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This paper is based on a pedagogical action research initiative that explores what
constitutes the ‘lived pedagogy’ of the classroom from the pupils’ perspective.
Photography and group interviews were utilised to allow pupils to express their
perspectives. The results show that pupils considered situations meaningful when
they were able to work, solve problems and create items together. The pupils
appreciated situations in which they experienced a sense of belonging and could
influence the use of time and space during the school day. The paper considers
possibilities and challenges related to acknowledging pupils’ voices in the lived
pedagogy of the classroom.

Keywords: pupils’ voice; lived pedagogy; participatory pedagogy; photography;
narrative inquiry; action research

Introduction

The concept of ‘pedagogy’ is widely used among educators with little thought given to its
multifaceted nature. However, the meaning of the concept depends strongly on the context
in which it is used. Pedagogy is a normative concept that often refers to a teacher’s pre-
sumptions, criteria or any conscious activity to design and to enhance learning in the class-
room (van Manen 1991; Watkins and Mortimore 1999; Hinchliffe 2001; Loreman 2011).
van Manen (1991) defined pedagogy as follows: ‘Pedagogy is about being in a relationship
with a child’. According to van Manen (1991), pedagogical understanding begins with lis-
tening to and reflecting on the stories told by children about their meaningful experiences of
education. This constitutes their lived experiences.

Relying on van Manen’s idea of lived experience, Niemi, Heikkinen, and Kannas (2010)
developed the concept of lived pedagogy. They maintain that lived pedagogy is about listen-
ing to teachers’ or pupils’ experiences in a pedagogical relationship, i.e. how individuals
experience and interpret the process of teaching and learning in the classroom. Lived peda-
gogy is not a stable entity, but something that continuously evolves through and with the
social practices of the classroom and themeanings individuals construct from those practices.

How pupils experience teaching, learning and schooling, and how they describe their
experiences, provides an important foundation for developing ways to develop teaching
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and learning practices as well as entire schools (Fielding 2007; Carrington, Bland, and
Brady 2010). This foundation is why it is important to understand more deeply the lived
pedagogy of the classroom as experienced by pupils and to develop relevant activities
and tools pupils can use to examine and reflect upon their classroom experiences.

This paper examines the lived pedagogy of one elementary classroom from the pupils’
perspective. The study aims to gain an understanding of the pupils’ perspectives on their
classroom experiences in order to develop the pedagogical practices of the classroom in col-
laboration with the pupils. The study is based on pedagogical action research (Caine 2010;
Niemi, Heikkinen, and Kannas 2010). The study allows pupils to document their classroom
life with digital cameras and reflect on their photos during joint discussions with their peers
and the teacher.

Our research work is guided by two questions:

(1) What constitutes the lived pedagogy of the classroom from the pupils’ perspective?
(2) How can pupils participate in the process of developing school pedagogy by taking

photos of classroom events that they consider meaningful?

Children’s voice and photography

Recently, many authors have argued for the importance of listening to pupils’ voices and
for pupils’ engagement in the educational process (Bland and Atweh 2007; Bragg 2007;
Frost 2007; Tangen 2009; Carrington, Bland, and Brady 2010; Niemi, Heikkinen, and
Kannas 2010; Messiou 2011). Listening to pupils’ perspectives and experiences has
required the development of new research methods. One increasingly popular way to
meet this methodological challenge has been to use visual methods to capture young
people’s perspectives on their life. A body of research has taken advantage of these
methods and engaged children and young people in documenting and reflecting upon
their experiences through drawings, map making, arts-based activities, digital photographs
or video recordings. Photographs have been identified as particularly helpful for pupils
documenting and communicating their perspective of what makes a meaningful class-
room experience (Smith, Duncan, and Marshall 2005; Cook and Hess 2007; Clark 2010;
Kumpulainen et al. 2014).

A common procedure in studies using visual methods, such as photo-documentation
and elicitation, entails collective discussion and reflection upon the visual artefacts,
whether created by the children, the researcher or a group of children and the researcher.
This use of visual data in research is not new, however. Visual records have long been
used as a part of research, especially in sociological and anthropological research
(Collier 1957; Harper 2003).

The use of photographs has been reported to help young people talk about their experi-
ences rather than discuss something in the abstract (Cook and Hess 2007). Photographs
taken by pupils can stimulate conversations in which participants share and consider differ-
ent perspectives (Kaplan, Lewis, and Mumba 2007). Moreover, visual methods encourage
diverse modes of participation. Here, pupils do not have to rely only on written or spoken
words (Dean 2007; Moss et al. 2007).

In her research, Caine (2010) used visual narrative inquiry as a tool to deepen her
understanding of children’s concept of community. In her research, she also pointed out
the possibility of using visual narratives as a tool to improve classroom practices. She dis-
covered that the use of visual narrative inquiry holds the potential to engage young
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children in meaningful and relevant self-expression and exploration in the advancement of
social agendas.

Classroom community

This study is situated in the Viikki Teacher Training School in Finland. The school is one of
the largest schools in the capital of Finland. The school has classes from preschool to upper
secondary, with approximately 950 pupils of many different nationalities. There are no
entrance examinations for the comprehensive school, but the pupils of the school come
from the Viikki area.

A total of 25 pupils (16 girls and 9 boys) and 1 teacher1 participated in the study. The
data collection took place between January 2012 and May 2012. At the time of the research,
the pupils were in the third grade (approximately nine years old). The classroom also had
several multicultural pupils, two of whom did not speak Finnish as a first language.

The pedagogy of this classroom is based on participatory pedagogy (Kumpulainen et al.
2011). Within the context of this study, participatory pedagogy includes three dimensions.
The first dimension emphasises the role of schooling in helping children grow into active
members of society. This goal relates to critical pedagogy and feminist pedagogy (Freire
1972; Hooks 1994; Florence 1998). Learning and teaching also focus on developing
pupils’ skills in using democracy as a tool for influencing one’s own life. Thus, one of
the most important goals of participatory pedagogy is to develop pupils’ agency and
support the elaboration of their voice and agency (Kumpulainen and Lipponen 2010). In
other words, this pedagogy aims to encourage pupils to speak out, ask questions and
contest conventions and prescriptions (Winter 1998). The term agency means that one
wants to experience things actively; the mind-set here is that things are not just happening
to me, but I can make a difference in my life (Emirbayer and Mische 1998). If we want to
develop pupils’ agency, the starting point is to give young people an opportunity to make
suggestions and decisions (Greeno 2006).

The second dimension of participatory pedagogy emphasises the social nature of teach-
ing and learning. The focus is on developing pupils’ skills for active, investigative, reflec-
tive and communicative learning. Learning starts from pupils’ experiences and questions.
Pupils investigate and solve problems via peer-led project work, and they are given oppor-
tunities to express the outcomes of their work in multiple ways. From the perspective of the
curriculum, learning activities are often based on cross-curricular themes. Through projects,
pupils learn to develop their own thinking instead of learning things by rote (Wells 1999;
Brophy 2002; Nuthal 2002; Roth 2002).

The third dimension in participatory pedagogy stresses engaging pupils in the process
of evaluation. Typically, the pupil’s role in school assessment is that of a receiver; pupils are
evaluated by their teachers. In participatory pedagogy, pupils participate in the evaluation
process by doing self-evaluation and peer evaluations as well as by creating assessment cri-
teria together with their teachers.

Methods

Pedagogical action research as a research methodology

This study draws on an action research project in which photography and videotaped group
interviews with third-grade pupils served as data collection methods. Photography func-
tioned as a mediating tool between pupils’ experiences and the narratives of their classroom
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experiences. Photography also served as a tool for meaning making and collective interpret-
ation through reflective social interactions between the teacher and her pupils. The data of
this study were collected in a spiral of planning, acting, observing and reflecting (Carr and
Kemmis 1986; Caine 2010).

In pedagogical action research, the challenge is to produce new knowledge about the
workability of teaching methods by connecting these questions to broader questions
about the role of education in society. For pedagogical action research, it is important
that the voices of all participants are recognised when reflecting on and developing
school pedagogies and pedagogical relationships (Kemmis 2006).

Action research is typically defined as narratives located in the context of the evolving
experiences of those involved (Heikkinen, Huttunen, and Syrjälä 2007; Attard 2012;
Kajamaa 2012; Kearns 2012). Narrative inquiry rests on the assumption that humans
make sense of experiences by constructing stories about them. Narrative inquiry tries to
capture these stories. It is sensitive to particular events in the stories because they
provide important information about who we are. Narrative inquiry also offers a fruitful
method for representing and recounting these events by providing coherence and a structure
for understanding and conveying the meaning of individuals’ experiences (Webster and
Mertova 2007; Bold 2012).

Creating and collecting the data

The data in this study are based on two different learning projects that took place in the
classroom community. These projects were framed by the Finnish national core curriculum
for basic education. The first project was a culture project in which pupils studied Finnish
culture and literature. The second project focused on the Baltic Sea. The learning projects
were implemented as described below.

The culture project started with the question ‘What is culture?’ Pupils defined the
concept and formed questions about how to study it. The class then chose one question,
‘What was the first book?’, which led pupils to study traditional Finnish fairy tales. The
pupils presented information to each other from different fairy tale characters and
decided to concentrate on the Simpletons. Each child wrote his or her own manuscript
for a movie about the Simpletons. The fairy tale settings were analysed, and the pupils
chose six different settings and painted props. At the end of the project, the pupils
created six movies that they filmed and later watched together with their parents in a
home–school evening.

The second project began with the question ‘Do we swim in the same water as dino-
saurs?’ The pupils researched the elements of water, Finnish lakes and the special charac-
teristics of the Baltic Sea. They also researched the plants and fish of the Baltic Sea and
had a lesson about environmental threats. During the project, the pupils maintained a
notebook of their learning, painted the Baltic Sea on the window of the classroom and
painted fish and plants of the sea on the window. At the end of the project, the pupils
wrote a letter to the parliamentarian they met earlier in the school year, during a visit
to the Finnish parliament, about what they had learned during the project, what they
think the parliamentarian should do about the Baltic Sea and asking what he had done
for the sea.

At the beginning of the first learning project, the class was divided into six groups, each
of which had its own camera. Each pupil took pictures of meaningful learning experiences
during the two narrative learning projects. In the first project, the pupils used cameras
during certain lessons. Each pupil was provided with a camera twice to take pictures
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during the first project. When the second project started, the pupils had cameras for the
whole week and were also allowed to take pictures during breaks.

During the first project, the pupils took 126 photos. We expected to receive more photos
during the second project, because the pupils had their cameras to use for a longer period of
time. However, some pupils took fewer photos. Later, they explained that they forgot to take
photos when they had more time. When they had only a certain amount of time to take
photos, they used their time more effectively. In all, the data consist of 239 (126 + 113)
photos taken by the pupils and 12 videotaped group interviews. The group interviews
were conducted during the regular school day between the teacher and pupils. In each
pupil group there were about four to five pupils. The group interviews were informal in
nature and they started by each pupil explaining the meaning of their photos to the rest
of the group. The introduction was followed by a joint discussion about the photo.

After each project, the meaning of each photo was discussed in home groups. The
teacher investigated the photos before interviewing pupils. Determining the meaning of
many of the photos was easy, because the photos themselves could be considered as
visual narratives (Harper 2003). Still, it was important for the pupils to explain the mean-
ings behind the photos, since sometimes they carried a very different meaning than one
would have expected from the outset. In this sense, interviewing can be considered as a vali-
dation tool for photography either for the teacher or for the researchers (Crogham et al.
2008).

Analysing the data

Lieblich, Tuval-Mashianch, and Zilber (1998) separated narrative analysis into two main
independent dimensions or approaches: the holistic versus categorical approach and the
content versus form approach. In this study, we used the holistic-content analysis approach
as a starting point with a focus on the content of the pupils’ stories. First, we took a rough
overview of all the video-data of pupils’ interviews and categorised the pupils’ stories into
main themes (Kumpulainen and Lipponen 2011). The analysis of the interview data was
supported by parallel analysis of the pupils’ photos, as they were used in the interviews
to illustrate the pupils’ classroom experiences.

In all, our analysis of the interview narratives revealed three major themes: the pupils’
experiences of teaching and learning practices in the classroom, the pupils’ experiences of
time and space and the pupils’ experiences of belonging.

Results

In the following sections, we discuss the lived pedagogy of the classroom. We illustrate our
findings with interview extracts.

Pupils’ experiences of teaching and learning practices in the classroom

The analysis reveals that investigative learning, experiential learning and learning by doing
seemed to be experienced as meaningful by many pupils. The pupils took a large number of
pictures during situations in which they were engaged in investigating a project topic
using the scientific method. In addition, most pupils found situations meaningful when
they were investigating a problem that arose from their own questions. The first dialogue
illustrates a meaningful learning situation from the pupil’s perspective. The pupils were
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studying Finnish fairy tales and encountered several old-fashioned words in the text
(Figures 1 and 2).

Dialogue 1
Teacher: You have taken two pictures. What do you mean by these pictures?

Pupil: The first picture means those old Finnish words that we were studying and the second
means that I like to do tests with scientific methods.

Teacher: What made those words so special?
Pupil: It was funny when we were reading fairy tales and we didn’t know what they meant.

And then we started to discuss in a group how we understood the words. Then we
wrote down all the words we didn’t know and what we thought they might mean.
It was nice to see and hear what other groups had suggested them to be.

In this situation, the pupils started to ask the teacher about the meaning of the words. At this
point, the teacher gathered the class together and announced that the project would follow a
new direction based on the pupils’ questions and that they were going to focus on investi-
gating those words. Despite using the old-fashioned method of using pen and paper, the

Figure 1. Studying finnish fairy tales.

Figure 2. Tests with scientific methods.
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pupils felt their work of discovering the meanings of the old Finnish words was a meaning-
ful experience. The task became meaningful to the pupils because it addressed their
interests.

In addition, the pupils took many photos of items they created through art or handicrafts
in both the projects. All the pupils mentioned that the pieces of art (props and window paint-
ings), which they created in a home group or together with the whole class, were especially
meaningful to them. Many pupils also took pictures of situations in which they had created
something by hand, either alone or in pairs. The second dialogue describes the pupils’
experiences of the meaning of art in learning (Figure 3).

Dialogue 2
Teacher: In this picture we have art utensils. Would you like to tell me more about this picture?
Pupil: I took this picture then when we painted the Baltic Sea on the window of our class-

room.
Teacher: Was it somehow special to you?

Pupil: First of all, it was fun that we all got our own area of the sea to paint, but it was also fun
that we painted the windows.

Teacher: How did you feel about other projects in which you have created something through
art?

Pupil: I also liked the culture project, because in it we were able to paint props for our own
movie.

Furthermore, the pupils generally felt that learning situations in which they were able to
present their own learning were important and meaningful. They took a lot of pictures
during these situations, especially the peer presentations (Figure 4).

Dialogue 3
Teacher: In this picture there are none of your group members. Why?

Pupil: In the picture my friends are presenting their group work.
Teacher: I can see that you have taken several pictures from that.

Pupil: Yes, it is exciting to see what my friends have done. I also like it when we are called as
teachers. It is exciting to see how my friends can make it.

Figure 3. Painting the Baltic Sea.
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These results relate to the work of Hopkins (2008), who identified eight ‘classroom con-
ditions’ that pupils aged 7–11 considered critical in order to be able to enjoy learning
and perform well at school. She discovered that learning practices requiring active partici-
pation were considered important by many pupils. Active participation includes learning
activities such as scientific investigations, performance, acting, painting and school trips,
among others.

Pupils’ experiences of time and space

In addition to discussing their experiences of classroom practices, the pupils also high-
lighted their experiences of time and space. The fourth dialogue describes a situation in
which the pupils shared their experiences about having an impact on time and space in
the classroom (Figure 5).

Dialogue 4
Teacher: An empty floor. Was this picture a mistake?

Pupil: No, it wasn’t. I took it because I liked this order of the desks in the classroom.
Teacher: Could you please tell me more about it?
Pupil: When we had desks like this, we had enough room to practice our own presentations.

There was a big space to practice dances and smaller spaces to do scene plays.
Teacher: I see. And this other picture, does it come from your own play lesson?

Pupil: Yes. It is the best lesson in a week when we can not only present, but also give feed-
back to each other.

In this class, the pupils had one daily break during which they could practice their perform-
ances, which were varied and included gymnastics, dances and scene plays. Every week,
the class had time dedicated only to these presentations. After each presentation, the
pupils gave feedback to each other. During the presentations, the pupils connected their
school day to their culture and everyday life. For example, they used music they liked,
were able to connect their hobbies to their school day or were able to present their
special skills to each other. All the groups took many pictures of these presentations, as
did presenters and the audience.

Figure 4. Presenting the group work.
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These presentations, and the time and space reserved for them, became meaningful to
the pupils because they had ownership of the breaks and the lessons. These findings high-
light the importance of finding an appropriate balance in a typical school week between
time and space that is controlled by the teacher and that which is controlled by the pupils.

In the fifth dialogue, one of the pupils describes his experiences of working outside the
classroom or away from the desk (Figure 6).

Dialogue 5
Teacher: In this picture you are lying on the floor. What do you mean by this picture?

Pupil: I rather prefer to do group work on the floor than at the desk.
Teacher: Why?

Pupil: Desks make it difficult to look at what others are doing. It is also easier to talk and to
cooperate when you don’t have to roll around all the desks.

Figure 5. Enough room to practice own presentations.

Figure 6. Group work on the floor.
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Teacher: Are there any other places you like to work?
Pupil: I like to work in the lobby as well because there is more space and better

tables. I always hope that our group can go there.

The pupils took several pictures of situations in which they were studying either outside the
classroom or in a classroom, but not in front of their desks. These findings correspond with
previous studies showing that pupils enjoy being outdoors (Humberstone and Stan 2011;
Waite 2011). In all, these findings reaffirm that pupils find it important that they can
engage in co-designing the nature of space and time for their educational experiences.
This is not typically the case in conventional schooling (Brow and Renshaw 2006;
Goodson 1988; Leander 2002; Rajala et al. 2013).

Pupils’ experiences of belonging

The third major theme that emerged from the pupils’ pictures and interviews was their
experiences of belonging. This theme was divided further into four subcategories linked
to belonging to a network of important relationships. The dialogue below is drawn from
stories in which the pupils analysed the meaningfulness of various learning situations.
During these learning situations, pupils were able to work with a good friend, in pairs, in
a home group or as a group with the whole class Figure 7 and 8.

Dialogue 6
Teacher: Here we have a photo of various articles. What do you mean by that?
Pupil: I took it because it was important to me to be a part of our class team and that we beat

the teachers’ team when collecting articles about the Baltic Sea.
Teacher: What about this other picture?

Pupil: It is important, because I am there with my friends and they help me.

This dialogue highlights how working in various groups was important to pupils. In
addition, the competition situation, in which the pupils competed as an entire class
against the teacher, was photographed by many other students as well.

In the photographs and interviews, the pupils expressed that it was important to be able
to help each other. Edwards and D’Arcy (2004) pointed out that the practice of asking for

Figure 7. Being part of the class team.
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support from others and of recognising others’ needs for support is a special form of agency.
When pupils have an opportunity to help each other or to be helped, it is a form of recog-
nition (Honneth 1996). When pupils feel that classmates or teachers recognise them in the
classroom community, they will also start to take more responsibility in the classroom and,
in this way, develop their agency skills through their everyday learning.

In this classroom, the boys were in the minority. When the pupils were solving problems
through investigative learning, the teacher often mixed home groups so that there were boys
and girls working together. However, when the pupils were creating their learning narra-
tives (e.g. props), they worked in home groups of the same gender. The boys in particular
felt it was important to be able to work in a home group with only boys, because they felt
that they were more successful in expressing their ideas. When working in groups where
girls were the majority, the boys felt that the girls supported only the girls’ ideas, and
not their ideas, because of their gender.

This result forced the teacher to discuss with the class how they would like to work when
creating learning narratives. In this classroom, the teacher’s goalwas to treat all pupils equally,
recognising their personal characteristics and needs. Her intention was to give all pupils an
opportunity to express themselves openly, while allowing them to build their identity
through communication with their environment (Bruner 1987; Taylor 1989; Ricoeur 1992).

Pupils’ participation in the process of developing school pedagogy

In this section, we will address our second research question and discuss how pupils can
participate in the process of investigating and developing school pedagogy by taking
photos of classroom events that they consider meaningful. In short, our findings highlight
how listening to the pupils’ perspectives on the lived pedagogy of the classroom can be con-
ducive to changes in classroom pedagogies.

The pupils generally felt that situations in which they were able to present their own
learning were important and meaningful. One of the most important findings for the
teacher was that one pupil, who she expected to enjoy presenting his accomplishments to
other members of the classroom community, actually felt awkward about it. The following
dialogue (Dialogue 7) illuminates this discussion.

Figure 8. Supporting others.
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Dialogue 7
Teacher: What do you mean by this picture?

Pupil: In this picture we are teaching others.
Teacher: Is it exciting?

Pupil: No. I rather feel it awkward.
Teacher: That is quite a surprise to me. I have always thought that you like it because you are so

good at presenting your learning. We have to discuss what we could do with that
feeling.

The teacher in this study had taught the same class of pupils since the first grade. The
method of taking and talking about photos helped her to get to know her pupils as
unique individuals. When the teacher discovered that one boy disliked presenting his learn-
ing, she had a discussion with the pupil. They discussed how they could change things later
on so that these situations would be more comfortable for the child.

In this study, the method of using photography and group interviews gave each pupil an
opportunity to be heard. When pupils can share their experiences, it reveals something new
to the teacher about the pupil’s daily school life. In this case, for example, when a pupil said
that he disliked something, it forced the teacher to think about how to transform ‘a nasty
task’ to something more comfortable for the pupil. This example illustrates how the
pupils’ perspectives on the lived pedagogy of the classroom can help break down the tea-
cher’s own assumptions and help teachers develop greater social justice in the classroom
(Carrington, Allen, and Osmolowski 2007).

Findings resulting from the pupils’ reflections concerning space and time in the class-
room challenged the implicit knowledge of the teacher and gave rise to new understandings.
The pupils’ explanations of their photos were also important. For example, the pupil’s
account of a picture representing an empty floor helped the teacher understand the
meaning of space in the classroom from the pupils’ perspective. This led her to create
new arrangements in the classroom: whenever the arrangement of the desks is changed,
pupils participate in planning the new order so that there is enough space to practice
their own presentations. In this classroom, learning about the children’s experiences of
lived pedagogy via the photos strengthened the teacher’s knowledge about the importance
supporting pupils’ agency in relation to time and space.

In one of the photos, a girl was sitting and reading a book. The explanation was that the
pupil wanted the teacher to read aloud more. Even though only one photo showed this, it led
to all the groups sharing that wish. Afterwards, the teacher tried to arrange more time for
reading aloud for the pupils. This example illustrated what Dean (2007) also found in
her research: photographs enable the exploration of specific individual stories in some
detail. The method gives teachers an opportunity to focus on very simple things, such as
reading aloud. A single experience may become a shared experience. In this classroom,
for example, the issue would not have been discussed without the presence of the photo.

Interestingly, and in contrast to the teacher’s perspective, the pupils did not take photos
of information and communications technology (ICT) technology, despite having attended
ICT lessons during the two learning periods. The only photos of ICT tools in the data were
two photos of cameras. This finding compelled the teacher to think about the role of ICT in
pupils’ everyday lives. Today, for many pupils, modern ICT devices are self-evident and are
a natural part of pupils’ lives. At the same time, however, learning by doing, doing things by
hand, doing things together and playing together were recognised by the pupils as being
important to them.

Although civic engagement was important to the teacher, the study shows that the pupils
did not specifically direct their attention to democratic decision-making in their photos or
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interview discussions. The perspective of society is quite abstract for pupils and is therefore
difficult to capture with cameras or joint interview discussions. This finding made the
teacher become more sensitive to the stories shared by pupils during lessons. For
example, at the beginning of fourth grade, one girl asked, ‘When are we going to get the
letter back from the representative?’ This question demonstrates the pupil’s interest in
wanting to know whether their work had made an impact on work being done to solve
environmental problems in the Baltic Sea.

The study demonstrates that the pupils’ documentation of their classroom experiences
was mostly focused on positive things that the pupils liked and enjoyed at school. The pho-
tography and interview discussions evidently failed to encourage critical responses from the
pupils in relation to their classroom experiences. In the future, more attention should be paid
to framing pupils’ documentation and reflection in a more open way. A meaningful class-
room experience can also be related to something the pupil does not like.

Another reason for the pupils’ tendency to document and reflect mostly on positive
school experiences may be the result of their relationship with the teacher. In this study,
the teacher had a dual role, that of being the teacher and the researcher. Because the
teacher evaluates the children, a power relationship always exists between the teacher
and the pupils. Were pupils telling the truth or were they telling an imaginative story to
impress the teacher? Every research project, analysis and interpretation carries its own
ethical problems. When validating the research, such problems should be admitted and dis-
cussed, not denied (Niemi, Heikkinen, and Kannas 2010).

Conclusions

This study discussed in this paper describes one way of collecting and interpreting data on
the lived pedagogy of a classroom as experienced by pupils. Photography was used as a
technique to provide the pupils with a mediating tool to illustrate their lived pedagogy.
The photographs, when combined with the narratives shared by pupils in interviews, rep-
resent their views of the lived pedagogy of the classroom.

In this classroom, the pupils demonstrated that meaningful school experiences were
related to opportunities to work, solve problems or create artistic items together. The
pupils also appreciated a sense of belonging during situations in which they had an oppor-
tunity to influence the time and space arrangements of the classroom. These findings are in
accordance with previous studies on project-based learning and participatory learning
(Hopkins 2008; Kaldi, Filippatou, and Govaris 2011).

In this study, photography was a valuable tool for exploring pupils’ experiences of the
lived pedagogy and for supporting the pupils in expressing their feelings, beliefs and
opinions (Moss et al. 2007). Photography and group interviews gave the teacher an oppor-
tunity to hear pupils’ voices and develop her pedagogical actions. The photographs worked
well as a starting point for group discussions. The group discussions led the teacher not only
to construct new ideas and thoughts about the pupils’ way of perceiving her pedagogy but
also to develop her pedagogical thinking and action.

Following Kaplan, Lewis, andMumba (2007), we believe that photography can provide
a prominent means to engage pupils with important issues in relation to their educational
experiences at school. Here, photographs are not an absolute representation of a given
state, but function as tools for social interaction and meaning making (Cook and Hess
2007). Pupils’ photographs can help adults see or hear changing meanings and unexpected
things (Darbyshire, Macdougall, and Shiller 2005). Photographs can also provide an oppor-
tunity to revisit situations with pupils. Conversations with the pupils, based on their
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photographs, enable students to explore and develop new meanings about their educational
experiences and engender adult learning (Rasmusen 2004).

This study also found out that photography and interviews worked well as tools to con-
trast the teacher’s pedagogical goals with the pupils’ interpretations and experiences, i.e. the
lived pedagogy of the classroom from the pupils’ perspective. Often times, the pupils’
meaningful experiences had a strong coherence to the teacher’s pedagogical goals.
However, these findings can also be viewed as problematic, because they may reaffirm
practices that continue to repeat the canonical script of schooling, typically characterised
by a power relationship between the teacher and pupils. However, this problem exists in
most development projects or action research studies. The results of such projects or
studies should therefore be revealed to different audiences, such as parents and school com-
munity members, in order to facilitate collective and critical examination and meaning
making about the lived pedagogy of schooling (Heikkinen, Huttunen, and Syrjälä 2007).

Despite many recent reforms in education, pupils are seldom listened to and remain
largely muted in efforts to develop education and pedagogical practices. If education is
to foster pupils’ agency and educational engagement and become more personalised, the
experiences of pupils must be heard. Pupils need to be encouraged to become actively
involved in decisions about their education and there must be appropriate ways for them
to do so. Therefore, new ways of enabling pupils’ perspectives need to be considered.
By engaging pupils in reflecting upon their experiences about the lived pedagogy of the
classroom through photography, we are beginning to identify possibilities for how pupils
can become accountable stakeholders in the process of investigating and developing ped-
agogical practices of their schooling.
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