject-report
https://www.gov.uk/government/publications/subject-report-series-geography/getting-our-bearings-geography-subject-report
https://www.gov.uk/government/publications/subject-report-series-geography/getting-our-bearings-geography-subject-report
https://www.gov.uk/government/publications/research-review-series-geography/research-review-series-geography#fnref:124
https://www.gov.uk/government/publications/research-review-series-geography/research-review-series-geography#fnref:124
https://www.gov.uk/government/publications/research-review-series-geography/research-review-series-geography#fnref:124
https://www.theguardian.com/education/2011/aug/18/geography-top-10-alevel-subjects#:%7E:text=Many%20employers%20prize%20the%20knowledge,relatively%20low%20level%20of%20unemployment
https://www.theguardian.com/education/2011/aug/18/geography-top-10-alevel-subjects#:%7E:text=Many%20employers%20prize%20the%20knowledge,relatively%20low%20level%20of%20unemployment
https://www.theguardian.com/education/2011/aug/18/geography-top-10-alevel-subjects#:%7E:text=Many%20employers%20prize%20the%20knowledge,relatively%20low%20level%20of%20unemployment
https://www.theguardian.com/education/2011/aug/18/geography-top-10-alevel-subjects#:%7E:text=Many%20employers%20prize%20the%20knowledge,relatively%20low%20level%20of%20unemployment
https://www.theguardian.com/education/2011/aug/18/geography-top-10-alevel-subjects#:%7E:text=Many%20employers%20prize%20the%20knowledge,relatively%20low%20level%20of%20unemployment
https://www.bu.edu/africa/files/2016/02/Randolph-et-al-Cities-in-Africa-2008.pdf
https://www.bu.edu/africa/files/2016/02/Randolph-et-al-Cities-in-Africa-2008.pdf
https://www.proquest.com/docview/2472670442?pq-origsite=gscholar&fromopenview=true&sourcetype=Scholarly%20Journals
https://www.proquest.com/docview/2472670442?pq-origsite=gscholar&fromopenview=true&sourcetype=Scholarly%20Journals
https://www.proquest.com/docview/2472670442?pq-origsite=gscholar&fromopenview=true&sourcetype=Scholarly%20Journals
https://www.proquest.com/docview/2472670442?pq-origsite=gscholar&fromopenview=true&sourcetype=Scholarly%20Journals
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://www.bu.edu/africa/files/2013/10/How-to-Write-about-Africa.pdf
https://www.bu.edu/africa/files/2013/10/How-to-Write-about-Africa.pdf
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://repository.canterbury.ac.uk/item/881q1/young-children-s-ideas-of-different-nations-peoples-and-cultures-a-research-perspective
https://worldpopulationreview.com/country-rankings/countries-in-africa
https://worldpopulationreview.com/country-rankings/countries-in-africa


Education Journal Magazine 

23 

 

 

 

CURRENT ENQUIRY AND PRACTICE 

Shapes of Doctoral Supervision- A Practitioner Enquiry to Explore Elements of Co-Supervision 

Dr Chris Bolton - Senior Lecturer 

 
 

Introduction 

Earlier this year, I was fortunate to be part of a 

Community of Practice (CoP) for doctoral 

supervision. This SEDA (Staff and Educational 

Development Association) approved course was the 

first time in my capacity as a supervisor that I had 

space to (re)consider my role in the supervisory 

relationship and it provided me with time to reflect 

on my impact as a supervisor for doctoral candidates 

and master’s degree students.  

 

The study of academic supervision is well researched 

(Lee, 2011; Parker-Jenkins, 2018; McAlpine, 2013; 

Petersen, 2007) and in no way am I attempting to re-

hash what already exists! Usefully too, there are 

frameworks and guidance for this process, such as the 

United Kingdom Council for Graduate Education’s 

‘Good Supervisory Practice Framework’ (Taylor, 

2019). However, this article is an attempt to add to 

that discourse from a personal point of view as I share 

some findings from my practitioner enquiry. What 

emerged as a key interest of mine through the CoP 

was exploring my private individual thinking and 

feelings about supervision in a more public space in an 

attempt to co-create relationships with fellow 

doctoral supervisors and further understand my own 

experience of being a supervisor.  

 

Evidently, the practice of graduate supervision can be 

viewed as a private or hidden practice (Manathunga, 

2005) with McAlpine (2013: 265) demonstrating in her 

research that supervision can be “viewed as a one-to-

one relationship” in which both the supervisor and 

supervisee are “privately managing the experience”. 

However, I wanted to see if my private experience(s) 

of supervising graduate students might align with 

other supervisors’ experiences. 

 

The challenge? 

During my experience(s) as a supervisor I was often, 

and sometime still am, left asking myself if am I doing 

enough in supervision? Is what I am doing good 

enough for the supervisee? Is my role useful? These 

questions are often exacerbated when considering my 

role and involvement within one of my co-supervisory 

teams, where I then question where I fit in within the 

team, what do they think of my contribution(s), and 

wonder if we are moving along an aligned supervisory 

pathway. Essentially, these questions, and my 

experience(s) so far, leave me with a feeling of 

supervisory schizophrenia, which leads me to feelings 

of professional insecurity, doubt and uncertainty.  

Despite this, the CoP provided me with a useful 

pedagogical space to share these questions and 

feelings. As such, the CoP and I engaged in discourse 

as a way to develop our practice as supervisors (Ryan, 

2015). From our discussions it was evident that I was 

not alone in my feelings of professional doubt. Making 

my private experiences public through the CoP 

became an interesting learning space for my skills as a 

graduate supervisor.  
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Emerging from this it became apparent to me, that my 

supervisory schizophrenia was being driven by my 

relationship to others (supervisee and co-supervisors) 

and my relationship to the supervisory process itself. I 

was becoming aware that my relationship to the 

supervisee was also being affected by my relationship 

with my co-supervisors. As a result, I started to think 

more deeply about relationships, personalities, and 

co-supervision.  

 

Co-supervision forces supervisors to consider not 

only their intra-personal skills but also their inter-

personal skills. This is something highlighted through 

Kálmán et als’. (2022: 454) work in which they state 

that “… the fit between supervisors and doctoral 

candidates is relevant in the areas of expectations and 

thinking, as well as in personality and styles”. This 

relationship between expectations and personality 

within supervision is interesting with Petersen (2007: 

479) noting that “… in the supervisory relationship 

the process of producing and regulating self and 

others is continuously being played-out” but that 

framing this ‘playing-out’ is that all parties are “… 

busy getting it right”.  

 

The plan  

As a result of this, I wanted to see/compare/contrast 

my co-supervisory team’s ‘styles and shapes’ of 

doctoral supervision. To do this I adapted Lee’s 

(2011) questionnaire about successful research 

supervision. Lee’s  

 

 
Figure 1 - Findings from self-evaluation- Co-supervision Team 

 

 

questionnaire is part of a larger research based 

practical framework that offers a way for academics 

to explore their effectiveness within supervision. 

Underpinning this approach, Lee’s work examines 

different approaches to supervision, such as 

supervision being ‘functional’, a process of 

‘enculturation’, a space to develop ‘critical thinking’, 

an act of ‘supporting emancipation’, and a method of 

‘relationship development’, to advance independent 

skills in research and academic writing for the 
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supervisee. 

 

Having adapted the questionnaire, I used it to evaluate 

what I believed my role in supervision was. I then 

informally approached my co-supervisory colleagues 

and asked them to complete the questionnaire with 

the aim of (re)considering our co-supervisory 

relationship to the student we were supervising. The 

results of the questionnaire, which linked to the five 

approaches outlined above, were then mapped onto a 

spider graph/radar chart to ‘see’ the different shapes 

of our supervisory roles. 

 

Figure 1. below shows how each member of the co-

supervisory team evaluated their beliefs about 

themselves as a supervisor. The shape(s) show the 

strengths and deficits in Lee’s five approaches to 

supervision. The higher the score in a particular area, 

the wider the shape. The orange shape represents the 

director of studies (DoS) within our co-supervisory 

team, with the green representing the second 

supervisor (G2) and the blue representing myself 

(Bm), making up this tri-partite crew!  

 

Once completed, I then combined the colour shapes 

of the self-evaluation process in order to begin to 

compare our ‘styles’ of doctoral research (figure 2.). In 

doing so, I began to ‘see’ the different areas we 

believed we were collaboratively ‘covering’ during our 

co-supervision. 

 
Figure 2 - Doctoral styles compared 

 

Discussion 

When comparing the different shapes, I was surprised 

to learn that a ‘strongest’ area of value for me in the 

supervisory process was the value of relationship. To 

some extent, this ‘surprise’ was not as surprising as I 

first thought, particularly given my feelings of 

supervisory schizophrenia explored earlier in this 

article. It was evident through the self-reflective 

process, that my need for relationship within the 

learning process was significantly higher than that of 

my colleagues, and this means that potentially my 

feelings of insecurity are being driven by a lack of 

relationship. This feeling is strengthened, perhaps, as 

all our supervision happens online via MSTeams. 

Despite this, I am left questioning if I am too 

‘personal’ in my teaching and supervisory relationships 
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and this might be explained by my own pedagogical 

background in drama education. 

 

Evidently, this practitioner enquiry shows me that in 

order to develop as a doctoral supervisor, I might 

need to expand my supervisory ‘shape’ and focus on 

developing areas such as ‘critical thinking’ and 

‘enculturation’ more strongly. Interestingly, the view 

of supervision as a process of enculturation was 

significantly higher for my co-supervisors, who both 

valued this similarly. Lee (2011: 48) suggests that 

supporting enculturation “…refers to the process of 

socialisation or acculturalisation into the discipline, 

the working milieu” and potentially my area of 

development here might be stymied by my relatively 

limited experience as a doctoral supervisor.  

When looking at the shapes individually, there are a 

number of areas for consideration. Evidently, the DoS 

shape is larger and covers a greater area compared to 

G2 and Bm. This may be as a result of the DoS having 

more experience of supervision. This might also mean 

that the DoS’s larger shape is a result of previous 

supervisory experiences that have been used when 

completing this enquiry. Interestingly, both shapes for 

DoS and G2 are similar, whereas my doctoral shape is 

different. Obviously, differences are to be expected 

but the similarity of my co-supervisors’ shapes is 

notable. When we discussed this, we considered the 

role of gender as a potential explanation for this, with 

G2 and the DoS being female and myself being male. 

On reflection, however, this is an overly simplistic 

way to view the data, but it does offer some potential 

interesting avenues for exploration and research in 

the future- to what extent might gender affect the 

supervisory relationship? 

 

The notion of emancipation within the supervisory 

process was notably scored lower for all three of us. 

This might mean that we value this less compared to 

other areas of supervision. Lee (2011: 94) explains 

that in this approach “…the academic wants the 

student to find their own direction and values and to 

decide to apply them to their research”. Having 

discussed this as a supervisory team it was felt that 

this is something that we collectively wanted for our 

‘shared’ doctoral candidate but that the personality 

and identity of our student was potentially limiting our 

approach to this due to her own needs within the 

supervisory relationship. It is beyond the limits of this 

study to explore the role and impact of the supervisee 

on the supervisory relationship; however, this is 

potentially another area of research for the future- to 

what extent do the needs of the supervisee affect the 

supervisory relationship?   

 

Linked to this, and having reflected on the collective 

doctoral shapes, I was left wondering to what extent 

our research student was overloaded. Clearly, she 

faces the demands of conducting a doctoral 

qualification on a part-time basis whilst working. 

However, I wondered if having three supervisors, with 

complimenting (and competing) styles and shapes was 

overloading her direction with her research. Again, 

whilst recognising the limits of this practitioner 

enquiry, this too could be another area to potentially 

research. Perhaps the title of this might be “Do the 

overlapping of ‘styles’ from the supervisory team 

provide the doctoral candidate with a good enough 

experience?”. 

 

Conclusion(s) 

Overall, this experience of the CoP and having the 

space to re-consider my role as a doctoral supervisor 

has been useful, revealing and thought provoking. In 

concluding my practitioner enquiry, I believe that 

there are two main areas, for me personally, to 
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develop when working as a supervisor and as part of a 

supervisory team. 

 

I think that a clearer calibration of expectations is 

needed at the start of any doctoral supervision work 

and that using a ‘tuning’ activity like the one at the 

centre of this enquiry might be useful. Taylor (2019: 

14) interesting notes that there can be “…mismatches 

between the expectations of candidates and 

supervisors which can adversely affect their 

relationship” and that supervisors might ensure there 

is some form of expectation calibration. Whilst this is 

useful, I might extend this and suggest that co-

supervisors might also engage in this type of 

calibration activity before supervising and/or during 

supervision. In doing so, this might lead to a greater 

sense of togetherness and relatability. 

 

As part of this calibration, adopting a sense of 

openness to negotiating identity(ies) for both the 

supervisor and supervisee might be useful to address. 

Green (2005: 153) notes that “…doctoral education 

is as much about identity formation as it is about 

knowledge production” and this is something that has 

become evidently clear through my own reflection 

and enquiry into this area. By agreeing and adapting to 

the needs of others in the supervisory relationship it 

might mean that all involved in the process glean from 

it, what it is that they need. 

 

Above these two aims I believe that I am committed 

to getting it right (Petersen, 2007), whatever that 

means for those involved in the supervisory 

relationship. As such, I am now developing a stronger 

interest in how to identify, and potentially overcome, 

‘interpersonal difficulties’ in co-supervision. This 

development might be underpinned by a stronger 

focus on developing notions of ‘critical thinking’ and 

‘enculturation’ into the world of doctoral study. 

Similarly, exploring and using the ‘shapes of doctoral 

supervision’ approach might also go some way to 

understanding the formation of future co-supervisory 

teams.  
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Developing Critical Thinking in Early Childhood Education Through Playful Learning Provocations 

Sasha Ann Kwan – Indus Training and Research Institute, Bangalore, India 

 

Introduction 

 

O’Reilly et al. (2022) state that critical thinking is the 

most important skill set education systems must 

develop for students. Critical thinking, however, can 

be linked to many subcomponents of cognitive abilities 

such as logic, reasoning, inferences, abstraction, 

problem-solving, and making informed choices that 

educators must understand and implement 

consciously while working with young learners. It 

plays a pivotal role in the cognitive abilities of an 

individual. It informs one's decision-making, self-

directed, and reflective skills to think abstractly or 

with purposeful intention and logical reasoning. It is a 

metacognitive thinking process that propels cognitive 

decision-making to all dimensions of a person's life, 

such as social-emotional, psychological, and 

physiological contexts. Therefore, what does critical 

thinking look like in early childhood, and what is the 

relevance of nurturing it? 

 

In a world that is changing so rapidly, the onset of the 

digital age has played a vital role in the decline of play 

and critical thinking in young children (Gray 2011). 

According to Noviza (2019), Research on the 

prolonged use of gadgets in early childhood hampers 

development in many areas, including cognitive 

development and critical thinking. However, Lai’s 

(2011) Research suggests that critical thinking can be 

developed at a very early age and is seen as a crucial 

competence and skill for innovation, it lends itself to 

the creative thinking process imperative to the 21st 

century. It, therefore, must be taken into 

consideration that young children can develop critical 

thinking through cognitive stimulations and 

provocations in the learning designs within the 

curricular framework. To understand and analyse how 

young learners can develop critical thinking, the 

practitioner plays an important role in stimulating 

metacognition in young learners.  

https://www.tandfonline.com/doi/full/10.1080/03075079.2016.1153622
https://www.tandfonline.com/doi/full/10.1080/03075079.2016.1153622
https://www.frontiersin.org/journals/psychology/articles/10.3389/fpsyg.2021.567664
https://www.frontiersin.org/journals/psychology/articles/10.3389/fpsyg.2021.567664
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The metacognitive abilities of young learners are 

potentially undervalued, with some practitioners being 

unconscious of how learning and thinking are 

demonstrated through play. In my observation of my 

local context of preschool environments in private 

and public schools in Bangalore, India, most educators 

still primarily focus on developing cognitive faculties in 

young learners through a didactic pedagogical 

approach, with more emphasis on factual information 

and knowledge, with limited application of child-

appropriate developmental learning processes. 

Gholam (2019) Societal needs have changed over the 

course of time and decades; hence, it is of utmost 

importance that, as educators, we can design and 

perceive the challenges that lie ahead of our learners 

to be better equipped with core competencies such as 

critical thinking for future success. Therefore, 

competency building and lifelong learning in early 

childhood education play an important role in the 

repertoire of an early childhood practitioner. Playful 

provocations provide opportunities for young learners 

with open-ended resources, materials, and 

experiences that can create a context for learning to 

further explore ideas or inquiry either independently 

or in groups through play. While analysing learners' 

thought processes and fostering critical thinking 

through play, the skill of using playful provocations 

with open-ended questions to engage in shared 

meaning-making allows for multiple interpretations 

and perspectives. 

 

Context  

The present study was conducted in a preschool 

environment with learners aged 4 to 5 years old. The 

context of learners was multicultural and comprised 

of different nationalities and linguistic abilities. The 

focus of the study is to analyse how practitioners can 

enhance critical thinking through playful learning 

provocations. This study seeks to focus on the role of 

a teacher's pedagogical understanding and ability to 

identify opportunities to nurture critical thinking while 

keeping in mind the cognitive abilities, of young 

learners without being intrusive while at play and 

interrupting the flow of thinking by answering 

primarily two questions;

 

How can critical thinking opportunities be captured 

and developed in young learners? 

 

How do open-ended questions encourage critical 

thinking or metacognition, even in young learners? 

 

Literature Review  

 

2.1 Manifestation of Critical Thinking through Play  

Play is the highest form of learning, demonstrating 

multiple cognitive abilities that a learner exhibits 

naturally. According to Vygotsky (1896–1934), young 

learners demonstrate the highest level of thinking and 

abstraction through play. These mental processes can 

be studied and developed with the help of a 

knowledgeable other in the zone of proximal 

development. Therefore, according to Kangas et al. 

(2023), children do not see play as a tool for learning 

but rather as an innate desire to explore the world. 

During play, children create meaning-making, 

frequently using skills and agency that operate within 

the zone of proximal development, resulting in the 

creation of new knowledge and skill development that 

is crucial to growth and development.  

In a study conducted by Kamarulzaman (2015), young 

learners learn through play, which increases their 

ability to think; however, it is not clear how pre-

service and in-service teachers perceive how play 

increases the ability to think and, if so, how they use 
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opportunities in play to build critical thinking. If play is 

seen to enhance critical thinking in young learners, 

many factors contribute to play. The learning 

environment, observations of play to inform 

pedagogical practice, and provocations designed to 

cultivate critical thinking, including the practitioner’s 

active participation in the learning process, play a 

pivotal role in enhancing and stimulating cognitive 

abilities; therefore, the understanding of a 

practitioner's role in enhancing such learning 

opportunities and identifying when they are taking 

place organically is crucial, to further stimulate 

metacognition in young learners.  

 

2.2 The Role of the Practitioner in Cultivating Critical 

Thinking  

 

Paul and Elder (2020) propose that if educators are to 

teach critical thinking, it must come from a place of 

clarity. Therefore, in my practical experience, play is 

viewed as a way of building a concrete understanding 

of the world through interactions with the physical 

world and harnessing critical thinking that is crucial to 

development. While working with young learners, it is 

important to take into consideration various learning 

contexts about the learner and work to design a 

conducive environment that is sensitive to the 

learner's needs. The most important aspects of my 

recent early childhood education teacher training 

programme in Finland were the power of observation 

and active teacher agency. According to Kangas et al.'s 

(2021) research on Nordic early childhood pedagogy, 

pedagogy serves in early childhood education to 

promote and scaffold learning. In co-creating new 

knowledge, skills, and competence, teachers are seen 

as equal active agents of learning, hence it is 

imperative to have an ongoing reflective practice.  

 Murdoch (2021) mentions that of all pedagogical 

tools used to cultivate curiosity, a practitioner's 

greatest repertoire is questioning. Teacher questions 

not only focus on what the learner is learning but also 

on how learning unfolds, giving insightful ways to 

understand how thinking occurs. Questions lie at the 

heart of inquiry not only from the teacher's 

perspective but also redirect our focus to 

understanding and taking interest in the types of 

questions young learners use at play, giving 

practitioners insights into the way young learners 

develop critical thinking. Questions have a powerful 

influence on a learner's reflective abilities and 

metacognition, even in the early years. However, in 

my personal experience, it also must be noted that 

the art of questioning is a skill or competence that 

most practitioners are continuously working on and, if 

not done well, can also limit critical thinking in young 

learners.  

 

Korthagen (2022) states that core reflections help 

practitioners become aware of the obstacles and 

understand the patterns, creating alternative ways in 

which action-oriented reflections become a way of 

building competence in educators. According to 

Dewey (1933), It is important to develop independent 

thinking rather than receiving answers. For Dewey, 

critical thinking should be activated by engaging 

Learners in a problem-based learning experience, 

rather than on the information available to them. In 

support of this notion, McBride (1991) distinctly 

highlights the difference between thinking and critical 

thinking. In the broadest sense, meaning-making is 

made out of something that has no meaning or out of 

an experience; on the other hand, critical thinking is 

focused on the processes and skills that are required 

to develop decision-making for problem-solving. 
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Reflective Discussion 

 

3.1 The Power of Observation in Play 

Through my observations of young learners at play in 

my professional role as an early childhood educator, I 

was able to analyse the use of provocations as a 

teaching strategy while taking a developmental 

perspective to acknowledge learners’ understanding. 

This helped me gain insight into how learners 

replicate and analyse thinking through play. I 

maintained observational records of these play 

sessions of learners from multicultural backgrounds 

and multilingual abilities over time to inform my 

observation of how play is an integral way of shared 

meaning-making out of experiences while at play.  

 

Observation 

of Group 1  

Time 

duration: 40 

Minutes 

Age Group: 

4 to 5 Year 

Olds 

Structured 

Play  

It is interesting to see how 

learners despite diverse 

linguistic backgrounds still 

found ways to communicate 

with each other for shared 

group work during 

structured play. Learners 

were given the task of 

constructing any model of 

choice using different kinds 

of materials such as Lego 

blocks. Learners were seen 

conversing with each other 

about the textures of 

different types of materials 

they had collected and 

agreeing or disagreeing with 

each other if the materials 

would be able to support the 

model of the house. It was 

interesting to see that 

critical thinking in young 

learners could also mean 

negotiation of ideas, 

experimenting exploring and 

taking from a social 

construct context as well.  

Observation 

of Group 2 

Time 

Duration 40 

Minutes 

Age Group 

4 to 5 Year 

Olds 

Free Play  

learners were seen playing 

with a tool kit to fix a 

tricycle. It was interesting to 

observe that learners were 

able to create imaginary 

problems and scenarios such 

as a garage and broken cars 

that needed to be fixed. It 

was observed even though 

the toolbox sparked the 

imaginary idea, however, 

what was more interesting 

was the shared notion of the 

things that needed to be 

fixed. Therefore, it is not 

always explicit how learners 

demonstrate critical thinking 

through play, but could be 

implicit shared ideas that are 

connected to finding the 

problem, in this case, the 

imaginary broken cars in the 

garage.  

 

Table 1 Observation of Play 
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During my observations, I have come to understand 

that play stimulates curiosity and imagination which 

became evident when young learners quite often use 

multiple skills while at play, such as non-verbal and 

verbal cues like listening, communicating, making 

inferences, attaching meaning to experiences and 

objects, and quite often displaying scientific thinking 

competencies like predicting, testing, experimenting, 

and problem-solving ideas. Thus, it becomes evident 

that learning is dynamic and there is no 

compartmentalisation. If all of these skills are 

observed through simple play-based activities that 

young learners are engaging in, then it is a missed 

window of opportunity if educators do not utilise 

these self-directed play engagements to enhance 

critical thinking.  

 

3.2 The Use of Provocations During Play 

The use of provocations to cultivate curiosity in early 

childhood education is a skill that educators could 

seamlessly blend into the curriculum and the learning 

engagements to ensure that it would be natural for 

the learners to engage in and build on critical thinking. 

As per Gholam (2019), Provocations used in the 

inquiry-based learning model support an instructional 

practice that is student-centric and allows learners to 

take ownership of their learning by posing questions 

and thinking about their learning as active participants 

in the learning process. This is even more crucial to 

developing such skills with young learners.  

 

 The use of open-ended questions can ascertain the 

students' past knowledge and challenge their 

assertions with a thought-provoking inquiry to 

obliquely connect their reasoning to fresh ideas. It is 

important to be careful not to overwhelm learners 

with too many questions while they are engaged in 

free play but to watch and think about the learning 

context instead. From what I observed, even simple 

things like creating an inviting environment with 

stimulating materials and arranging the space so that 

learners can interact with one another also contribute 

to a vital part in helping learners develop critical 

thinking skills as part of provocative thinking. 

Provocations are one method of encouraging critical 

thinking, but regardless of age group, the learning 

environment is just as vital in granting learners agency. 

Frequently, I've seen that even basic objects and 

environments may spark imagination, creativity, and 

curiosity, which are prerequisites for critical thought. 

 

3.3 Pedagogical Decisions to Enhance Critical Thinking  

Wright and Perkins (2013) Research also proves that 

the structure of the brain is altered and synaptic 

connections are formed by experiences and exposure, 

learning takes place through experiences in a social 

context. Therefore, my understanding is that 

pedagogic relevance in context to young learners is 

largely based on experiences that young learners are 

exposed to leading to several skill and cognitive 

development. In my observations of learners, critical 

thinking looks, sounds, and feels very different in 

young learners than in older learners. It was 

interesting to see how young learners automatically 

incorporate different sets of skills through play. To 

develop an understanding of how critical thinking 

develops in young learners and their applications of 

concepts through playful learning, it is equally 

important to have parameters to measure and 

document it, but also what can teachers do with that 

information. It should be used to inform practice and 

pedagogical approaches to alter or adjust the learning 

process following the learning needs. Children learn 

through play however the perceptions of play by 

practitioners also play an important role in 

determining how learning can transcend from the 
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curriculum by methods of playful provocations.  

Following my analysis, three areas: critical thinking, 

problem-solving, and imagination were brought to 

light in understanding the developmental parameters 

for critical thinking when observing play. UNICEF's 

2020 report on early childhood and development 

served as a source for this work.  As shown in images 

1 and 2 given below, I was able to design a 

developmental milestone reference sheet, that was 

used as a guide when analysing developmental 

milestones of learners. 

 

Image 1 Cognitive Domain for Critical thinking and Problem Solving  

 
Image 2 Cognitive Domain for Imagination 
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Conclusion  

The observational data gave me an insight into how 

young learners can develop critical thinking if given a 

conducive environment to explore and learn through 

playful pedagogy by employing age-appropriate 

provocations. The present findings in this study, like 

previous studies on critical thinking by Kamarulzaman 

(2020) prove that young children learn through play 

however the perceptions of play, by practitioners also 

play an important role in determining how learning 

can transcend from the curriculum by methods of 

playful learning.  

 

Holmes et al (2013), highlighted that to develop 

critical thinking in young learners, multiple factors 

must be taken into consideration, such as the use of 

age-appropriate instructions and avoiding too many 

instructions to be given. I consciously am aware of my 

learner's contexts of multicultural backgrounds and 

linguistic abilities to be able to communicate thinking. 

This has helped me gain awareness that, while 

working with young learners, due consideration must 

be given to the above-mentioned contexts of ways in 

which learners engage with materials, spaces, and 

places. Communicative thinking also takes place 

through non-verbal communication, this must also be 

given due consideration. This is most evident with 

younger learners aged 2 years and below, who may 

not necessarily have developed vocabulary as yet but 

certain observable behaviours that articulate thought 

that need to be recognized by early childhood 

educators. It must therefore be noted that while 

observing the learner’s articulation of thought, it is 

linked to language development in accordance to the 

age, and the practitioner must not make preconceived 

notions that the learner is not able to think critically.  

It therefore emphasises the role of the teacher in 

identifying critical thinking through play and provides 

opportunities to stimulate cognitive thinking by 

consciously nurturing it through pedagogical decisions 

that need to be made to cultivate critical thinking. 

This brings forth the usefulness of understanding that 

playful provocations through open-ended questioning 

can be used as a strategy to inculcate critical thinking 

and metacognition in young learners within a 

curricular framework or during free and unstructured 

play. It gave me insights into critical incidents of 

observation of young learners and how learning can 

be dynamic. It brought to light that, despite the 

various contributing factors that enable provocation 

and critical thinking, one must deliberately reflect on 

pedagogic practice how decision-making is linked to 

observations being made, and what informed choices 

practitioners make to support learning according to 

developmental needs.  

 

According to the Queensland Studies Authority 

(2006), teachers become more reflective when they 

analyse their practices to develop alternative methods 

of teaching and learning when familiar methods fail. 

Therefore in my practical experience in an early 

childhood education setting, many important aspects 

must be taken into consideration, such as effective 

curriculum planning to ensure high-quality pedagogic 

practices that nurture critical thinking, such as the use 

of meta-language, co-construction of learning, using 

provocations to scaffold learning, and nurturing 

learners to be active agents of learning. According to 

Lund (2016), a teacher engages in continuous 

professional development when they investigate, 

consider, and collaborate with peers to find out how 

instructional approaches enhance better practices. 

Even though my discoveries helped me better 

understand how young learners manifest thinking 

through play, this has influenced the way that I see 

things and has inspired me to be more consciously 
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aware, observant and actively co-constructing meaning 

as an active participant in the learning process.  
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Perceptions of the Impact TeacherGram has on Primary Educators’ Practice in Britain 

Chloe Simmonds – BA Primary Education QTS Graduate 2024, Haybridge SCITT 

 

Introduction 
Social media is commonplace in our lives as 21st century 

citizens and a tool educators frequently utilise for 

personal and professional purposes. The recent 

introduction of online searches on shortlisted 

candidates as part of safer recruitment checks depicts 

social media in a negative light, emphasising concerns 

that these sites are a place of incidents and issues 

(Department for Education (DfE), 2024). Furthermore, 

there is a breadth of existing research which focuses on 

problems associated with social media for individuals, 

communities and organisations (Aula, 2010; Ilakkuvan et 

al., 2019; Kross et al., 2021).  Nevertheless, emerging 

research challenges this idea, presenting social media as 

a platform for collaboration, professional development 

and entrepreneurship for educators (Carpenter et al., 

2020; Richter et al., 2022). In previous studies on 

educators’ use of social media, many researchers have 

focused on Twitter (Greenhow et al., 2021), Facebook 

(van Bommel et al., 2020), YouTube (Copper and 

Semich, 2019) and Reddit (Staudt Willet and Carpenter, 

2020), presenting multiple benefits and challenges. 

Despite its popularity as the third most used social 

media platform in the United Kingdom (Meltwater, 

2024), existing research into educators’ use of 

Instagram is scarce with most of the limited studies 

focusing on its use in the United States. Despite this, 

educators who use Instagram as a platform have coined 

the term TeacherGram as the name for accounts and 

posts that document their lives as educators with 

#TeacherGram amassing over 1.7 million posts.  The 

extent to which educators engage on Instagram and the 

impact this has on their practice is as yet unclear in the 

United Kingdom. This research project aims to address 

this gap and to contribute to the existing literature on 

primary educators’ use of TeacherGram focusing on 

their perception of the impact it has on practice in 

Britain. This research seeks to address the following 

questions: 

 

• How do primary educators in Britain 

use Instagram? 

• Why do primary educators in Britain 

use Instagram? 

• To what extent does TeacherGram 

influence primary educators’ practice in 

Britain? 

 

First, a systematic review of the existing literature on 

this topic was carried out to develop a background 

understanding. Second, data was collected through a 

questionnaire to explore how and why educators 

https://books.google.fi/books?hl=en&lr=&id=Cm6pDwAAQBAJ&oi=fnd&pg=PA4&ots=Yd0z9lBfUK&sig=ATBcGgfdAyZM0QNJubOO0Nt7SW8&redir_esc=y#v=onepage&q&f=false
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currently use TeacherGram in Britain. Finally, a 

discussion takes place exploring primary educators’ 

perceptions of the impact TeacherGram has on their 

practice in Britain prior to concluding the implications 

of these findings.  

 

Literature Review 

It is important to recognise that there is limited 

research on the impact TeacherGram has on primary 

educators in Britain: the research to date has tended to 

focus on the impact of alternative social media 

applications (Facebook, Twitter, YouTube) in other 

countries (United States, Australia and Canada) (Barrot, 

2021). Many recent studies have focused on the value 

of professional development. As technology evolves, so 

do the opportunities for teachers to undertake 

professional development. While there has been much 

research on Twitter, few researchers have taken 

Instagram into consideration as a tool for professional 

development. Therefore, for this literature review 

there will be a focus on related themes beginning with 

professional development, teachers on social media and 

finally, TeacherGram. 

 

Teachers Professional Development 

Teachers’ Standard eight (DfE, 2011: 13) emphasises 

the importance for educators to “take responsibility for 

improving teaching through appropriate professional 

development”. The term professional development 

(PD) is defined by DfE (2016) as opportunities that 

develop knowledge and skills to secure effective 

teaching to improve pupil outcomes. Furthermore, it 

encompasses formal and structured, or informal, 

unstructured and collaborative training activities 

(Ofsted, 2023). It has conclusively been shown that PD 

plays a crucial role in improving teaching quality, having 

a significant positive effect on pupils’ learning and 

improving teacher retention (Fletcher-Wood and 

Zuccollo, 2020; Ofsted, 2023; World Bank, 2018). 

There is a consensus that effective PD should build 

upon existing knowledge, include motivating 

opportunities for collaboration, be underpinned by 

robust evidence and expertise, and embed practice 

focused on improving and evaluating pupil outcomes 

(DfE, 2016; Education Endowment Foundation (EEF), 

2021; Fletcher-Wood and Zuccollo, 2020). While 

research on high-quality PD demonstrates 

improvements on pupil attainment, what is not yet clear 

is the effect of PD on pupils’ long-term learning 

outcomes. Despite this, PD is recognised as a key 

component of improving the quality of education.  

 

Over the past decade, the way in which we access 

information through the internet and technology has 

drastically evolved. Drawing on an extensive range of 

the world’s most interesting examples of technology-

assisted PD, McAleavy et al. (2018) captured the 

potential of technology to enhance the professional 

learning of teachers. They highlighted the potential role 

of social media in teacher PD, allowing teachers to take 

ownership of their PD, facilitate cross-school 

collaboration and promote reflective practice (British 

Council, 2015; McAleavy et al., 2018; McCulloch et al., 

2011). One of the first people to suggest a learning 

theory for the digital age was Siemens (2005), 

proposing that the connections that enable us to learn 

(beyond an individual such as through social media and 

online networks) are becoming increasingly significant 

with a focus on connecting specialised information sets. 

Siemens (2005) coined the term ‘connectivism’, 

emphasising the idea of a cycle of knowledge 

development to foster and maintain knowledge flow 

allowing learners to stay up to date in their field 

through their network’s connections. In education 

practice, this can be seen in professional learning 

networks (PLNs), defined as a “system of interpersonal 
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connections and resources that support informal 

learning” (Trust, 2012: 133). During the COVID-19 

pandemic, learning, training and PD undertaken through 

PLNs became commonplace and continues to have 

value (Ofsted, 2021; Parkin and Spear, 2021). Based on 

the findings of Parkin and Spear (2021), it can be argued 

that PLNs meet the requisites of effective PD proposed 

by Hunzicker (2011: 117) who state that PD should be 

“supportive, job-embedded, instructionally focused, 

collaborative, and ongoing”. One drawback of PLNs is 

their potential to be a source of pressure and negativity 

for some educators, particularly those who struggle 

with their wellbeing and usual workload (Parkin and 

Spear, 2021). Nevertheless, Parkin and Spear (2021) 

argue that PLNs motivate teachers to engage in their 

PD as they offer flexibility and autonomy over the areas 

in which they wish to develop. To determine access to 

PD, Ofsted (2023) surveyed 1,953 teachers, reporting 

that 21% engaged through self-study. Although Ofsted 

(2023) offers no explanation for how self-study is 

undertaken, Trust (2012) suggests that PLNs are 

evident in teacher networks on social media platforms 

whereby this self-study could take place. Nevertheless, 

social media has seen rapid developments over the past 

century resulting in a lack of clarity on the scale of 

these PLNs today. 

 

Teachers on Social Media 

The relation between teachers’ PD and social media is 

well-established; a meta-analysis by Barrot (2021) 

concluded that there is an increased focus on social 

media in education showing that as the number of 

platforms and users increase, so does the research 

undertaken related to their pedagogical value. 

However, the research fails to synthesise findings of the 

studies so cannot be used to make generalisations to 

the efficiency of social media as a tool for PD. 

Nevertheless, conclusions from several studies have 

identified social media as an effective platform for PD 

through its ability to connect educators with others 

through a wide and responsive support network 

(Jackson, 2019; Linden, 2022). This research has tended 

to focus on the positives rather than the drawbacks of 

social media use for educators. Critics argue that not 

only does social media have the potential to be harmful 

(Cho et al., 2024), but peer pressure to connect can 

leave educators susceptible to privacy breaches, 

reputation risks and inappropriate use, which could 

potentially jeopardise a teacher’s livelihood (Fox and 

Bird, 2017; Mercado and Shin, 2023). Some authors 

(Boa Academy, 2015; Linden, 2022) have suggested 

teachers using social media need to be mindful of these 

risks, actively taking steps to manage them and 

safeguard themselves as those with accounts can be 

vulnerable. Although these sources raise concern over 

educators’ use of social media, individuals’ motives and 

behaviours vary greatly, associated with different 

predictors and outcomes. 

 

In 2023, Higgins (2023) reported that four in five British 

educators use social media for work-related purposes, 

with Twitter, Facebook and WhatsApp being the most 

popular platforms. Arguably, since 2023 there has been 

a mass exodus from Twitter and a growth of BlueSky, 

therefore these findings may not accurately represent 

current social media trends (Radivojevic, 2024). Evident 

within educator communities on social media, PLNs 

allow educators to support their ongoing PD 

(Greenhow et al., 2021; Trust, 2012). A review of 

existing literature has revealed three key themes 

regarding the nature of social media PLNs: 

collaboration and emotional support, developing and 

filling gaps in knowledge, and current and ‘just-in-time’ 

advice. Throughout the literature, there is consistent 

evidence that PLNs present an opportunity to motivate 

educators to take ownership of their PD and expand 
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their opportunities through collaborative learning 

processes which foster and maintain knowledge flow 

(Lantz-Andersson et al., 2018; Macià and García, 2016; 

Marcelo-Martinez et al., 2024; Prestridge, 2019; Rigall 

and McAleavy, 2019). In their review of the educator 

professional landscape, Carpenter et al. (2023) discuss 

the challenges of the ‘education influencer’ identifying 

their impact resulting in unhealthy social comparisons, 

illegitimate popularity and paid product testimonials, 

monetizing their perceived influence. In light of this, 

researchers have become increasingly interested in the 

accuracy of expertise within social media PLNs for PD.  

 

Many scholars hold the view that social media PLNs are 

increasingly important for educators effective, informal 

PD (Cook et al., 2017; Feyman Gök and Ölmez, 2023). 

In their thorough survey of educators’ use of social 

media, Higgins (2023) found that participants viewed 

direct experience of schools, doing good and being 

honest as valuable influencer characteristics. 

Subsequently, Higgins (2023) reports almost a fifth do 

not trust educational content on social media. Similarly, 

Feyman Gök and Ölmez (2023) assert that educators 

are aware that they should be careful about 

misinformation. However, all the previously mentioned 

studies suffer from limitations as they focus on 

perceptions failing to compare content with facts. In 

their comprehensive analysis of teacher Facebook 

groups, van Bommel et al. (2020) reported 

opportunities for PD in 88% of discussion threads and 

posts. However, the generalisability of these results is 

limited due to the exclusive focus on Facebook. Despite 

this, the combination of findings provides some support 

for the presence of social media educator PLNs as hubs 

where collective knowledge building takes place, a key 

component of Siemens’ (2005) connectivism theory for 

learning. By way of illustration, Donelean (2016) found 

that teachers who integrated social media for PD 

opportunities had motivations related to self-

development and experienced career progression as a 

result.  

  

In a rapidly changing education landscape, PLNs support 

responsive, current learning. Much of the available 

literature on responsive PLNs focuses on Twitter, 

promoting the platform for professional use in bridging 

the time and experience gap in schools, supporting PD 

by timely responding to educators’ questions and 

concerns through a flexible environment (Greenhalgh 

and Koehler, 2017; Greenhalgh et al., 2021; Greenhow 

et al., 2021; Owen et al., 2016). It is encouraging to 

compare these findings to Greenhow et al.’s (2023) 

more recent work which corroborates these findings 

replicating them to further social media platforms, 

highlighting their ability to provide opportunities to 

engage with current practice from a wide range of 

perspectives. Whilst social media PLNs provide current 

PD, Greenhow et al. (2023) highlights how this learning 

is generally informal and self-initiated resulting in 

varying impacts for individuals. There is a possibility that 

promoting interaction with PLNs through social media 

for PD could increase awareness, access and 

development opportunities.  

  

Social media PLNs could be a valuable tool for trainee 

and early career teachers PD. Several studies have 

explored the difficulty of teaching as a profession, 

concluding that PLNs can offer development 

opportunities to overcome challenges (Curcio et al., 

2023; Iredale et al., 2020; Staudt Willet, 2024). An 

example of this is the study carried out by Sawyer and 

Myers (2018) which confirmed that trainee teachers use 

internet resources when planning lessons due to their 

quick availability and support in reducing workload. 

One criticism of Sawyer and Myers (2018) study is that 

it focused on American pre-service teachers and failed 
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to explore the quality of the resources, therefore the 

validity is questionable. These claims have been strongly 

contested in recent years by a number of writers. 

Participation in social media PLNs could result in 

educators feeling overwhelmed, with a potentially 

damaging impact on work-life balance due to an 

increase in time spent both producing and consuming 

work-related content (Curcio et al., 2023; Parkin and 

Spear, 2021; Staudt Willet, 2024). While this is the case, 

the evidence presented in this section suggests that 

social media PLNs have the potential to support PD 

among educators.  

 

TeacherGram 

Despite being the second most widely used platform in 

the world with over 2 billion users (Statista, 2024), and 

over half of UK internet users reporting use of the 

service (the specific context of this research; Statista, 

2022), compared to other platforms Instagram has 

received relatively limited attention from education 

researchers to date (Barrot, 2021). Created in 2010, 

Instagram is a social networking site focused on photo- 

and video-sharing alongside various ways to 

communicate via the platform (messages, posts and 

stories). Despite not being specifically designed for 

educational purposes, there are indications of 

substantial educator Instagram uptake with educators 

coining the term TeacherGram and the related hashtag 

amassing over 1.7 million posts. Unfortunately, 

TeacherGram remains a poorly defined term. In this 

project, the term TeacherGram will be used it its 

broadest sense to refer to Instagram PLNs offering 

opportunities for informal PD.  

 

Although some research has been carried out on 

Instagram use by educators for professional use, no 

single study exists which explores the impact 

TeacherGram has on educators’ practice in Britain. 

Recent evidence suggests that there seems to be 

general agreement on the positive effects of 

TeacherGram as a sustainable, collaborative, supportive 

tool contributing to PD (Carpenter et al., 2020; Dogru, 

2023; Fassbender, 2020; Newton and Williams, 2022; 

Richter et al., 2022). However, Carpenter et al. (2020) 

reports a major motivation for educators’ professional 

engagement was to look at other educators’ ideas and 

content, learning from their wisdom to reduce 

workload, while Richter et al. (2022) sees engagement 

as a consequence of participants’ desire and emotional 

resources to invest in work-related activities. While 

Carpenter et al.’s (2020) work has some limitations in 

that it focuses on the views of an American based self-

reporting convenience sample, its main value lies in the 

conclusions from findings being based on significant 

majorities from a high volume of responses. Other 

studies (Davis and Yi, 2022; Shelton et al., 2020) have 

considered the relationship of influencers and 

TeacherGram, noting their motivations lie in participating 

as a form of advertising and selling educational content 

to profit from the community. One criticism of this 

literature is that the argument relies too heavily on 

American pre-pandemic content of a small sample size, 

therefore lacking generalisability to primary educators' 

TeacherGram use in Britain. Nevertheless, the presence 

of these ‘influencers’ can result in individuals comparing 

themselves to others online, resulting in feelings of 

inadequacy (Carpenter et al., 2020). Subsequently, the 

quality of TeacherGram content has not escaped 

criticism; Richter et al. (2022) indicated that despite an 

abundance of PD opportunities, it is difficult to establish 

the credibility of the information within TeacherGram 

PLNs. While this is the case, overall, there seems to be 

some evidence to indicate the relevance of TeacherGram 

as a platform for PLNs and PD. Given indications of a 

substantial TeacherGram uptake by British female and 

younger teachers (Higgins, 2020; 2023), this research 
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addresses a gap in the literature by exploring the extent 

to which TeacherGram influences primary educators’ 

practice in Britain.  

 

Summary 

Overall, a growing body of literature presented thus far 

has provided evidence of the value of social media in 

connecting communities of users with a common 

purpose facilitating PD through connectivism in PLNs. 

The research to date has tended to focus on educators’ 

use of social media globally rather than Instagram for 

educators in Britain. Furthermore, researchers have not 

treated TeacherGram in much detail. This indicates a 

need to understand the various perceptions of 

TeacherGram’s impact on practice that exist among 

primary educators in Britain. 

 

Methodology 

In this section, a clear account of how the research was 

undertaken will be provided. In most recent studies, 

social media use among educators has been assessed 

through questionnaires and interviews. Each has its 

advantages and drawbacks.  

 

Research Design 

The present study uses a self-administered online 

questionnaire distributed through social media 

platforms to examine how and why educators use 

Instagram. The questionnaire approach has a number of 

attractive features: easy and convenient for 

respondents, cheap and quick to administer, reaching a 

large group of respondents across geographical areas 

(Walliman, 2022). Interviews were considered for this 

research due to their particular value in gathering rich 

qualitative data and opportunities for findings to be in-

depth but were disregarded due to being time-

consuming, resource-intensive and subject to potential 

researcher bias (Burton et al., 2014; Walliman, 2022; 

Winwood, 2019). It was decided that the best method 

to adopt for this research was to use questionnaires 

due to researcher bias being reduced, ease of statistical 

analysis and representation and the potential to 

produce a high number of responses to establish a 

range of thoughts and views in relation to primary 

educators’ Instagram use in Britain (Bartram, 2019; 

Walliman, 2022). However, there are certain 

drawbacks associated with the use of questionnaires, 

notably difficulties in regard to time, place and 

arrangements for collection and return of 

questionnaires (Bartram, 2019). These challenges can 

potentially be mitigated through the use of a web-based 

questionnaire, minimising cost and time factors, 

speeding up analysis of results as they are already in 

electronic format and reaching an unlimited number of 

respondents from across the country (Bartram, 2019; 

Walliman, 2022). Despite this, selectivity effects must 

be carefully examined when considering the validity of 

the data generated and therefore what can be claimed 

on this basis as it is difficult to know how 

representative the sample will be. Notwithstanding 

these limitations, questionnaires were deemed the most 

appropriate tool for this research due to their adaptive, 

flexible and efficient nature, allowing large amounts of 

data from numerous respondents to be collected 

conveniently promptly through a variety of question 

types and formats.  

 

Data Collection Instrument 

The primary instrument for data collection was a 

questionnaire. The design of the instrument was 

developed based on previous studies, including multiple 

statements about how and why educators use 

Instagram (Carpenter et al., 2020; Prestridge, 2019; 

Richter et al., 2022). An initial list of demographic items, 

social media use and Instagram specific prompts were 

consolidated through a discussion with the project 
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supervisor, reducing the total number of items to 12 

(four demographic, two social media use prompts and 

six Instagram specific prompts). As a basis for question 

sequencing, guidance from Cohen et al. (2018) was 

drawn upon, beginning with unthreatening factual 

questions followed by a set of closed questions before 

finishing with the most demanding open ones. Closed-

ended items included multiple-choice, matrix field, and 

Likert-scale items. Special consideration was taken to 

ensure question phrasing avoided leading, double or 

overly complex questions and took into account clarity 

of presentation and instruction to ensure the 

instrument was user friendly (Walliman, 2022). A pilot 

study was undertaken and expert feedback was sought 

and acted upon to ensure that the questionnaire was as 

clear, valid and effective as possible.  

 

Ethical Considerations 

Prior to commencing the study, ethical clearance was 

sought from Birmingham City University. Ethical 

consideration covered aspects such as consent, 

withdrawal, confidentiality and the safe storage of data 

(Cohen et al., 2018). Participants were informed about 

the purpose of the questionnaire and how to request a 

copy of the participant information sheet prior to 

indicating whether they agreed to take part in the 

research. Measures were taken to ensure the 

confidentiality of participants’ responses as all responses 

were anonymous. Aside from four demographic 

characteristics to gauge representativeness (gender, 

age, role and duration of service), participants did not 

share personal information for this research. A key 

advantage of using a web-based questionnaire was that 

anonymity of the research and respondents was easily 

ensured alongside emphasising the voluntary nature of 

completion and assurances of confidentiality.   

 

 

Population and Sampling 

The questionnaire was administered to participants 

online. Data was collected using the google forms 

platform. Upon securing ethical approval, to reach 

potential participants, invitations to complete the 

questionnaire were posted to multiple closed online 

spaces on social media platforms including Instagram 

and Facebook, making this a convenient sample. 

Facebook was chosen in addition to Instagram as prior 

literature suggests it as a popular site amongst 

educators. To increase the post’s visibility, an 

infographic (Figure 1) was published alongside the 

invitation with further information, QR code and a 

direct link. The post was published three times in total: 

the initial day, two days after, and five days after the 

initial post. From the day the post was published, 

educators had access to the questionnaire for eight 

days.  

 
Figure 3: Example of survey invitation posted to social 

media platforms. 

In total, 54 educators agreed to partake in the study. 

Respondents were on average 30 years old (SD = 9.2 

years) and most were actively practicing with a quarter 

(25.9%) currently training in education. The majority of 

participants were female (85.2%) qualified teachers 

(51.8%). For comparison, the primary teacher 

workforce in England was 86% female (National 
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Statistics, 2023). The others were trainees or in 

leadership roles.  

 

Data Analysis 

The study uses quantitative analysis through descriptive 

statistics including averages, standard deviations and 

percentages. Due to the low response rate for open-

ended qualitative questions a coding process is not 

necessary as these comments lack generalisability and 

will therefore be drawn upon on an individual basis.  

 

Limitations 

It is important to acknowledge the limitations of the 

study, such as the small scale of the sample in relation 

to the population, data gathered from a convenience 

sample and a lack of descriptive responses. These 

limitations may have affected the results and should be 

considered in the interpretation.  

 

Summary 

In conclusion, this methodology provided a systematic 

approach to conducting the questionnaire on how and 

why educators use Instagram and their perceptions of 

the impact TeacherGram has on their practice. 

Recommendations for improving the methodology for 

future research include increasing the sample size, 

expanding reach beyond a convenience sample and 

building upon data collected from questionnaires with 

interviews.  

 

Analysis of Results 

How Primary Educators in Britain use Instagram 

Participants overwhelmingly indicated that they used 

Instagram for personal purposes with 94.5% using the 

platform daily for non-professional purposes (Table 1). 

It can be seen from the data in Table 2 that participants 

reported intensive professional Instagram use over 

other social media platforms with 66.6% using Instagram 

daily for professional purposes. It is apparent that the 

sample involved educators who appeared to be active 

users of numerous social media platforms, with over 

40% of the respondents indicating at least weekly 

professional use of Facebook, YouTube, TikTok, 

Pinterest and WhatsApp (Table 2). Despite this, no 

other platform attracted professional use on a daily or 

greater basis by over half of the respondents (Table 2).  

 

 
Table 1: “Indicate how frequently you access the following social media/technologies for personal purposes.” 
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Table 2: “Indicate how frequently you access the following social media/technologies for professional and/or educational purposes.” 

 

Regarding post content (Table 3), there was 

overwhelmingly mixed responses with 26% indicating 

that they did not post professional educator content on 

their Instagram account. More than a fifth of 

participants reported frequently posting each of the 

following: examples of teaching and learning strategies, 

classroom design, resources (not for sale) and 

continuous professional development. Participants were 

prompted to detail any other post types they shared 

where some respondents reported contributing 

“neurodivergent teaching support”, “personal updates” 

and “tips and tricks for teachers and student teachers”.  

 

  

Table 3: “How often do you post/contribute the following content on Instagram professionally (TeacherGram)?” 
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Why Primary Educators in Britain use Instagram 

In terms of the motivations for their professional 

Instagram use (Table 4), 96.3% reported a common use 

as viewing examples of teaching and learning strategies, 

and over 80% reported viewing examples of behaviour 

management strategies and classroom layout/design. 

Fewer than a quarter (16.7%) report using the platform 

to frequently purchase paid resources though over half 

(53.7%) reported that they frequently view or 

download free resources. A small number of 

respondents further commented that they also viewed 

“advice for interviews”, “neurodivergent classroom 

support” and “podcast snippets”.  

 

  

Table 4 “Why and how often do you access/view Instagram professionally (TeacherGram)?” 

 

The influence of TeacherGram 

Regarding the effects of their Instagram activities on 

their own development as educators (Table 5), 88.9% 

either strongly agreed or agreed that their TeacherGram 

use had increased their knowledge of current events 

within the educational sector. More than 75% of 

respondents strongly agreed or agreed that their 

TeacherGram use had enhanced their teaching and 

learning knowledge, behaviour management and 

confidence that they can positively impact pupil 

learning. 
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Table 5: “Please indicate your level of agreement or disagreement with the following statements.” 

 

Open-ended responses 

The final section of the questionnaire was optional, 

prompting respondents to detail any points they had 

not shared in relation to how and why they use 

TeacherGram. Given the open nature of this prompt, 

only three (5.5%) participants responded with additional 

information. The overall response to this question was 

poor. Among those who responded to this item, 

comments regarding pressure, teacher persona and job 

support arose.  

 

Two respondents (3.7%) shed light on a potential 

critique of TeacherGram causing them to feel inadequate 

regarding their own teaching. One individual stated that 

“some ‘influencers’ and businesses have a way of 

shaming and pressuring people into one way of 

thinking”. And another commented “sometimes 

TeacherGram makes me feel at more pressure to be the 

same as teachers I see.”  

 

However, for some participants, TeacherGram fared 

well providing specific career support. One participant 

commented “I actually found a teacher online whose 

side job is helping teachers get jobs and places on 

courses. That teacher actually helped me to secure a 

place on my teacher training course.” 

 

Together these results provide important insights into 

how and why primary educators in Britain use 

Instagram and their perceptions of the impact 

TeacherGram has on their practice.  

 

Discussion 

The present study was designed to determine primary 

educators’ perceptions of the impact TeacherGram has 

on their practice in Britain. As mentioned in the 
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literature review, the ways in which educators access 

professional development has drastically evolved 

through the internet, technology and social media. The 

results of this study begin to explore how and why 

primary educators in Britain use Instagram for 

professional purposes, indicating two thirds use it daily. 

Most educators use Instagram to view behaviour 

management, teaching and learning strategies and 

embark upon self-directed professional development. 

An overwhelming majority believe their TeacherGram 

activities have increased their knowledge of current 

educational events and enhanced their pedagogical 

knowledge, all of which could impact their teaching and 

pupils’ learning. Despite this, some educators feel 

pressured to be like teachers they see online. This 

study contributes to research on educators’ social 

media use in Britain by examining the characteristics of 

use and the influence this has on their practice. In the 

next three sections, the results are discussed in relation 

to the research questions. 

 

How Primary educators in Britain use Instagram 

In this study, social media was found to be popular 

among educators although the percentage of 

respondents using Instagram professionally daily was 

much lower at 66.6% than the 90% reported in 

Carpenter et al. (2020). This may be due to this study 

targeting British opposed to American educators. 

Despite this, Instagram attracted greater professional 

use on a daily or greater basis by over half of the 

respondents, contrary to Higgins (2023) who reported 

Twitter, Facebook and WhatsApp as the most popular 

networks among educators. There are several possible 

explanations for this result. This discrepancy could be 

attributed to the convenience sample employed in this 

research. Another possible explanation for this could 

be as a result of the predominantly female, young 

demographic of participants as Higgins (2020; 2023) 

indicated substantial Instagram uptake is more common 

amongst British female and younger teachers. There is 

some evidence to suggest that these high usage rates 

support the view that Instagram PLNs are increasingly 

important for informal PD (Cook et al., 2017; Feyman 

Gök and Ölmez, 2023).   

 

As has been observed with other social media 

(Donelan, 2016; Greenhalgh et al., 2021; Greenhow et 

al., 2021; Marcelo-Martinez et al., 2024; van Bommel et 

al., 2020), this research suggests Instagram can serve 

various professional purposes for educators. 

Participants appeared to use Instagram for both 

emotional, supportive needs and knowledge acquisition. 

This finding is in agreement with Carpenter et al.’s 

(2020) findings, which showed a quarter frequently 

posted professional content on Instagram. Despite a 

large presence of educators on Instagram, these results 

would seem to suggest that educators are more likely 

to observe oppose to posting and generating content, 

perhaps due to workload constraints (Curcio et al., 

2023; Iredale et al., 2020; Parkin and Spear, 2021; 

Staudt Willet, 2024). It is interesting to note that over 

50% of respondents reported asking for advice, advising 

others or contributing to an educator network as an 

occasional use. This finding corroborates the ideas of 

Richter et al. (2022), who suggested that educators can 

receive digital support through collaboration on 

Instagram. These findings, while preliminary, suggest 

that primary educators’ general use of Instagram in 

Britain is similar to conclusions from previous research. 

 

Why Primary educators in Britain use Instagram 

Regarding educators’ motivations for accessing 

Instagram, a significant majority of respondents 

reported viewing teaching, learning and behaviour 

pedagogies as a major reason for use. These results are 

consistent with those of other studies (Dogru, 2023; 
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Fassbender, 2020) and suggest that TeacherGram’s PLNs 

foster and maintain knowledge flow, supporting 

informal learning through connectivism (Siemens, 2005). 

However, prior studies have noted that despite the 

plenitude of opportunities for PD, educators should be 

careful about misinformation as it is difficult to establish 

the credibility of the information within TeacherGram 

PLNs (Feyman Gök and Ölmez, 2023; Richter et al., 

2022). Higgins (2023) has highlighted how a fifth do not 

trust educational content on social media platforms 

though noted Twitter was the least trusted platform. 

With an ever-changing social media landscape and 

recent mass exodus from Twitter it might be suggested 

that educators’ behaviours and trust will continue to 

change as this field evolves. It is therefore unclear how 

much value there is in accessing TeacherGram as a PLN. 

 

The results of this study did not show advertising or 

purchasing paid resources as a major motivation for 

Instagram use. These results differ from some published 

studies (Carpenter et al., 2023; Davis and Yi, 2022; 

Shelton et al., 2020) which suggest that influencer 

‘teacherpreneurs’ noticeably participate in PLNs to 

market educational content and profit from users. This 

rather contradictory result may be due to differences in 

practice between American and British educators. It is 

possible to hypothesise that British educators receive 

greater support from schools in the way of schemes, 

support and planning, so do not need to rely on 

purchasing third-party resources commonly associated 

with American educators (Davis and Yi, 2022; Shelton 

et al., 2020). 

 

The influence of TeacherGram 

In terms of the influence TeacherGram has on primary 

educators’ practice in Britain, respondents 

overwhelmingly reported that their use enhanced their 

teaching, learning and behaviour management 

pedagogical principles in addition to their confidence 

that they can have a positive impact on future learning. 

Based on these findings, it can be argued that 

TeacherGram meets the requisites of professional 

development as it provides informal, unstructured 

training opportunities that develop knowledge and skills 

to secure effective teaching to improve pupil outcomes 

(DfE, 2016; EEF, 2021; Ofsted, 2023). However, with a 

small self-reporting sample, caution must be applied, as 

the findings might lack validity in relation to the quality 

of PD. Furthermore, some authors have speculated that 

interaction with PLNs is generally informal and self-

initiated, relying on individuals having a realistic notion 

of their areas for development and suitability of training, 

resulting in varying impacts for individuals PD 

(Greenhow et al., 2023; Richter et al., 2022). Further 

research is required to establish this. 

It is interesting to note that the percentage of 

respondents who agreed that TeacherGram use had 

increased their knowledge of current events within the 

educational sector was much higher than expected at 

88.9%. This result has not previously been described 

with Twitter being the platform commonly referred to 

for ‘just-in-time’ PD through responsive PLNs 

(Greenhalgh and Koehler, 2017; Greenhow et al., 2021; 

Owen et al., 2016). The reason for this is not clear but 

it may have something to do with the increased 

popularity of the platform and visual nature being 

popular particularly among younger users (Meltwater, 

2024; Richter et al., 2022; Statista, 2022; 2024). Further 

studies on this topic are therefore recommended. 

 

In relation to TeacherGram’s influence on workload and 

mental health and wellbeing, findings align with the 

literature emphasising variable differences in 

experiences with PLNs in a single online space 

(Carpenter et al., 2020; Newton and William, 2022). It 

seems possible that the difference of TeacherGram’s 
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influence on workload could be attributed to time 

spent information seeking, producing and consuming 

work-related content, with a potentially detrimental 

impact on work-life balance (Parkin and Spear, 2021; 

Richter et al., 2022). It is important to bear in mind the 

possible bias in these responses as participants self-

reported. Regarding TeacherGram’s impact on health 

and wellbeing, seven respondents disagreed that it 

supported their mental health and wellbeing. This 

finding is consistent with other research which found 

some respondents reported negative impacts in terms 

of potential issues jeopardising careers, harmful nature 

of social media, unhealthy comparisons and peer 

pressure to connect (Carpenter et al., 2020; Cho et al., 

2024; Fox and Bird, 2017; Linden, 2022; Mercado and 

Shin, 2023). Despite this, 61.1% agreed that their 

TeacherGram use supported their mental health and 

wellbeing and 37.1% agreed that it reduced their 

workload. Therefore, the evidence for this relationship 

is inconclusive. From the previous discussion, it can be 

seen that variations in users’ experience can impact the 

influence that TeacherGram has on primary educators’ 

practice in Britain. 

 

Limitations 

Although this study provides new insight into how and 

why primary educators in Britain use TeacherGram and 

the influence it has on their practice, it features several 

limitations. First, as previously mentioned in the 

methodology, this study was based upon a convenience 

sample of active Instagram users in the United 

Kingdom. Despite this limiting the generalisability of the 

results, the sample seems to represent the typical 

population of British educators as the sample features a 

large number of female and young teachers (National 

Statistics, 2023). Nevertheless, it must be taken into 

account that the sample size was relatively small in 

relation to the population so may not represent trends 

among all primary educators in Britain.  

 

Second, the respondents self-reported their Instagram 

use and no attempts were made to observe or analyse 

their actual behaviours and content. Despite being 

quick and easy to administer, self-reports rely on 

individual’s own views which may not accurately 

represent their actions and are particularly subject to 

social desirability bias when results are not anonymised 

(Gaete et al., 2018). Though self-reports are limited, 

they can provide useful initial data regarding educators’ 

use of social media and perceived impact on their 

practice.   

 

Another source of uncertainty is the lack of qualitative 

data. This data must be interpreted with caution 

because quantitative data may oversimplify or ignore 

certain motivations or experiences of the respondents. 

Although participants were prompted to provide 

additional detail for their answers, responses were low. 

More credibility could be given to this study if coupled 

with quantitative research.  

 

Notwithstanding these limitations, the study is valid for 

the purpose of answering the research questions and 

the results are presented so that fellow researchers and 

educators can further interpret the findings alongside 

their experiences.  

 

Future Research 

More research is needed to comprehend the 

complexities of educators’ uses of Instagram in Britain. 

While respondents commonly reported positively 

about TeacherGram, it could be beneficial to explore the 

views of those outside of the convenience sample and 

who were perhaps not motivated to complete the 

questionnaire. Further studies on the current topic are 

therefore recommended with a larger more 
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representative sample, coupled with qualitative 

research. Several questions remain unanswered at 

present, further lines of inquiry for research could 

include:  

• Examining the quality of content on 

TeacherGram 

• The role of the ‘edu-influencer’ and 

‘teacherpreneur’ in Britain 

• TeacherGram as a platform for ‘just-in-time’ 

professional development  

• The impact of TeacherGram on workload, 

mental health and wellbeing  

 

Implications 

This study’s findings have implications for existing 

theories, further teacher education and professional 

development.  

 

The influence of TeacherGram may align with the 

previously described connectivism theory proposed by 

Siemens (2005). Siemens’ (2005) connectivism theory 

for learning emphasises the importance of connections 

that foster and maintain knowledge flow allowing 

learners to stay up to date in their field. In this study, a 

high user rate overwhelmingly reporting positive 

impacts on pedagogical principles and awareness of 

current events in the educational sector most closely 

linked to the focus on connecting specialised 

information sets of Siemens’ (2005) theory. The results 

of this study aligned with Siemens’ connectivism theory 

that connections enable us to learn. However, the 

quality of these connections is subject to potential 

pitfalls and misinformation. The results of this study 

suggested that TeacherGram has a role to play as a PLN 

to support informal learning and PD.   

 

This combination of findings provides some support for 

the conceptual premise that social media has a role in 

PD. The results from this study align with previous 

reports regarding educators’ use of social media. 

However, the extent to which ‘influencers’ and 

‘teacherpreneurs’ are present among TeacherGram 

PLNs in Britain has been challenged in comparison to 

their significance in other countries. The data reported 

here appears to support the assumption that educators 

in Britain engage in PD through Instagram to connect 

with others and engage in various kinds of professional 

exchanges. Considering these potential benefits and 

previously mentioned challenges, training providers, 

senior leadership teams and educators could develop 

ways in which sensible professional uses of social media 

could be supported and encouraged while managing and 

reducing potential difficulties. Trainee and early career 

teachers could benefit from TeacherGram’s access to 

otherwise unavailable resources, knowledge and 

communities supporting their PD.  

 

Conclusion 

The main goal of the current study was to determine 

primary educators’ perceptions of the impact 

TeacherGram has on their practice in Britain. The 

evidence from this study suggests that the way in which 

educators in Britain engage in professional development 

opportunities is evolving. Educators in Britain access a 

range of social media for various professional reasons, 

making use of sites not originally developed with them 

in mind. Instagram presents itself as an example of this, 

providing access to digital communities, professional 

learning networks and opportunities for professional 

development. Although the current study lacks 

generalisability, overall, this study expands knowledge 

about how and why primary educators in Britain use 

Instagram, suggesting it has a positive influence on their 

practice. Still, further research needs to establish the 

credibility of TeacherGram as a professional 

development tool and contribute to the growth of 
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support and training for educators to fully harness the 

potential of TeacherGram and alleviate some of its 

challenges as a tool for professional development.  
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Principle-Centered Adolescence – An Investigation Using English Literature 
Niranjana, D 
  
   
Introduction 
‘Principle Centered Adolescence- an investigation 
using English Literature’ is an attempt to investigate 
the role of English Literature in developing an 
individual who will make ethical decisions in the 
future, and shape society by influencing and improving 
the community at large. Living a principle-centered life 
gives importance to emotional intelligence. Poetry and 
prose in literature can ensure that these values are 
identified and built in an individual via different 
pedagogies like inquiry-based approach, constructive 
approach, and reflective approach. Literature offers 
morals and value-based education through cautionary 
tales making the learners reflect on their actions. 
Through various activities like recreating history in 
drama and writing an argumentative essay or speech, 
the learners shall experience love, honesty, friendship 
explore self-analysis, and the importance of decision-
making, etc. Thus, creating a conducive classroom 
environment and a learner-centered education will 
encourage learners to become principle-centered 
adolescents. This study also explores why creating 
principle-centered adolescents should be a part of the 
education system. 
   
 The study on creating principle-centered adolescence 
captured my analysis of how certain qualities like 
honesty, valuing relationships, and decision-making 
could be imbibed in learners through English 
literature. My teaching philosophy is to give learners 
the freedom to present their ideas, enabling them to 
be critical thinkers and problem-solvers. I strive to 
broaden this vision and explore all possible ways to 
aid my learners in achieving their goals. I use 
experiential and project-based learning to motivate 
and grab the attention of my learners. I am currently 
teaching in an International School, which follows an 
integrated curriculum of the Indian Certificate of 
Secondary Education and International General 
Certificate of Secondary Education, in the middle 

school. The learners I selected from middle school for 
my study were with me for three years.  
  
Aspect   
A principle-centered adolescent is a responsible 
person who, in the future, will mould society. 
According to Sagiv et al. (2017), values influence a 
person's thinking, choices, opinions, and decisions. 
Knowing what is good and worthy will govern a 
person's life. This will collectively influence individuals 
and society. Living a principle-centered life is affirming 
oneself and acknowledging the potential strengths in a 
person. Enabling learners to identify their strengths 
and weaknesses and motivating them to be persistent 
and good decision-makers will prepare them to face 
the world in the future. Principles are the anchors of 
life, and they provide strong life support. According to 
Covey (1995), when one makes choices driven by 
values to the best of their and others' interests, they 
will attain their highest potential. The learners will be 
valuable citizens if they are built with morals. Gul 
(2017) believes that being a role model for the 
students, a teacher becomes an ethical and loyal 
companion of society. As a teacher, I needed to 
prepare the learners for these as I could impact the 
learners' actions. The learners from the school, aged 
twelve and thirteen in middle school, required 
guidance to identify their potential strengths and the 
values that needed focus. They had to become 
confident and responsible and value principles. Lindsay 
(2016) states that the success or failure of a teen 
depends on whether one lives by principles or not, 
and a principle-centred life is the foundation for a 
valuable life. It is vital to excel in all areas and never 
disappoint or let one down in life. Zhu (2023) 
announces that learners walk into society during 
adolescence, so it is identified as the most essential 
time for moral shaping. Hence, I realised teaching the 
learners how to live a principle-centered life is vital. 
So, I strived to create a classroom atmosphere and a 

https://elibrary.worldbank.org/doi/abs/10.1596/978-1-4648-1096-1
https://elibrary.worldbank.org/doi/abs/10.1596/978-1-4648-1096-1
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learner-centered education that would boost the 
learners to become principle-centered adolescents. I 
recognised that imbibing these values would always be 
essential, and we might fail to create a better future 
for them otherwise.    
   
Background   
Principle-centered living has its core in philosophical, 
psychological, and sociological foundations. Though it 
has no definite history or background, it has evolved 
through the years. Lee (2019) suggests that 
Confucianism, the concept of Eastern philosophy, 
talks about principle-centred living. According to 
Confucius, virtue is not doing anything to others we 
wish not to do to ourselves. As societies evolve, there 
has been a significant change in how humans move 
from a material life to a holistic life. Adolescent age is 
a susceptible age that needs guidance on this. Gongola 
(2023) declares that during adolescence, learners are 
vulnerable as they face multiple problems, and not 
checking and guiding them will lead to various other 
issues in life. When I noticed the learners' lack of 
perseverance and indecisiveness in the classroom and 
not valuing themselves and others, it made me 
question my role. The learners struggled to put in the 
required effort and appreciate themselves and others 
regarding expected work ethic or cultural behaviour 
in a classroom. I believed that the lack of 
understanding of these values would put them in a 
challenging situation where they would find it 
challenging to face the world in the future. So, I was 
responsible for instilling certain principles in the 
learners.   
   
Context   
The main objective of this study was to explore, 
investigate, and discover a principle-centered 
approach to adolescence, which I conducted with 
middle school students. I designed the literature 
course to aid students in believing in value-based life 
because poetry and prose in literature can ensure that 
these values are identified and built into them via 
different pedagogies like inquiry-based, constructive, 
and reflective approaches. Olaniyan-Shobowale (2016) 
suggests that the methodology used by the teacher in 
the classroom can enhance or curb learning in 
learners. Hence, using innovative approaches in a 
school is essential. Values cannot be taught but can be 
integrated and modelled through the aid of the 
curriculum. According to Prahaladaiah (2021), 
literature offers value-based education through 
cautionary tales and ensures learners reflect on their 
actions. Panchatantra, a popular collection 

of Sanskrit beast fables on wisdom and virtue, for 
example, speaks of righteous living. 
  
The study on creating principle-centered adolescence 
was conducted with two learners whom I believed 
required immediate guidance and attention based on 
my class observation. Behera (2020) insists that 
individuals and institutions collaboratively can create a 
prosperous future for our society, so the organisation 
needs good teachers as mentors to develop principled 
individuals. I knew if the two learners succeed during 
the course of study, the learners would benefit in the 
classroom and at home. It would help the learners 
value themselves and their peers. As an organisation, 
we could create leaders for the future environment 
whose lives would be centred on principles. The role 
of education is to aid learners in identifying the 
difference between values and superficial things, which 
was a step I took to aid my learners.    
  
Covey's (1989) book 'Principle-Centred Leadership' 
talks about how the fundamental principles we adopt 
can enhance our lives in all possible ways. He focuses 
on the four main principles: security, guidance, 
wisdom, and power. Similarly, his son Covey (1998) 
published a book entitled 'The Seven Habits of Highly 
Effective Teens' that discusses the problems teens face 
worldwide. He discusses seven habits, from being 
proactive to balancing the four dimensions of self: 
body, mind, heart and spirit focusing on self-renewal 
to guide teens. Also, Canfield and Hanley (2008), in 
their book 'The Success Principles for Teens: How to 
Get From Where You Are to Where You Want to 
Be' discuss success strategies teens have used. All 
these books act as elemental guiding forces to 
learners, but certain basic principles like staying 
honest and humble still need to be addressed. To 
one's surprise, these books do not discuss decision-
making. Even in the latest research papers, very few 
have been spoken of decision-making. Driscoll (2023) 
says 21st-century schools should aim to give students 
the power of decision-making and motivate them to 
take ownership. As a facilitator, I aimed to make the 
learners reflect on themselves and understand how 
important the principles are in life. The key focus was 
on decision-making and promoting emotional 
intelligence which would, in turn, teach them self-
discipline, loyalty, perseverance, and ownership.  
    
Restate the aspect    
In Stimatze's (2018) words, principles do not define 
us; instead, we define principles. One should align 
one's standards to the correct principles. The pivotal 
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point of my study was to cultivate principle-centred 
characteristics in learners, with a distinct focus on 
nurturing honesty, decision-making, and valuing 
relationships. The teaching of these core values 
involved a multi-faceted approach. McMullen (2023) 
proposes using multiple approaches to teaching in the 
classroom as it will promote learning positively, and 
students will be more engaged, resulting in their 
growth. So, the whole process was achieved through 
personalised learning, project-based learning, and 
questioning techniques through a flexible learning 
environment.    
   
2.1 Discussing the aspect (pre-intervention)    
I was determined to do this study with the students as 
I was stunned to see the learners' approach during 
class discussions. There was absolute silence when 
they were questioned about who they value or see as 
an inspiration in life. When prompted, most students 
came up with an answer, unlike the two students 
involved in this research. One said that he was neither 
motivated by anyone nor valued anybody. The other 
student said that he was unable to decide. There 
seemed to be no exposure to ethical values. Their 
responses made me question my role. According to 
the UK Therapy guide (2023), a lack of principles, 
even led by circumstances, can result in sadness, 
disappointment, and guilt and eventually will impact 
mental health. So, I decided to observe the learners’ 
current levels of approach towards the values 
mentioned above to understand their mindset in 
depth. It revealed that they lacked exposure to values. 
Afterwards, I hand-picked literature lessons to help 
the learners understand these values and designed 
projects tailored to their needs.    
  
Discussing the Learning    
Examining the aspect of creating a principle-centred 

adolescence involved multiple strategies. Varied tools 
needed to be used to have in-depth insights. 
According to the editorial team of the Resilient 
Educator (2013), so much data can be collected in a 
classroom setting. While some information can be 
gathered without the learner's knowledge, others can 
be managed by engaging the learners so they can 
provide the information. So, a teacher could use 
multiple assessment methods to understand the 
student's behaviour. I used case study observations 
and a questionnaire to understand the learners' 
actions, attitudes, and behavioural approaches and 
gather data. The data analysis revealed that learners 
must know an individual's ethical guidelines in a given 
situation. They potentially took things for granted and 
were too casual about valuing relationships. The case 
study suggested that decision-making had been the 
biggest challenge as they struggled with clarity in each 
scenario. You and Bebeau (2013), in their article, 
notify that based on the Four-Component Model of 
Morality (FCM)(1982), designed by Rest, a person 
must be able to judge their course of action to know 
what is morally right to do in a situation. If a learner 
acts according to moral values and can make decisions 
on ethical grounds, they will be valued. Values will 
benefit anyone, but my learners needed help 
identifying actual values. Covey (1991) suggests that 
the traditional method of the teacher-student 
relationship should be shifted to a model where all 
stakeholders are tied together to empower the 
learners. Hence, the key stakeholders must be a part 
of the learning journey.   
  
Figure 1 shows the critical stakeholders in a principle-
centred learning environment.   
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Figure 1. Principle-centered learning environment: Key Stakeholders by Covey. Source: DOCPLAYER, PRINCIPLE-
centred LEADERSHIP By Stephen R. Covey (2015) 
   
  
I realised my importance in addressing the concerns 
about creating principle-centered adolescence. To 
achieve this, the learners needed a vivid and 
comprehensive guide emphasising the importance of 
honesty and decision-making. I knew if these two 
values, along with valuing relationships could be 
addressed, my role as a teacher in creating a principle-
centred adolescence would be fulfilled. Thus, I aimed 
to create a morally ethical individual by providing a 
conducive learning environment. Prose and poetry 
could achieve this in an English classroom through 
project-based learning, experiential learning, inquiry-
based learning, interactive discussions, writing 
exercises, podcasts, and reciprocal teaching as per the 
classroom requirement. In addition, the learners 
should learn to take ownership. I realised the 
criticality of the situation, but as a teacher, it was 
challenging to make adolescent learners understand 
the values one might adhere to in one's life. Hashmi 
and Fayyaz (2022) state that adolescents will not 
readily accept the views of either their teachers or 
parents. So, creating an emotional bond was essential 
to avoid a feeling of hostility. Proper guidance and 
continued support were given to improve their self-
confidence and self-esteem. They also learned to be 
independent, and I believed all these together would 
aid them in performing well in academics. Hence, I 

ensured that the learners learned principle-centered 
learning in an exciting and engaged manner through 
projects and discussions. It was crucial that I create a 
strong bond with the learners, develop trust, and 
motivate them to believe in themselves. However, all 
those were not easy for me because of the time 
constraints towards completing the syllabus, getting 
the adolescent learner to communicate their thoughts 
openly, and certain ethics connected to the 
classroom. Proper planning with a well-structured 
year plan and lesson plan at the beginning of the year 
would have helped.    
 
Interventions     
English Literature aims at the holistic development of 
learners in a balanced manner, integrating the physical, 
emotional, and intellectual aspects that will produce 
valuable human beings for society. Literature provides 
information and helps learners know about ethical 
behaviours. Understanding the importance of 
narratives, I selected lessons from the curriculum and 
designed a lesson plan. The classic, The Pied Piper of 
Hamelin, written by Browning in 1842, and the short 
story Leela's Friend from the collection Malgudi Days 
written by Narayan were introduced to learners from 
the curriculum to be analysed critically. 
Simultaneously, the learners were asked to maintain a 
reflective journal that discussed broken promises and 
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promises that were fulfilled or lies they uttered in a 
day following the marking of the feelings wheel. I 
learned that this reflective journal created 
responsibility in one learner while the other learner 
considered it as a fun activity. I understood the need 
for a different approach.  
   
Smallhorn (2017) believes that the flipped classroom 
technique can redefine the teacher-student dynamic in 
a classroom situation. I used the flip classroom 
technique to break the traditional teaching method, 
where learners viewed materials outside of the class, 
and it encouraged them to think and question their 
thoughts. Nouri (2016) believes that the flip 
classroom technique encourages students to learn at 
their own pace, and learners will be more engaged 
and take responsibility for their work. However, Lag 
and Sæle (2019) state that a flipped classroom can 
increase student workload. I also observed that when 
the learners worked independently, interpretation of 
the context and analysis of the text suffered.  Though 
this technique is widely used to save class time for 
debates and discussions, contributing to higher-order 
thinking skills, it consumed time as I had to revisit 
specific themes and analyses. I realised the importance 
of technology-based mediums in promoting student-
centered learning. Gopo (2022) suggests that learners 
enjoy and value technology usage in their learning. 
Bergmann and Sams (2012) and Campillo-Ferrer and 
Mirallas-Martinez (2022) state that interactive 
technologies can encourage collaborative learning, 
research, and exploration. Driven by technology, 
flipped classrooms offer learners multiple teaching 
resources like videos and other educational tools. 
After analysing the themes, the learners were asked 
to come up with 'what if…' questions to examine 
alternate perspectives than the one given in the story.    
  
As students explored multiple perspectives, that was 
the right juncture to introduce a debate to extend 
their thinking. I chose topics such as war and the 
pandemic for them to talk about. Debate helped 
students to be creative and confident in the 
classroom. Stockdale (2020) restates that debate 
promotes collaborative learning as learners challenge 
their peers during discussions, allowing them to share 
their opinions and views on a particular topic. 
However, in the classroom situation, I needed to be 
extremely careful as topics like COVID-19 and war 
are pretty sensational, so setting a boundary had been 
a challenge. In the future, I would set boundaries and 
discuss the dos and don'ts before having sensible 
discussions.    

   
According to UNESCO (1998), Twenty-first-century 
education aims to create critical thinkers, and inquiry-
based learning is the chief approach. Alameddine and 
Ahwal (2016) suggest using inquiry-based learning as it 
can make the classroom highly active and cater to 
diverse needs. It focuses on the learners' questions 
and reflections. I recognised that the students had to 
learn to question life-like situations to analyse their 
behaviour. This reflective approach would guide them 
to be ethically committed to themselves. So, I asked 
learners to write inquiry-based questions that 
questioned the character’s decisions and actions in 
the prescribed stories.    
  
Following this, the learners created a series of 
questions like ‘Who and what influenced the mayor's 
decisions’ and ‘Why did the police believe the parents 
and not Sidda?’. They submitted their work for peer 
feedback, and the same was open for discussion with 
the whole class. The other students in the classroom 
recorded their points of view for the given questions. 
They identified the problems in the decision-making 
process, came up with possible solutions, and 
expressed their thoughts under the topic, 'If I were 
the mayor….' and 'If I were Leela's father…'. This 
activity helped them to be decision-makers. I gave 
feedback based on the students’ work and found that 
the peer feedback was biased. As a result of this, I 
decided to provide a rubric for peer feedback in the 
future to avoid unhealthy competition. The students 
would also have a checklist to structure their 
feedback.   
   
The whole process demonstrated that the students 
were engaged as they took ownership of forming 
questions, and it also helped them relate fiction to 
real-life situations. I observed the changes in the 
behavioural approach of one student who shared a 
real-life story wherein he helped his friend when he 
was in primary class. In contrast, the other student 
had no significant or visible behavioural change. The 
inquiry-based approach did not work for him. Mao 
(2023) discusses inquiry-based learning and says that 
learners read, understand, and analyse gathered 
information during the process. They work with their 
peers and share their understanding. It burdens some 
learners as they are overloaded with information, and 
the learning goal is eventually lost. Hence, a different 
strategy should be used for this kind of learners to get 
them involved. I would design a play-based learning 
project in the future to bring in some fun in the 
learning.    
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After the above discussions, activities, and analysis, I 
proposed to give the learners a writing project. As 
one learner always struggled to articulate his thoughts 
in writing, I gave them the option of a podcast or any 
other way to present the idea as a project. 
Personalised learning works on the current 
knowledge that the teacher has of the student. 
Providing support and flexibility in learning was 
intended to motivate the learner to be sincere in his 
approach. The learner was asked to communicate 
with his parents, listen to real-life contexts, and weave 
a story around any one of the principles of life. So, 
basic instructions were given, and I also shared a 
video for the learners to understand the difference 
between values and principles. Wride (2017) remarks 
that self-assessment promotes lifelong learning and 
will support future development. Learners judge their 
achievements and learning outcomes. So, they were 
given the authority to decide their topics and create 
rubrics for their assessments.  After seeing the 
project's outcome, I provided feedback aimed at 
constructive learning and found that there was a 
significant transistion in their personality. The learners 
appreciated the importance of the values and ethics 
one has to follow in life.  
   
Implications    
The above findings provided varied implications for 
the learners and myself. The learners gained some 
insight that contributed to their personal and ethical 
development, which was proved through the 
questionnaire's results. The data showed that 
exploring multiple perspectives through stories and 
engaging in debates fostered a sense of responsibility, 
logical reasoning, and moral reasoning in them, and I 
learned the importance of cultivating these ethics in 
my learners. The exit slip, which served as the 
formative assessment, assured that the learners had a 
positive learning experience but also allowed them to 
freely ask for support in developing an understanding 
of the concept. I also collected feedback from peers 
and parents to analyse my teaching. I looked forward 
to refining the pedagogical methods by critically 
reflecting on my practice. Similarly, for students, 
adopting a principle-centered living should be a 
lifelong learning process and should be continued as 
they move to consecutive grades in school to 
influence society. A learner enriched with these moral 
standards would hold promise for himself and society. 
They would be able to navigate complex predicaments 
and be strong decision-makers.    
   

Conclusion    
The whole intent of the study was to create and 
explore a principle-centered approach to adolescence 
and to unravel the intricacies of morals and ethical 
values, such as honesty, valuing relationships, and 
decision-making skills. It discussed the development of 
this behaviour in adolescent learners. The adolescent 
development stage was identified as the crucial stage 
of student development, so the whole process was to 
tune them to become better individuals. Exploration 
of the student behaviour in the classroom set-up 
through flip classroom, inquiry-based learning and 
project-based learning gave insights into their 
behavioural approach. Peers and family were two 
significant contributors that helped develop the 
learners. Principled decision-making skills were the 
tying factors of all these core values.      
   
Comprehensive school curricula and a positive 
teacher mindset are the need of the hour and should 
be developed keeping in mind the needs of societal 
values. Adolescence is the crucial period, and imbibing 
these values in their study routine will foster 
knowledge and provide them with a window of 
opportunity in the future. It is a learning that he 
should journey with all his life. Because of this study, 
my learners understood the importance of having 
principles and showed their ability to think critically 
while doing projects. They cultivated a sense of 
responsibility and resilience.   
   
In conclusion, the study significantly delved into 
creating principle-centered adolescents by recognising 
various pedagogical methods and influences. The study 
aimed for a holistic approach, including interventions 
with the family, peers, and teachers. This study 
promoted further questions like how this could be 
part of the education system from early years through 
middle to senior school. Continuous learning and a 
collaborative approach from all stakeholders of 
society would ensure that the goal of creating a 
principle-centered education could be achieved.     
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INDIVIDUAL ENQUIRY AND SCHOLARSHIP 

To What Extent Are Secondary School Physical Education Teachers Prepared to Teach Trans-

Inclusive Physical Education? 

Libby Sutherden (PGCE student) and Emma Whewell (Associate Professor in Learning and Teaching, University of 

Northampton) 

 

Introduction 
The overall number of people in England and Wales who 

identify with an LGBTQ orientation was …1.5 million’’ 

with ‘’1 in 100 people identifying’ as transgender’’ (OfS, 

2023 p.2).  Transgender ‘is a broad term that can be 

used to describe people whose gender identity is 

different from the gender they were thought to be when 

they were born’ (A4TE, 2024). In addition to this, some 

individuals may undergo a process where they are 

transitioning from one gender to another (male to 

female, or female to male). This can include such steps as 

using a different name, using alternative pronouns, dress-

ing differently, updating legal documents, hormone thera-

py and surgery. The minimum age for gender 

reassignment surgery in the UK is 18 years old (Lee, 

2017)- children in secondary school, aged between 11-17, 

have not undergone any legal surgery for them to 

physically be another gender, instead it’s a self-

identification transitioning process. Indeed, some 

transgender people identify as neither a man or a woman 

and may use terms such as nonbinary.  

The UK parliament, in their paper ‘‘Factors shaping 

gender incongruence and gender dysphoria and impact on 

health services’ suggest that ‘referrals to specialist child 

and adolescent gender identity health services increased 

from 210 per year for 2011-12, to over 5,000 per year for 

2021-22’ (UK Parliament, 2023). These were referrals for 

gender dysphoria, where children have ‘a strong, lasting 

desire to live a life that matches or expresses their gender 

identity’ (NHS, 2020, p.1). It is further stated that ‘50 

children a week are being referred to the UK’s main 

gender identity clinic, yet only around 25 percent of 

young children (10-18) with gender dysphoria go on to 

be trans adults’ (Lee, 2017). The ‘Non-statutory 

Guidance for Schools and Colleges in England: Gender 

Questioning Children’ states that ‘in recent years, we 

have seen a significant increase in the number of children 

questioning the way they feel about being a boy or girl’ 

(Gov.uk, 2024). 

 

In English secondary schools, PE teaching is segregated 

by gender. This presents challenges for students who do 

not identify as one gender or who are gender fluid, 

meaning a person is flexible regarding the gender with 

which they identify. Over half of teachers within England 

say they have ‘‘at least one pupil who has come out as 

transgender’’ and ‘‘eight in 10 teachers say they want 

more help and guidance to support transgender 

students’’ (Clark, 2022 p.1).  The norms and values of 

sports in the English PE curriculum and subcultures often 

overlook the experiences of transgender pupils. This is 

reinforced by Piedra (2016, p.3), who notes that PE 

“mirrors the gender binary structure found in 

extracurricular sports”. Consequently, PE teachers often 

feeling ill-equipped to support transgender students 

effectively (Drury et al., 2022, p.1). ‘‘PE can have 

ingrained traditions and routines that perpetuate certain 

stereotypes’’ (Scarborough, 2023 p.1), and can favour 

‘‘certain forms of gender, particularly hegemonic 

masculinities’’ (Joy, 2021).  

 

Drury et al., (2022, p.3) identify that ‘‘uncertainty 

prevails in relation to what is considered good practice 

regarding the inclusion of trans young people in PE’’.  
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Within PE, this raises potential challenges such as 

changing and changing rooms, PE kit modifications, 

fellow pupils’ questions and concerns and supporting 

emotions that come with a transitioning as an 

adolescent.   

 

Drury et al., (2022) provide four key factors that denote 

trans-inclusive PE: 

1. Transgender young people’s voices are central in 

any consultation regarding strategies.   

2. A whole school approach to supporting transgender 

young people in school and clear strategies for 

managing transphobic bullying.  

3. Exploring beyond gender binary provision when 

planning uniforms, changing facilities and curriculum 

content 

4. Maintaining a critical stance on the place of 

competition in PE 

 

Parry (2023), reports that ‘‘some teachers worry that 

whatever they did would not only be criticised but 

publicly vilified’, whilst others feared ‘‘doing the wrong 

thing’’ (Parry, 2023 p.1). Parry (2023) further denotes 

schools that have come up with their ‘own approaches’ 

after feeling not sufficiently supported or guided with 

what to do and how. ‘Ellie’ [nonbinary child] stated that 

they feel teachers ‘‘can’t do their jobs properly’’ and 

were just ‘‘learning as they went’’ (‘Ellie’ in Parry, 2023, 

p.4).  Yet despite these challenges, there seems to be 

little to no training provided to teachers. Parry (2023, 

p.1) identified that the UK the government first 

promised guidance for schools in relation to transgender 

pupils more than five years ago.  

 

Materials and methods 

This small-scale study aimed to evaluate the 

preparedness of secondary school PE teachers in 

England teaching trans-inclusive PE. Firstly, by examining 

the real-life experiences and perspectives of secondary 

school PE teachers concerning their confidence in their 

ability to foster inclusivity in the domain of physical 

education. Secondly, to understand the challenges and 

potential opportunities of teaching trans inclusive PE. 

Ethical approval was granted by the authors’ awarding 

institution. 

This research project employed an ethnographic 

methodology centred upon perceptions and experiences 

within a social group (Cohen, 2018). Ethnography is 

suited to small scale research, it involves a descriptive, 

analytical, and explanatory examination of the culture, 

values, beliefs, and practices within a group. A potentially 

sensitive topic, this approach allows research to be 

conducted prioritising meaning, personal belief and lived 

experience, which will shape a more authentic and 

meaningful conclusion. This study was grounded in a 

qualitative and interpretive paradigm, which recognises 

diverse experiences and responses and an 

acknowledgment that individuals interpret their reality 

differently.  

The inclusion criteria were two-fold.  

1. Teaching PE in an English Secondary school. 

2. Participants feel comfortable in sharing their 

experiences (if any) of teaching transgender 

students.  

 A total of 18 responses were gathered from secondary 

school physical educators. Among these respondents, 

61% (n=11) identified as male. The teaching experience 

varied, with a range spanning from 1 to 27 years. The 

predominant type of school represented among 

participants was State and Local Authority institutions.  

The survey was distributed online via X. The survey 

included closed demographic and fact-finding responses 

and open-ended questions. The open answer data was 

analysed using thematic analysis. The themes that 

emerged were confidence and experience, training 

and policy and challenges and opportunities. 
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Findings  

The focus of this paper is on trans inclusive practices in 

PE, however, the survey began by gauging the 

understanding and awareness of the participants 

regarding the challenges faced by the wider LGBTQ+ 

community (LGB referring to Lesbian, Gay and Bisexual 

and therefore sexual orientation and TQ+ referring to 

Transgender and Queer/ questioning and therefore 

identity) and transgender identity. 8 participants 

indicated they possess a 'broad understanding' of 

LGBTQ+. 7 expressed feeling 'very' confident in this 

subject and 4 participants reported being 'not very 

confident' in their understanding. 15 participants 

indicated that they ‘understand and know’ what 

transgender means. 6 participants had prior experience 

of teaching transgender students 12 did not.  

Confidence and experience 

According to the survey responses, teachers with fewer 

years of teaching experience (typically between 1 to 4 

years) express the highest confidence in their 

understanding of the wider LGBTQ+ community. Newer 

teachers are perhaps more exposed to training on 

diversity, equality, and inclusion, including LGBTQ+ 

topics, as part of their teacher education programmes.  

Conversely, respondents who have been teaching for 8 

years or more indicated they are ‘not very confident’ in 

their understanding of the LGBTQ+ community. One 

participant who has been teaching for over 10 years 

stated that their ‘biggest issue [in working with 

transgender young people] is the ‘them and they’ versus 

‘him or she’(P1).  Participants offered their experiences 

from their settings which included a review of 

curriculum content, class structure and when addressing 

students, seeking clarification on pronouns and correct 

terminology.   

Training and policy 

Williamson and Sandford (2018) highlight that PE 

teachers’ ‘lack of knowledge about trans issues generally 

and how to appropriately support trans youth in PE’. 

When asked if their school ‘had a policy surrounding 

LGBTQ+ for staff and students?’ 10 participants stated 

no, 8 stated yes. The lack of training for PE staff was 

evident, 17 participants indicated that their school does 

not provide any form of training to prepare teachers for 

teaching transgender pupils. Additionally, 10 participants 

reported their schools lacked LGBTQ+ policies. Those 

who indicated their school had a policy, suggested this 

was focused ‘on learning pronouns or gaining insight into the 

LGBTQ+ community rather than how to develop adaptable 

and supportive teaching practices (P6)’. 10 participants 

indicated a lack of support within their school 

environment in addressing potential challenges and 

opportunities regarding transgender-inclusive physical 

education. 

Challenges and opportunities 

Participants expressed concerns about the inadequate 

training, policies, and information available regarding 

LGBTQ+ issues, particularly in making physical education 

classes trans-inclusive.  

All participants identified changing rooms as one of their 

primary concerns and challenges when teaching a 

transgender student. This presents complexities for PE 

teachers regarding changing room assignments, as they 

may face challenges in determining whether a student 

should be placed in a changing room that aligns with 

their biological sex or their gender identity. Within the 

non-statutory guidance for schools and colleges in 

England regarding ‘Gender Questioning Children’ 

‘schools must not allow a child, aged 11 years or older, 

to change or wash in front of a child of the opposite sex, 

nor should they be subject to a child of the opposite sex 

changing or washing in front of them’ (gov.uk, 2024). 

This places additional pressure on PE teachers when 

addressing situations where a child of one gender 

expresses a desire to use the changing room 
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corresponding to their gender identity, with ‘changing 

rooms further exacerbating feelings of otherness’ 

(Ahmed, 2020, p.24).  

The guidance also states, ‘if a child does not want to use 

the changing rooms and showers designated for their 

biological sex… they may wish to consider whether they 

can provide or offer the use of an alternative changing or 

washing facility, while continuing to ensure spaces are 

single sex’ (gov.uk, 2024). In response to the challenge of 

changing facilities participants suggested practical 

solutions seen in their settings;  

 ‘...provide an alternative space for just the child to 

get changed, e.g., our school has an ‘everyone’ 

toilet, meaning any gender can use this’. (P1) 

‘The children are all advised to come into school 

with their PE kit on for the day if they have PE on 

their timetable, to avoid changing room 

implications’. (P4) 

This aligns with recommendations of what trans-inclusive 

PE could be (Drury et al., 2022) in the logistical nature 

of provision but lacks perhaps the voice of the trans 

young people. Indeed, 9 participants stated that fearing 

parental involvement was their biggest concern when 

teaching a transgender pupil. When asked who they 

would seek advice from when teaching a transgender 

student, 4 participants indicated ‘The parents of the child’.  

Engaging with parents may provide PE teachers with 

valuable guidance and support, as parental involvement is 

‘positively associated with students’ educational success 

(Schmid et al., 2021). But this potentially neglects the 

consultation and agency of the young people.   

10 participants identified ‘being mindful of other students’ 

discomfort and concerns’ (P18) as one of their primary 

concerns, Drury et al., (2022) identify that a whole 

school approach is required in managing transphobic 

bullying. This situation arguably increases the pressure 

on teachers to effectively navigate and maintain a balance 

for the PE teacher to ‘get it right’ (P7) for everyone and 

teachers can ‘play a significant role in challenging 

heteronormative educational frameworks and fostering 

spaces of safety for trans youth’ (McQuillan and 

Leininger, 2021, p.159).  

11 participants worried bullying would occur towards 

the trans students and 12 participants stated they were 

not confident in being able to adapt their lessons to 

satisfy and incorporate trans identities.  

Conclusions and recommendations 

This study aimed to explore secondary school physical 

education teachers’ preparedness to teach trans 

inclusive PE. It also sought to identify challenges and 

opportunities encountered by these teachers and 

evaluate the support provided to both teachers and 

students in the PE community, aiming to assess existing 

support structures and areas for improvement. The 

participants had opinions on what transgender meant 

and the implications for practice, yet there remains a gap 

in training and policy provided for them to support them 

in their own knowledge and understanding. This study 

recommends the adoption of the non-statutory guidance 

(GOV.UK, 2024) as a starting point from which to 

design and implement local level policy.  

The need to design and develop trans inclusive 

curriculums remains challenging whilst PE provision and 

uniforms remain gender specific. The participants in this 

study recognise good practice in their setting such as 

mixed classes, a review of curriculum content and 

mindfulness around terminology when addressing 

students. 

Practical challenges such as changing room implications, 

parental involvement, fear for the child’s welfare and 

further concerns regarding other pupils’ emotions within 

the lesson present a continuing dilemma that currently 

has limited guidance.  The participants in this study offer 

practical solutions such as alternative changing facilities, 
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PE kit on PE days, strong relationships with pupils and 

their families and open and honest communications with 

the entire student body. 

Trans inclusion continues far from PE provision and 

should be embedded into any setting’s mission. There is 

a willingness in the participants of this study to learn 

more and to feel more confident in the support they can 

offer trans young people. A whole school approach that 

values the voice of trans young people could support 

schools to make wider changes when planning for trans 

inclusion e.g.  school trips, school uniforms and toilet 

facilities. 
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Influence of School Timetable on ICT use In Teaching Biology in Kwara North, Nigeria 
Abidoye, Florence Omosholape and Aladesuyi, David Adeyemi - Department of Science Education, Faculty of Education, 
University of Ilorin, Nigeria 
 

Introduction 
 
The Nigerian Educational Research and 
Development Council (NERDC) outlines the 
framework for secondary school timetables 
through its curriculum development guidelines. In 
Nigeria, as in the UK, lessons are generally 
timetabled in secondary schools. The NERDC 
provides specific subject curricula and teacher 
guides to ensure structured lesson delivery. These 
guidelines are part of the broader educational 
reforms aimed at aligning secondary education 
with the National Policy on Education, covering 
both junior and senior secondary school levels. 
The NERDC's structured curriculum ensures that 
timetabled lessons are the norm, facilitating the 
delivery of subjects across science, arts, and 
vocational disciplines 
 
School timetabling as a term refers to the 
construction of weekly timetables for schools of 
secondary education (Schaerf, 1999). Timetables 
show where a school allocates its resources, in 
particular the important ones of teacher-time  and 
room-space.  Ajayi (2010) defined a school 
timetable as a plan of action on which the subjects 
of the curriculum are distributed over the 
teaching periods of the school day of the weeks 
that make up the terms and the academic 
sessions. It regulates the teaching and learning 
activities in the school. School timetable is 
strongly dependent on the curriculum of the 
particular school. Each class consists of a number 
of attending students as well as a teacher that is 
able to tutor in that particular class (Andrea, 
1999). Usually, every teacher has been allocated in 
advance and the task is to match them up with the 
classes scheduled during certain periods of time 
so that all the teachers can attend to all their 
classes (Andrea, 1999). Teacher’s gender and 
experience can influence the use of Information 
Communication Technology (ICT) in teaching 

biology in classroom timetables (Wang, 2011; Woreta, 
Kebede, & Zegeye, 2013; Kandasamy & Shah 2010; Tezci 
2013).  
 
Teaching through ICT resources aim to compensate for 
the inadequacy in teaching through virtual classes, thereby 
ensuring that learning becomes accessible to all, facilitating 
the diffusion of technology in society, and promoting a 
broader understanding of continuous learning. However, 
the successful integration of ICT in education depends on 
a thorough comprehension of when, how, and where to 
employ these technologies (Daramola, 2011). Mumtaz 
(2000) identifies the lack of time as a major impediment 
to the integration of technology in schools, which displays 
in two ways: (a) insufficient release time and (b) 
inadequate time allocation within the school schedule 
(Mumtaz, 2000). 
 
In a study executed by Heinrich, Aduana, & Martin, (2020) 
on the potential and prerequisites for effective tablet 
integration. The findings revealed that teachers often 
excluded students perceived as slow learners during 
technology integration. Some teachers explained that the 
limited time allocated for a lesson prevented them from 
adequately addressing the academic challenges faced by 
these learners.  
In a study on the potential and requirements for effective 
tablet integration in rural Kenya, Heinrich et al. (2020) 
observed the integration of ICT. The study revealed that 
teachers often omit students who were considered slow 
learners during technology integration. Some educators 
reported that due to the limited time available in a lesson, 
they were unable to support students facing academic 
difficulties. Conway, Kane, Bunting, Hambrick, Wilhelm, & 
Engle. (2005) found that the issues of time and validation 
need to be dealt with during first-time teaching. 
According to Conway et al. (2005), new teachers are 
often reluctantly afraid to neglect the norms or cultures 
they find in the school and to try new things including 
integrating ICT in their teaching activities. In another 
study, Gorder (2008) proves that teachers with 
experience have more opportunity with the use of 
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technology and should be more willing to use it. 
The established-teachers would have 
opportunities to be more creative than new 
teachers who are still trying to get accustomed to 
teaching and learning at school. 
 
Barriers to using ICTs in teaching can be divided 
into two broader categories. The so-called first-
order (or extrinsic, institutional) barriers involve 
factors such as a lack of access to ICTs, lack of 
time to incorporate ICTs in teaching, and a lack of 
technical support in schools (Ertmer, 1999; 
Mouza,  & Karchmer-Klein, 2013). Cheung et al. 
(2013) reported gender differences in the use of 
ICT for reading comprehension. Similarly, 
Bebetsos and Antoniou (2009) proved that there 
were gender differences in the perceived 
usefulness of ICT, whereby the male respondents 
had a higher mean score than the female 
respondents. 
 
In teaching Biology being a natural science subject 
consisting of contents from microscopic 
organisms to the biosphere in general, 
encompassing the earth’s surfaces and all living 
things (Okwo & Tartiyus, 2004; Abanikannda, 
2018).  ICT was found to be used in various 
Biological aspects. The ICT was found to be used 
in virtual laboratories (Muhamad, Zaman, & 
Ahmad, 2012). The virtual laboratories are crucial 
in carrying out the experiments that were 
impossible in physical laboratories due to the lack 
of adequate laboratory materials and reagents 
(Yildirim, 2021). On the other side, they could be 
used for performing the harmful experiments to 
the students to prevent possible accidents that 
could arise during physical experiments (Muhamad 
et al., 2012). Providing flexibility towards the time 
and place, and facilitate the access to the global 
resources (Osborne & Hennessy, 2003). 
Regardless to different benefits provided by ICT in 
educational practice, its full integration has been 

challenged by many factors. According to Veen (1993), 
the effective use of ICT in teaching and learning process 
has been affected by technical support provided by 
school. Other studies revealed that personal factors such 
as teachers’ competence, teachers’ attitudes and school 
timetable, may also influence the successful use of ICT in 
teaching and learning process. In comparison to other 
regions in Nigeria, disparities might exist due to variations 
in resources, teacher training, gender, experience and 
school infrastructure. However, no significant studies 
have specifically focused on the influence of timetables on 
ICT integration in Kwara North, highlighting a gap in the 
literature that this study addresses. 
 
Research Hypotheses  
 
 
The following research hypotheses were tested at a 0.05 
level of significance in this study:                    
 
HO1: There is no significant difference in school time-
table influence on ICT use in teaching secondary school 
Biology between male and female teachers in Kwara 
North Senatorial District. 
 
HO2: There is no significant difference in school time-
table influence on ICT use in teaching secondary school 
Biology between experience and less experience biology 
teachers in Kwara North Senatorial District. 
 
Methodology 
 
This study adopted a survey research type. The 
population of the study consisted 171 Biology teachers in 
Kwara North Senatorial District, Kwara State, Nigeria. 
Kwara North senatorial district covers five local 
government areas which include Baruten, Edu, Pategi, 
Kaiama, and Moro. Proportionate stratified sampling 
technique was used to select 145 biology teachers from 
the entire population. For this study, a researcher-
designed questionnaire was employed. The questionnaire 
was tagged “School Timetable Influence on Biology 

Gender      N X  SD  df  t  Sig. (2-tailed)  Remark  

Male  
 

76  
 

3.60  
 

.27  
 

143 .018 .986 Rejected  

Female  69  3.60  .24  

https://www.tandfonline.com/doi/full/10.1080/23311983.2022.2085381
https://www.tandfonline.com/doi/full/10.1080/23311983.2022.2085381
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Teachers Use of ICT Questionnaire (STIBUICT)”. 
The Instrument was validated by two lecturers of 
Science Education and a lecturer of test and 
measurement, University of Ilorin, and Ilorin. The 
reliability coefficient of the instrument was 
determined using Cronbach alpha at 0.05 level of 
significance, and the instrument yielded a reliability 
index of 0.92. Inferential statistics of t-test was 
employed to test research hypotheses.  
 
To ensure that ethical considerations were 
thoroughly addressed, this investigation 
conformed to established research ethical 
protocols. Ethical clearance was acquired  
 
from a reputable Institutional Review Board (IRB), 
thereby ensuring adherence to regulations 
governing research involving human subjects. All 
participants were apprised of the study's 
objectives, methodologies, potential hazards, and 
advantages via a comprehensive informed consent 
document. Participation was entirely voluntary, 
with participants guaranteed their prerogative to 
withdraw at any moment without facing any 
detriment. In order to safeguard their 
confidentiality, anonymity was preserved by 
employing coding for responses and securely 

archiving all gathered data. Furthermore, measures were 
implemented to mitigate potential harm to both 
participants and researchers, thereby fostering a safe and 
respectful environment for data collection. These 
initiatives exemplify a dedication to maintaining ethical 
principles within the realm of educational research. 
 
Results 
 
Hypotheses Testing 
HO1: There is no significant difference in school time-
table influence on ICT use in teaching secondary school 
Biology between male and female teachers in Kwara 
North Senatorial District. 
 
Results from table one showed that there was significant 
difference of male and female teachers on the use of ICT 
for teaching biology in school timetable. This was 
reflected in the findings of the hypotheses tested df (143), 
t= .018, p<0.05.  
 
Table 2: 
 t-test analysis of school timetable influence on male and less 
female teachers on the use of ICT for teaching biology 
 
 
 

 
HO2: There is no significant difference in school 
time-table influence on ICT use in teaching 
secondary school Biology between experience and 
less experience biology teachers in Kwara North 
Senatorial District. 
 
Result from table two showed that there was 
significant difference between experience and less 
experience teachers on the use of ICT for 
teaching biology in school time table. This was 
reflected in the findings of the hypotheses tested 
df (143), t= .013, p<0.05.  
 
Table 3: t-test analysis of school timetable 
influence on experience and less experience 
teachers on the use of ICT for teaching biology 
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Experience  N  X  SD  df  t Sig. (2-tailed)  Remark  

Experience  
 

71  
 

2.99  
 

.21  
 

 
143  

 
.013  

 
.713  

 
Rejected  

Less Experience 74  2.91  .19      

 
Discussion 
 
The findings of the study revealed that school 
timetable influences ICT use in teaching secondary 
school Biology in Kwara North Senatorial District, 
Nigeria. This can be attributed to limited time 
slot, teacher competence, attitude, and technical 
support, work life balance in the school. This is in 
line with the study of Becta (2004) on what the 
research says about using ICT. The study's findings 
align with prior research that highlights the impact 
of school timetables on the integration of ICT in 
teaching. Similar studies, such as those by 
Heinrich, Aduana, and Martin (2020), have 
observed that time constraints within school 
schedules can limit teachers' ability to integrate 
technology effectively. This resonates with 
Mumtaz's (2000) findings, which identified 
insufficient time as a significant barrier to ICT 
integration in schools. The findings in this study 
might differ from those in urbanised areas of 
Nigeria due to the unique challenges faced in 
Kwara North, such as limited access to ICT 
facilities and teacher training. Comparisons to 
other regions could be drawn from studies like 
those of Veen (1993) and Ertmer (1999), which 
suggest that factors like teacher competence, 
attitude, and technical support influence ICT usage 
across diverse educational contexts. Furthermore, 
studies focusing on ICT integration in rural Kenya 
(Heinrich et al., 2020) provide a regional parallel, 
indicating that resource constraints and time 
allocation are consistent barriers in sub-Saharan 
Africa. Comparisons to other regions could be 
drawn from studies like those of Veen (1993) and 
Ertmer (1999), which suggest that factors like 
teacher competence, attitude, and technical 
support influence ICT usage across diverse 
educational contexts. Additionally, studies focusing 
on ICT integration in rural Kenya (Heinrich et al., 
2020) provide a regional parallel, indicating that 
resource constraints and time allocation are 
consistent barriers in sub-Saharan Africa. 

 
The results revealed there is no significant difference in 
school timetable influence on ICT use in teaching 
secondary school Biology between male and female 
teachers in Kwara North Senatorial District. This can be 
as a result of confidence, enthusiasm level and scheduling 
conflicts. This is in line with Chen, Lai, and Tsai (2011) 
who observed Gender differences in Taiwan high school 
students' computer game-playing behaviours reported 
that male teachers tend to express more confidence and 
enthusiasm towards integrating technology in their 
teaching practices compared to their female counterparts. 
The results indicated that there is no significant difference 
in school time-table influence on ICT use in teaching 
secondary school Biology between experienced and less 
experienced biology teachers in Kwara North Senatorial 
District. This can be attributed to fear of trying new 
things, prior knowledge of the use of ICT in biology class 
and rigidity on the adoption of instructional strategies. 
This is in line with the study of Gorder (2008) who 
investigated a study of teacher perceptions on 
instructional technology integration in the classroom, 
reported that teachers with experience have more 
opportunity with the use of technology and should be 
more willing to use it.  
 
Conclusion 
 
This study established that there is a significant difference 
based on ICT use in biology school timetable among male 
and female teachers in Kwara North Senatorial District. 
Also, it indicated significant difference in both gender and 
experience on ICT use in biology school timetable 
highlighting challenges such as training and support needs, 
limited time and flexibility, perceived relevance and 
effectiveness limited time and resource constraints. 
 
Recommendations 
 
Based on the findings of this study, specific 
recommendations are made;  

1. Timetables should be restructured to allocate 
dedicated time slots for ICT-enabled lessons, 
ensuring that all teachers have equitable 
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opportunities to incorporate technology 
into their teaching practices without 
scheduling conflicts.  
 

2. Specialised training programs should be 
designed to cater to the distinct 
requirements of each group of gender and 
teaching experience. 
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Inclusive Legal Education, Linking Arendt 
Israel Chukwuka Okunwaye - Doctoral Researcher, Birmingham City University 
 
 
The very notion of ‘inclusion’ evokes themes of 
equity and participation, institutional access and 
integration, a commendable and un-pressured 
sense of satisfaction of quality of educational 
delivery for progressive outcomes, also of 
belonging, non-discriminatory best practices, and 
person-centred support. A right to use spaces 
without feeling awkwardly out of place, or naively 
not knowing if information to navigate a social 
complex environment or curriculum exists. While 
some might class it as oversight, for a learner 
accustoming to their new world of study it may be 
daunting. Though a fine thread exists between 
being spoon fed with relevant support, and 
developing independent skills, the weariness is 
condoning an obnoxious blissful ignorance to 
persist. While innovation may assist create new 
spatial tools and high tech to aid learning, 
tweaking content to meet learners’ needs could 
similarly provide positive engagement 
opportunities. For the law school exploring all of 
this combined potential is true, both within 
Further and Higher Education sectors. 
 
Where Hannah Arendt’s (1961) work on 
“Between Past and Future” comes in is her 
canvassing for a more credible educator role with 
responsibility to usher the learner as beneficiary 
of the dividends of education. Somewhat of a 
treasure chest to unveil. Not quite unleashing 
trade secrets, but almost all of it. All in the class 
would need to hear it. The law school inclusive 
system would be effective where learning 
approaches are geared towards preparing her 
students for the world of work, with a clear 
understanding of the competitive legal field, and 
the possibility of drawing connections through 
work placements at viable law firms with credible 
opportunity for exercising their legal skills, 
observational moments in law courts, traditional 
lectures, tutoring and mentoring sessions, enabling 
blind peer-reviewed research competitions, 
joining mooting sessions and legal drama 
programmes, attending networking dinners, and 
so on. All of which is to enable the right 
mannerism and expansion of creative imagination 
of possibilities. Treated as central to the law 
curriculum, facilitating a deeper culture of interest, 
with high level governance and assessable points. 

For the law student the competition starts early with 
ready interests from other excellent fields, but fairness 
means everyone has a chance. And the scientific precision 
to supporting well trained student to progress is vital, 
with formal and informal executive education. Also, 
equality legislation guarantees non-discriminatory 
practices both for prospective and admitted student and 
extends to securing the potential of outcomes. Arendt’s 
philosophical argument enables the thinking of need to 
think about developing for the student- “For education 
belongs among the most elementary and necessary 
activities of human society, which never remains as it is 
but continuously renews itself through birth, through the 
arrival of new human beings. These newcomers, 
moreover, are not finished but in a state of becoming.” 
This would need to be viewed in the law specialisation 
context mainly, supporting the student to be proficient in 
their chosen area, not discountenancing inter-disciplinary 
perspectives, for embellishing the core mandate. For 
instance, studying law’s relevance in society. 
 
Transferring the keys of managing legal affairs as it were 
to the next generation, not leaving a vacuum, without no 
valued hierarchy of relevance, pinpoints Arendt. Imbibing 
persuasive arguments for comparative outlook will help 
hone large essential principles, and also clarify binding 
norms, but more importantly assist the students’ research 
ability across a whole range of areas, which in the future 
could best assist the court with sound arguments and 
support their client professionally. To consider how the 
inherent legal education wealth or cultural capital is 
secured for the student, is now an inclusive concern. The 
question now is whether the inclusive law teacher is the 
one that has equipped the student to gain mastery of the 
law and provided the information for positive gamification 
of the system? Perhaps, also could be one working with 
policy makers to champion pathways for success in the 
arena of work, with hope to see if the erudition of their 
best learned emerging scholars now sees the light of day; 
not shelved for another day. That said, culture, social 
class, political wrangling, funding questions, wellbeing 
issues, caselaw workload challenges, pedigree choice of 
branch of law for study inter alia, all have a technical part 
in crossing the street of analysing effectiveness outcomes. 
 
A couple of recommendations: first we need to prioritise 
education that embeds and deepens utility of practical 
skills, second, not pay lips service to inclusive practice but 
extol successful experimental models, also consider how 
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teacher training is encouraged and reshaped to 
enable delivery and implementation systems, and 
finally but not exhaustive to drive merits of good 
listening and reading etiquettes- because what 
matters is that feeling of belonging that ensures 
learners are supported and redirected towards 
their goals as part of the long-term thinking, but 
truly with applauding short term targets met as 
well. Inclusion in legal education is the grundnorm 
for longevity and churning out credible agents for 
permissible societal transformation and guidance 
as needed, to close legal analytical deficiency gaps. 
But effective preparedness must be in place to 
bridge the current inclusion gap and ensure a 
calculated psychological readiness for the 
progression challenge. The wholistic outcomes 
beyond grade scores is also important, 
transcending sound bites. 
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