LEARNINg
Landscapes

Pedagogical Practices:
The How of Teaching
and Learning

TEACH. LEAR

learnquebec .ca







Editorial Staff

Publisher: Michael Canuel

Editor: Lynn Butler-Kisber

Managing Editor: Mary Stewart

Assistant Managing Editor: Abla Mansour
Copy Editor: David Mitchell

The views expressed in this journal are not necessarily those of the Editorial Staff or
LEARN. It is the responsibility of the authors to ensure that proper standards of scholarship
have been followed, including obtaining approval from review boards, where applicable,
and ensuring that informed consent has been given from participants involved in any
research studies.

Copyright ©2021 LEARN holds the copyright to each article; however, any article may be
reproduced without permission, for educational purposes only, provided that the full and
accurate bibliographic citation and the following credit line is cited: Copyright (year) by
LEARN, www.learnquebec.ca; reproduced with permission from the publisher. Any article

cited as a reference in any other form should also report the same such citation, following
APA or other style manual guidelines for citing electronic publications.

Comments to the Editor: lynn.butlerkisber@mcgill.ca

Published in Canada in the second quarter of 2021

% Imprimé au Canada au 2° trimestre 2021
learn






Table of Contents

Spring 2021, Vol. 14 No. 1

9-16

17-22

23-28

29-43

45-66

67-81

83-95

97-110

Statement of Purpose
Review Board (Vol. 14 No. 1)
Editorial

Visiting Critical Exploration in the Classroom
Eleanor Duckworth

Recognizing the Wealth of Knowledge in Inuit, First Nations, and Métis Communities
Mary Caroline (Carol) Rowan

The Pedagogical Practices of an Immigrant Parent:
Maintaining Heritage Language in the Home Context
Emma Chen

Evoking Never Never Land: The Importance of Imaginative Play and Creativity
Hayley Dominey

Using (Counter)stories to (Re)shape Our Communities and World(s)
Amanabh Eljaji

Strangers No More: Collaborative Inquiry Through Narrative as Teacher Reflective Practice
Elia Gindin, Meaghan van Steenbergen, and Douglas L. Gleddie

Building Allies and Sharing Best Practices:
Cultural Perspectives of Deaf People and ASL Can Benefit All
Debbie Golos, Annie Moses, Elaine Gale, and Michele Berke

111-123 Teaching Novice Science Teachers Online: Considerations for Practice-Based Pedagogy

Allison J. Gonsalves, Emily Diane Sprowls, and Dawn Wiseman

125-142 Sensory Arts-Based Storytelling as Critical Reflection: Tales From an Online Graduate Social

Work Classroom
Alison Grittner and The Social Justice Learning Collaborative

143-151 Pedagogy in Theory and Practice

Gunita Gupta

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 3



153-169 Slowing Down and Digging Deep:
Teaching Students to Examine Interview Interaction in Depth
Brigette A. Herron and Kathryn Roulston

171-187 Preservice Teachers and the Kairos Blanket Exercise: A Narrative Inquiry
Sandra Jack-Malik, Janet L. Kuhnke, and Kristin O’Rourke

189-202 Coming Into Mindfulness: A Practice of Relational Presence to Cultivate Compassion in
One Rural School
Sonal Kavia and M. Shaun Murphy

203-218 Unlocking Creativity: 6-Part Story Method as an Imaginative Pedagogical Tool
Warren Linds, Tejaswinee Jhunjhunwala, Linthuja Nadarajah, Antonio Starnino,
and Elinor Vettraino

219-230 Rehumanizing Education: Teaching and Learning as Co-Constructed Reflexive Praxis
Ellyn Lyle and Chantelle Caissie

231-247 Moving Toward Decolonizing and Indigenizing Curricular
and Teaching Practices in Canadian Higher Education
Julie A. Mooney

249-263 Middle Years Teachers’ Critical Literacy Practices as
Cornerstones of Their Culturally Relevant Pedagogies
Anne Murray-Orr and Jennifer Mitton

265-275 Reading Aloud as a Leading Activity With Preschool Students
Pradita Nambiar and Sharada Gade

277-287 Life of a Wildflower: Reimagining Meaningful Learning Through Play-Based Pedagogy
Lisa Nontell

289-304 Pedagogical Experiences: Emergent Conversations In/With Place/s
Corinna Peterken and Miriam Potts

305-315 Faith in the Unexpected: The Event of Obligation in Teaching
Anne M. Phelan and Melanie D. Janzen

317-327 Students Engaged in Reflection and Practical Problem Solving: Exploring Colour Theory
Tiiu Poldma, Lora Di Fabio, and Zakia Hammouni

329-345 Collage as a Pedagogical Practice to Support Teacher Candidate Reflection
Gail Prasad and The Lions BEd Group

4 | LEARNing Landscapes | Spring 2021, Vol. 14 No. 1



347-361 Preparing Future Mathematics Teacher Educators to Develop
Mathematics Teacher Educator and Researcher Stances
Annie Savard

363-378 Remaking Science Teaching: Border-Crossing Between Home and School
Sumer Seiki, Daniela Dominguez, and Jolynn Asato

379-391 (Re)discovering Pedagogy of the Oppressed
Christopher Darius Stonebanks

393-407 The Everyday Creativity of Authentic Classroom Assessments
M’Balia Thomas

409-419 Pedagogical Practices of a Special Educator:
Engaging Parents Who Have Children With Intensive Needs
Jillian Vancoughnett

421-436 What's Among and Between Us: Mining the Arts for Pedagogies of Deep Relation
Jessica Whitelaw

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 5






Statement of Purpose

LEARNing Landscapes™ Journal is an open access, peer-reviewed, online education
journal supported by LEARN (Leading English Education and Resource Network).
Published in the spring and autumn of each year, it attempts to make links between theory
and practice and is built upon the principles of partnership, collaboration, inclusion,

and attention to multiple perspectives and voices. The material in each publication
attempts to share and showcase leading educational ideas, research, and practices

in Quebec, and beyond. We welcome articles, interviews, visual representations,
arts-informed work, and multimedia texts to inspire teachers, administrators, and other
educators to reflect upon and develop innovative possibilities within their own practices.

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1| 7



Review Board (Vol. 14 No. 1)

Avril Aitken, Bishop’s University
Susann Allnutt, Education Consultant

Vera Caine, University of Alberta

Simmee Chung, Concordia University
of Edmonton

Kelly Clark/Keefe, University of Vermont

Patricia Cordeiro, Rhode Island College
Dangeni Dangeni, University of Glasgow

Linda Furlini, Jewish General Hospital
Sara Hagenah, Boise State University

Janice Huber, University of Alberta

Katrina Bartow Jacobs, University of
Pittsburgh

Neomi Kronish, Education Consultant
Lerona Davis Lewis, McGill University

Bronwen Low, McGill University

Pauline Mesher, Education Consultant

Cynthia Nicol, University of British
Columbia

Heather Phipps, University of Calgary

Stefinee Pinnegar, Brigham Young
University

Gomatee Ramnarine, The University
of Trinidad and Tobago

Caroline Riches, McGill University
Hetty Roessingh, University of Calgary
Teresa Strong Wilson, McGill University

Carolyn Sturge-Sparkes, Memorial
University

Andrea Videtic, Champlain College
Elizabeth Walcot, Education Consultant

Boyd White, McGill University

Rahat Zaidi, University of Calgary

| LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 8



Editorial

It is hard to reconcile how the time has passed since the last editorial, which marked month three of the
pandemic. Here, a year later, we have learned to exist in a world of isolation with many new and different
demands by inventing ways to keep connected with family and friends, to teach and live in a changed
world, and to stay healthy. It has been an unusual journey—one that is once in a lifetime. We owe a
tremendous debt of gratitude to all essential workers, including teachers, who have literally put their lives
on the line and contributed so much to the safety and well-being of all of us. One of the highlights for
the editorial team at LEARNiIng Landscapes during this unusual year has been the large number of
excellent submissions that we received from our call, in spite of the excessive demands of COVID-19,
and the creative thinking and innovative practices that are represented in these articles. Our wonderful
peer reviewers found time, in the midst of other responsibilities, to respond thoroughly and extensively
to our authors, for which we, as well as the authors, are most appreciative. They have consistently, over
the years, made publishing a learning process. A formal thank-you goes out to them. We also want to
express sincere thanks to our talented and devoted copy editor, David Mitchell, who for 14 years has
served LEARNiIng Landscapes and worked his magic.

The articles in this issue represent multiple levels of education and a wide range of interesting
pedagogical practices based on principles of social constructivist learning (Richardson, 2003), which
indicate that:
¢ Knowledge is socially constructed and builds upon previous knowledge (Vygotsky,
1978).
e Learning is active, contextual, and personal (Piaget, 1937).
e Learning occurs in the doing and the reflection upon it (Dewey, 1938).
e Learning must be meaningful and involve different modalities (Honebein, 1996; Eisner,
2002).

The underlying themes that cut across the many different contexts in this range of work all espouse the
need for relational, reflective, and creative processes for meaningful and successful teaching and
learning. We hope you will enjoy the variety and the read.

It should be noted that in all our issues, the articles are arranged alphabetically, but for the purposes of
discussion in this editorial they are arranged thematically.

Invited Commentaries

We are very pleased to include in this issue invited commentaries from Cambridge, Massachusetts, and
Montreal, Quebec. Eleanor Duckworth is Professor Emerita at the Harvard Graduate School of Education
(HGSE). In our interview with her, Duckworth traces her constructivist teaching roots to her work with
Jean Piaget and, subsequently, with the Elementary Science Study in Boston. She describes how later she
developed, based on constructivist principles, the now famous T-440 course at HGSE, known
colloquially as the “Moon Course.” She shares how graduate students who took that course over a span
of more than two decades continue to keep in touch with her some 40 years later, to share, discuss, and
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solve pedagogical questions based on her approaches for inspiring constructivist teaching and learning.
Carol Rowan, an independent scholar and educational consultant based in Montreal, explains in our
interview how she developed her passion for the Arctic and wanted her children raised with the cultural
and Indigenous knowledge in which she found herself immersed and profoundly engaged. She developed
a pedagogy that she calls “learning with stories.” She began by carefully observing and visually
documenting the young children while they were engaged in activities outdoors. Then she worked with
an Elder in the community to produce these “stories” in Inuktitut. This gave her access to Inuit cultural
knowledge, provided a way for the children to identify with their language and validate their experiences,
and built strong ties with families, which shifted their perception of her as a teacher. She advocates for a
“Nunangat pedagogy,” a “thinking with the land, water, snow and ice—about going outside” and
working with Elders to bring Indigenous knowledge into educational practices, locally and beyond.

Pedagogies in the Early and Elementary Years

Haley Dominey, at Memorial University, explores the research on the relationship between imaginative
play and creativity, both inside and outside classrooms, and laments the lack of emphasis on these
important dimensions of learning in schools. She argues for professional development to help teachers
create the necessary conditions for imaginative play and suggests the arts and multidisciplinary
approaches for learning can enhance creativity and encourage imagination. She provides an example of
how, in a grade five science class, a student was encouraged to “think outside the box” during an activity
on identifying and categorizing natural resources. Dominey concludes with a series of photos of
mundane objects she took in her home during COVID-19 and shares how, in careful observation and
contemplation from different vantage points, she was able to perceive aspects she had previously
overlooked. Lisa Nontell, from the University of Saskatchewan, discusses the tensions that exist between
teacher-centred teaching and play-based approaches in Kindergarten. She describes how she shifted her
emphasis to play, and worked alongside her students as a fellow learner and participant in reimagined
workspaces for exploration, experimentation, and imaginative play, and where meaningful and exciting
learning took place. Anne Murray-Orr and Jennifer Mitton are located at St. Xavier University. These
authors discuss how six elementary/middle school teachers in Eastern Canada incorporated critical
literacy into their classroom practices. Their observations and interviews revealed that critical literacy
practices need to be intentionally imbedded into planning, so that students are engaged in issues that are
relevant to their communities, and should experience multimodalities of expression and representation.
Sonal Kavia, an education consultant, and Shaun Murphy, from the University of Saskatchewan, studied
the use of mindfulness practices by two educators (one veteran and one beginner) and a school leader
in a small rural elementary school. Their narrative inquiry, replete with vignettes and examples of support
from the school leader, reveals that the qualities of deep listening (to the self and others) and being present
and aware in the moment, as well as direct perception and empathy, all contribute to creating
compassionate, caring school spaces and a mindful pedagogy. Jillian Vancoughnett, also from the
University of Saskatchewan, describes her work with a parent to meet the needs of three-year-old, Shirley,
who was diagnosed on the autism spectrum. Jillian used parent knowledge to help guide a transition
from working in the home and surroundings through a series of gradual moves to a school setting.
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She suggests that authentic and meaningful home visits should be at the centre of a special needs program
and highlights the pedagogical possibilities that exist when parent knowledge is “invited and welcomed.”
Pradita Nambiar, who is a teacher in Vidyaranya School, and Sharada Gade, who is an independent
researcher, both located in India, describe in three vignettes a reading-aloud pedagogy that Pradita uses
with her Kindergarten students. They posit that reading aloud fosters the cultural-historical development
of children through socio-dramatic play and word substitution. This exposure helps them to prepare for
and transition into the subsequent grade.

Literacy Pedagogies

Emma Chen, from the University of Saskatchewan, shares an autobiographical narrative inquiry into
teaching Chinese to her preschool daughters to develop and maintain their heritage language. She
transformed her home into a multimedia space for listening, playing, reading, writing, and creating, and
integrated friends and relatives into the activities. She kept a daily, digital diary to document what
transpired. She highlights how this heritage language learning builds passion about the language and
helps to connect immigrant children with families, culture, and community. She advocates for including
this approach in the education system. Debbie Golos, University of Minnesota, Annie Moses, National
Association for the Education of Young Children, Elaine Gale, from City University of New York, and
Michele Berke, from the California School for the Deaf, provide an overview of the various existing
perspectives for educating Deaf children. They argue that the sound-based approaches, which are used
most frequently, emanate from a deficit notion about Deaf people that suggests they need to be “fixed”
so they can “fit” into a hearing world. They discuss that, instead, there is a need for a cultural perspective
that views Deaf individuals as visual beings who have their own language that exists in a rich, visual
culture, in theatre, sports, and language. They believe that teaching American Sign Language (ASL) would
benefit all students and, furthermore, would help develop positive perceptions about their peers who are
Deaf.

Secondary School Pedagogies

Jessica Whitelaw, at the University of Pennsylvania, describes a yearlong, collaborative practitioner
inquiry with two secondary teachers and their diverse group of students in an urban, art-based school.
She shares, with detailed examples and excerpts from interviews, how the teachers strategically and
intentionally used the arts to explore the topics of “Who am 1?2 Who are you? Who are we?” as the impetus
for fostering relational and social justice teaching and learning. One example discusses how the students
wrote a script to protest a funding cut that would have a direct impact on their ability to continue to
attend the school. They learned about empathy by getting to know others more personally, and found
their voices as they portrayed who they were and why. She suggests that placing the arts at the centre of
classroom life develops these deep relational spaces. Amanah Eljaji describes her work with grade nine
secondary students as she helped them create counter stories to push back at the dominant and negative
narrative which they had internalized about being Muslim. Sharing artwork and poetry, and other
multimodal approaches, she shows how she helped them create their own stories to map out resistance
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to the dominant narrative. She urges teachers to provide “many mirrors” for youth to see themselves, as
well as “windows” through which to view other diverse worlds. Anne Phelan, from the University of
British Columbia, and Melanie Janzen, from the University of Manitoba, posit that obligation is what
often drives teachers in the midst of the “machinery of schooling.” They describe four teacher stories that
support the notion of the sense of obligation and the faith teachers have in dealing with the unexpected,
and helpfully juxtapose these with John Caputo’s work on teaching and ethics. They show poignantly
how inventive these teachers had to be in dealing with the tensions that occur between the demands of
their everyday duties and/or fear of breaking rules and the strong sense of ethical obligation they felt as
professionals about responding to unexpected events that occurred.

Reflective Practices in Higher Education

Warren Linds, Tejaswinee Jhunjhunwala, Linthuja Nadarajah, and Antonio Starnino, at Concordia
University, and Elinor Vettraino, at Aston University, describe a 6-Part Story Method (6PSM) they use as
a pedagogical tool. It uses abstract images to elicit a structured storytelling process that enables reflexive
learning about approaches to ethical practices. The 6PSM process builds on Gersie’s (1997) Story
Evocation Technique (SET), where participants draw on cards to create a visual story based on a six-part
structure—character, task, a force to help, a hindering force, an action, and ending. Vettraino developed
picture cards to alleviate embarrassment that might result from adults having to draw. Linds used the
6PSM process as a course assignment and then, subsequently, invited three willing students from the
course to work with him and Vettraino. They created their individual stories from the same set of cards.
Three themes emerged which included safety, the difference between want and need, and creative
exploration. The work concluded with an individual exploration of each theme and suggested that the
structure of this process provides a degree of safety and limits what emerges. The telling of the story
moves in and out of the structure, partly as a result of a response from others, and each telling provides
new knowledge for the creator. Elia Gindin and Meaghan van Steenbergen, two teachers, and Douglas
Gleddie, a Professor at the University of Alberta, engaged in a four-month, reflective, online process in
which they shared a teaching experience, then read each of the shared stories to understand the feelings
and contexts of their colleagues while bringing their own experiences to “the table.” Finally, they
produced a collaborative reflection in a shared Google document. They discovered that this collaborative
process enabled them to understand experiences from different perspectives and was a valuable reflective
approach for inducing professional growth. Sandra Jack-Malik, Janet Kuhnke, and Kristin O’Rourke, at
Cape Breton University, describe their narrative inquiry with preservice teachers on the use of the Kairos
Blanket Exercise (KBE). The purpose of the KBE exercise is to build understanding about shared history
as Indigenous and non-Indigenous peoples in Canada. The process involves the exploration of the history
of pre-contact, treaty making, colonization, and resistance, while stepping onto blankets that represent
the land and the role of First Nations, Inuit, and Métis peoples during these experiences. Simultaneously,
the participants reflect on what they know about this history and how they learned it. Later, in “Talking
Circles,” they share what they have learned and what this means to them. The results of the study
indicated that the process made the participants feel safe enough to ask questions. Some shifted their
understanding of the history, and others, interestingly, began considering how they might contribute to
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decolonizing their teaching, which augurs well for this pedagogical approach. Julie Mooney, at the
University of Alberta, used auto-ethnography, autobiographical writing, and scholarly literature to weave
together her personal narrative, with self-reflection and theoretical work as a way of wrestling with how
to decolonize and Indigenize her teaching. She examines critically and poignantly her identity and
miseducation, and the roadblocks she has encountered along the way. She discovered, as illustrated in
her compelling narratives, that relationality, responsibility, and place are the “starting points” for living
reconciliation and enacting decolonization and Indigenization in her teaching and curricular practices.

Visual Pedagogical Approaches in Higher Education

Gail Prasad and The Lions BEd Group, at York University, describe their study on reflective practice with
six teacher candidates who were part of a course on “Inquiries Into Learning.” Prasad workshopped
collage making with the students and then guided them through the creation of a series of three collages
to portray their vision of learning and their doubts about becoming teachers. The final collage was one
that merged these hopes and fears. This work culminated with a final reflective statement. This collage
process revealed to these candidates how their hopes and fears naturally and realistically mingle. The
authors hope to use this work to explore further aesthetic-based pedagogies in preservice teacher
education. Ellyn Lyle, a Professor, and Chantelle Caissie, a student, both at Yorkville University, reveal
evocatively, poetically, and reflectively, their dialogical analysis of shared learning experiences. Their
work was guided by the notion that personal experiences inform both what and how each learner comes
to know. The poetic writing space they created became a safe place in which to share vulnerabilities and
build relationship. They conclude that their “co-constructed praxis” is a way to re-humanize education
because it helps to resist the dominant discourse that otherwise would “write their stories” for them.
Alison Grittner and The Social Justice Learning Collaborative, at the University of Calgary, share how
six Master of Social Work students, in an online learning environment (due to COVID-19), created
sensory essays through drawing, photography, performance, music, and media, to reflect critically on
their social location and identities. More practically, the sensory, arts-based essays helped to alleviate
the amount of screen time for the course. They show how this process allowed these students to draw on
their unique perspectives and experiences to foster deep reflection and transformative understandings of
social justice issues. M’Balia Thomas, at the University of Kansas, describes two Teaching of English to
other Language Learners (TESOL) assessment tasks in which she has integrated creativity. The first of
these is the “Supervisory Observation Report” which she uses in an undergraduate course. The students
evaluate a scenario depicting a teacher’s pedagogical response to a second language student with limited
English proficiency and then offer feedback to improve this response. The second is “The Conference
Poster,” for which students address the real-world challenges of communicating a theoretical argument
succinctly, critically, and visually for their peers. The creation of a poster helps to prepare students for
the oral demands of comprehensive exams and dissertations, and fosters professionalization among them.
Thomas argues that these approaches, which incorporate everyday creativity, promote deeper learning
and risk taking that is needed in classrooms. Also, these tasks help the instructor to focus on and clarify
what needs to be taught, contextualized, and provided for students in advance. Tiiu Poldma and Zakia
Hammouni, at the Université de Montréal, and Lora Di Fabio, at American Biltrite, describe how they
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helped students to connect theory and practice by creating an aesthetic problem-solving task in a
workshop setting. Fifty undergraduate, Interior Design Program students in a second-year theory course
learned the basic theories about light and colour. Then they attended a workshop put on by the Colour
Marketing Group (CMQ), a nonprofit, international, colour-forecasting organization. They were shown
how colours are forecasted annually and globally. Next, working in pairs, they had to solve a specific
colour problem. Finally, they prepared concept boards to share their processes and the thinking behind
them. These were submitted as a course assignment, but also were part of a juried competition to select
the best work to become part of future CMG workshops. The process helped to elucidate theories, put
these into practice, and engage the students in authentic and meaningful learning. Annie Savard, at
McGill University, shares how she supports doctoral students in becoming Mathematic Teacher
Educators (MTEs) during a graduate course that she teaches. Her seminar addresses the divide that exists
between theory and practice. It emphasizes how to improve pedagogy for pre- and in-service teachers,
and how to coach teachers on best practices. It promotes the need for a critical stance and helps them
to situate themselves in their work. In addition, they make connections between their teacher educator
roles and their research projects. Savard provides an overview of the class activities and presents five,
multimodal assignments (Observation Tools, Cycle of Enactment and Investigation, Coaching Teachers,
Journey Synthesis, and E-Portfolio) for supporting the development of MTEs. She posits that the integration
of theory and practice, the varied assignments, and the peer work help to position the students differently
as MTEs.

Adapting Pedagogies for Learning in Higher Education

Allison Gonsalves and Emily Sprowls, at McGill University, co-designed an undergraduate science
course with Dawn Wiseman, from Bishop’s University, and then Gonsalves and Sprowls taught it at
McGill. They tried to make it as interactive as possible while pivoting to an online environment due to
COVID-19. They provide an overview of the science curriculum and share how previously, pre-COVID
students were introduced to what are called Ambitious Science Teaching (ABT) practices, which they
then deconstructed and analyzed. For the online students, they offered a hybrid approach by
demonstrating with a small group of in-person students (within safety regulations), and by sharing this
demonstration synchronously, as well as recording and posting it. Google Jamboard was used so students
could talk about science ideas and then collaboratively sketch and share them digitally in real time. A
whiteboard, which was used by the small group of in-person students, was photographed and posted to
provide a record for the others. They discuss how “rehearsals,” that is, selecting a “big idea” and modeling
to reach consensus about an explanation, posed challenges in terms of time and in the portrayal in the
online context. The authors discuss these challenges candidly and provide helpful suggestions for using
the interactive functions of digital platforms. They ponder about whether the transfer of science from an
online context to an in-person classroom will work for these future teachers who did the course online.
Sumer Seiki and Daniela Dominguez, at the University of San Francisco, and Jolynn Asato, at the San
José State University, describe how they use a “familial curriculum” to prepare preservice science
teachers. To personalize and contextualize science, this curriculum incorporates “personal, familial,

community, and cultural knowledge, stories, and emotions” . . . which have been passed on

14 | LEARNing Landscapes | Spring 2021, Vol. 14 No. 1



Editorial

generationally. The authors explored a seven-week course with 14 preservice teachers. Using interviews,
observations, and artifacts, they share the histories and familial knowledge of three students, which are
juxtaposed and re-valued alongside science. The results showed that short science lessons that
incorporate accessing, articulating, and translating community cultural knowledge, are extremely
valuable and are made relatable through family stories. Brigette Herron and Kathryn Roulston, at the
University of Georgia, discuss the need to “slow down and dig deep” in a first-year seminar and in a
graduate course on research interviewing. They share how they teach the students to use
Ethnomethodology (EM) and Conversation Analysis (CA) to examine the construction of interviews.
They describe two cases. In the first, the students viewed a Martin Luther King interview and analyzed it
by focusing on ways of answering questions about controversial topics. The second was an analysis of a
publicly available interview on interviewing where the students examined difficult interactions.
These detailed analyses helped the students to understand how participation works in interviews, to
notice how question-and-answer sequences unfold, and to recognize the importance of positioning
themselves critically.

Journeys in Pedagogical Thinking

Christopher Stonebanks, at Bishop’s University, describes his pedagogical journey, which began when
he used a Freirean approach in his teaching in the James Bay Cree community in Mistassini.
Subsequently, while doing his PhD, he abandoned Freirean pedagogy and became immersed in Critical
Pedagogy with some of the key scholars at the time. After his doctoral work, he became involved in an
education project in the rural region of Milawi, which prompted him to question the field of critical
pedagogy because of the hierarchies that he realized existed in it, and he wished to flatten. The
juxtaposition of these pedagogies brought him full circle back to the work of Freire and its emancipatory
and humanized roots. He used these ideas to help this community in Milawi build and own a public
campus dedicated to lifelong learning. He found his pedagogical home in the work of Freire. Corinna
Peterken, at Brigham Young University, and Miriam Potts, at Victoria University, journeyed through
Rock Canyon, Park City Rail Trail, and Great Salt Lake, and share how attentive walking on foot, art
making, and storying, produce a relational kind of learning and a different kind of knowing. This
combination fosters careful noticing and reflection and establishes links with other living things, places,
and materials. The article suggests new perspectives for thinking about and “doing” pedagogy. Last, but
certainly not least, Gunita Gupta, from the University of British Columbia, shares her pedagogical
journey by weaving theoretical perspectives and alternating these with personal and engaging stories of
her milestone realizations. She starts from the premise that pedagogy can be understood as the methods
for teaching, and then, deftly and poignantly, shows, rather than tells, in her personal narratives, how
pedagogy is not a choice, but a response and a way of being with children. She completes her
pedagogical journey and simultaneously convinces the reader that, above all, pedagogy is the practice
of love.

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 15



Lynn Butler-Kisber

References

Dewey, J. (1938). Experience and education. Macmillan.
Eisner, E. W. (2002). The arts and the creation of mind. Yale University Press.

Honebein, P. C. (1996). Seven goals for the design of constructivist learning environments. Case Studies
in Instructional Design, 11-24.

Piaget, J. (1937). The construction of reality in the child. Delachaux & Nestlié.
Richardson, V. (2003). Constructivist pedagogy. Teachers” College Record, 105(9), 1625-1640.

Vygotsky. L. (1978). Mind in society: The development of higher psychological processes. Harvard
University Press.

Lynn Butler-Kisber (B.Ed., M.Ed., McGill; Ed.D. Harvard) is a Professor of

Education in the Department of Integrated Studies, Faculty of Education and an

Associate Member of the Institute for Health and Social Policy, Faculty of

Medicine, McGill University. She was recently elected Chair of the Elliot Eisner

Special Interest Group at the American Educational Research Association. Her

teaching and research include qualitative research methodologies; leadership,
multiliteracies; and professional development. She is particularly interested in arts-based
methodologies, more specifically in visual inquiry (collage, photo/film, and visual narratives) and
poetic inquiry on which she has written and presented extensively. She focuses on issues of
marginalization, equity, and social justice. Some recent publications include Poetic Inquiries of
Reflection and Renewal: Poetry as Research (2017), with Guiney Yallop, Stewart, and Wiebe; the
second edition of her book, Qualitative Inquiry: Thematic, Narrative and Arts-Based Perspectives
(Sage, April 2018) and Collage-making, in the 2019 Sage Research Methods Foundations (edited by
Atkinson, Delacourt, et al.). She is founding (2007) and continuing Editor of LEARNing Landscapes,
an online, open access, peer-reviewed journal that integrates theory and practice, encourages
multimodal submissions and the inclusion of a variety of voices. Current projects include: The
NEXTschool Initiative; the Human Displacement and Narrative Inquiry Project (Routledge 2022)
and online Sage Nvivo Webinars on arts-based research. She has done a range of international
research and development projects in Dominican Republic, China, Indonesia, Trinidad and Tobago,
Turks and Caicos Islands, and in the UK and USA.
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Visiting Critical Exploration in the Classroom

Eleanor Duckworth

Abstract

In this commentary, summarized from a recent interview, the author reminisces about a career dedicated
to critical exploration in the classroom. She discusses the formation of the Moon Group, a group of
teachers who met over a period of 25 years to study the behaviour of the moon. Duckworth later
describes an exercise in which her students experimented with the positioning of a small mirror in the
classroom in order to be able to predict where to place it on a wall so one student can see another in a
different part of the room. In another exercise, she had university students observe the learning of children
by having them solve spatial problems without any advice or prompts from an adult. She concludes by
providing guidance for classroom teachers, emphasizing the importance of making sure, “what you want
them to learn is worth learning about.”

Discovering Piaget and Inhelder

When [ finished my BA, | wanted to go see the world and | won a Rotary Fellowship which sent me to
Paris with $2,000 for the year—ALL MINE! And | had money left over at the end! Although | had done
my BA in philosophy, | wanted to do graduate work in psychology. I'd never heard of Piaget, but he was
on the course schedule that | was required to take. His very first class swept me away—it appealed to my
young philosopher’s heart. His lectures that year were about geometry—and he pointed to three different
kinds: Euclidean, projective, and topological. Historically, Euclidean came first. Theoretically, the base
is topological, from which we devise projective and Euclidean. Piaget’'s question was: “What was the
order in which children’s thinking developed?” The answer his observations and interviews had led him
to was that children’s geometric thinking was topological, first; Euclidean and projective developed later.
That's what he was lecturing about that year, and it fascinated me.

Then, | found some financial support to continue in Geneva and went there as a student full-time for the
next two years. | continued to be overwhelmed by his theories. And | took part in the research, as all
students did—as note takers. My first year, | had the good fortune of being the notetaker for Barbel
Inhelder, Piaget’s coauthor. The second year, | was a research assistant and did the interviewing myself,
with a note taker to help. That was really fascinating for me. | was giving kids interesting things to think
about, devised by Piaget and the research group—actually that year he was back to studying children’s
approaches to topology. | loved it. | always wanted to prolong the conversations with the children.
| wanted to see what they thought about this point of view and that point of view. | was fascinated by
watching how they handled conflicts in their own thinking.

When | came back to the United States, | signed up for a PhD program, but | dropped out of it. Nothing
was anything like as fascinating as Piaget, so | wasn’t enjoying it. But it meant that now | needed a job.
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By then, 1962, Piaget was known by the education world in North America, and, although | had no
particular interest in education, | found that that was where | could easily get a job.

Elementary Science Study

My job was with the Elementary Science Study, which was developing science curriculum for elementary
schools. I knew nothing about science, nothing about curriculum development, nothing about
teaching—but | knew more than most people about Piaget.

Most of the staff were research scientists who took time out from their careers to spend a year or two
working on elementary school science. They were terrific and | had a wonderful time. This organization
had a biology lab, a physics lab, a woodworking shop, a metalworking shop, and a film studio. The film
studio we had to share with a few other projects, but the others were all just ours. What they didn’t have
were kids. So as they worked away on their curriculum and the materials that would engage kids their
subject matter, they tested them all out on me.

| became the sample kid, and | was a student of practically all their absolutely wonderful curriculum.
That’s how | learned all the science | know, from my colleagues at the Elementary Science Study. It was
a wonderful education. On the whole though, | didn’t know what on earth | was doing there. | didn’t see
how | could be helpful to anybody. | was happy to be this child, but what else could I possibly do? When
we started to go into classrooms, my colleagues would try out the materials with the kids and | would
talk to the kids to see what they were making of it. That was where | found that | could be useful. I knew
how to talk to kids without telling them what | wanted them to say. | was able to learn what they were
thinking about the materials. That was what | was trained in, in Geneva.

The Subject Matter of Teaching and Learning

| eventually went back to Geneva and did get my doctorate—17 years after | had received my Master’s
equivalent there. By the time | got to my position at Harvard, | knew that in my courses | wanted to show
kids at work, having them think through some of the problems that were developed in Geneva; | wanted
to have my graduate students read articles by David Hawkins, the first director of the Elementary Science
Study—a philosopher of science and a wonderful man who had learned a lot about teaching from his
nursery school teacher wife, Frances Hawkins; and | wanted them to watch the moon. | had gone back
to Geneva and done some teaching and that's where | developed “doing” the moon, but it grew out of
the Elementary Science Study, which has a unit about watching the moon.

In my experience with the Elementary Science Study, | learned that my scientist colleagues all loved their
particular subject matter, and wanted to share their love and wonder with teachers and children. They
wanted to give the students experiences of the phenomena that had given rise to their own wonder. They
were not interested in giving the students words about these phenomena. If my subject matter was
teaching and learning, how could | give students experiences that would raise wonder? | came up with
three things.
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One was, | would demonstrate with kids this way of asking them questions about what they thought,
so as to help students see that kids have a lot of ideas, are willing to think hard for a long time, and can
go far in their own thinking without being told the answers.

Another was having my students do that themselves, as homework. People did what they had seen me
do—uwith their nieces, neighbours, roommates, uncles, people hanging out in Harvard Square,
and anybody they happened to know. They were practicing the craft of getting somebody to consider
some issue, to come up with their own thoughts, and to get somewhere further in their thinking without
being told anything.

The third, and very major, thing was to have the students be learners themselves, in the way | wanted
them to learn and wanted them to teach.

Their final project, building on these three kinds of experience, was to have the students choose their
own subject matter, and devise their own materials and activities for getting people interested in it—
trying it out as they went along—with one or two learners.

So those were the three elements that did end up creating, in my students, new wonder and love for
teaching and learning.

Observing the Moon

Subject matters that | had students study as a group, for a day or two, included a poem, the mirror
problem, and a math problem: “What are all the ways you could lay out four paper clips, each of a
different colour, side by side, and how can you develop a system which would enable you to be certain
that you had all of them with no repeats?” But the subject matter that we studied for the entire semester
was the Moon—what were its habits. They were to document their observations of the moon every day—
keeping a record, as often as they could, of when and where they saw the moon was and how it looked.

And then in class, we talked about what they saw, what was surprising, why this was surprising, what
was beautiful, what they appreciated and what they had observed that seemed to be a regularity, what
puzzled them. They would ask each other to help out by paying attention to something specific, in their
own upcoming observations. If the timing was right, we would go out at the beginning of class and see
where it was and predict where it would be at the end of class two hours later. Figuring out how to mark
where the moon was at the beginning was already one challenge. We would go out together two hours
later and see how their predictions turned out, and what further questions they raised.

The moon is available for everybody, and there are some regularities you start to see in a couple of days.
You say, “Oh my goodness, it's doing that. | wonder if it will be doing that at the same time tomorrow.”
Some things one can get quickly, some things would take a month or two to see the regularity—others
longer.
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And as people start to see the regularities, they start to try to figure out how come that's how we see
things. What are the moon and the earth and the sun actually doing, so that we see what we see in the
sky? Then they would try becoming the objects. Someone would be a sun, another a moon, and another
the earth. And they moved each other around and tried to figure out, how it would look if we were like
this and this? It's very tough spatial thinking to figure out what’s going on in the sky and on our Earth for
it to look to us in some specific way. That takes an entire semester, and it is far from finished after

one semester.

Before | started teaching the Harvard course, | spent a few years in a project at MIT with Cambridge
elementary school teachers. Part of the project had involved studying the moon, and after the project
was over, six of them wanted to keep going, studying the moon. The Moon Group met, | think, every
two weeks for about 25 years. Details of some of our later work is in an article, “Twenty-Four, Forty-Two,
and | Love You: Keeping It Complex,” which can be found as a chapter in “’The Having of Wonderful
Ideas’ and Other Essays on Teaching and Learning” (pp. 141 to 154). The Moon Group got deeper and
deeper into how the moon moves and what’s going on in the solar system that results in the movements
we see. We stopped for a while, after the 25 years. But we're just now coming back together. We're now
starting on light, and reflections. We probably don’t have another 25 years to go, but we're starting on
light and reflections.

The Mirror Exercise

The mirror exercise requires a plain wall preferably without windows or doors in it. Two students stand
up, Mary near one end of the empty wall and Jeremy opposite the other end, but on the other side of the
room. We have a little mirror, and the question is: “Where should we put the little mirror, flat against
that wall, so when Mary looks into it she sees Jeremy?” And | would have people go and put a little pin
or a piece of tape or something on that wall to show where they thought the mirror should go—without
saying why. And then I’d have everybody pick one of the marks on the wall that is not where they think
the mirror should go, but that they think they know why the person thought that. At that point the job is
trying to figure out what ideas or thoughts might give rise to this prediction—an important exercise for a
teacher. And then people went into little groups to work on where in fact the mirror would go, and how
to predict where the mirror would go if the two people move.

I would usually end with laying the mirror in the middle of the floor. It was always a big class of about
50 people. We would all stand up in a circle, and by looking in that mirror on the floor, found somebody
on the other side. Everybody saw somebody so there we would be—all 50 people in one little mirror.
Quite an astonishing thought! In one class, someone said if the light photons or whatever they are,
are bouncing from the mirror to Mary, and she is sending others bouncing off the mirror to Jeremy,
how come they don't hit each other and bounce back? And so, Mary would see herself again. It got right
into the question of the—well, how does light work, anyway? | certainly don’t know the answer that
question. | asked my physicist friends and they said, “Well, really, we don’t quite know the answer to
that question yet.” It was quite amazing.
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University Students Learning From Kids

When children come to the class, | tell them, “I want you here because most of the people in this room
are teachers, and | know that most teachers think that they have to tell you things, and if they don't tell
you things, you won’t ever know them. And | don’t think that’s quite true. | think that you can learn a lot
of things without being told them. So, I'd like you to show them that.”

The students would watch them work, try to figure out what they’re doing. One of the major things | liked
to show the students is a question about volume. I'd have some little blocks, two centimetres cubed, and
then a solid block—the size of four by three by three of the little cubes. And then | had a whole lot of
cubes the size of the little ones. “That big block is a chocolate bar and the company that makes it thinks
it's not a very good shape. They’d like exactly the amount of chocolate that’s in it, but it's not a good
shape for a chocolate bar.” And the children agree: “Yes, it's not a good shape.”

I would ask, “Could you build another shape that has just the same amount of chocolate in it?” | usually
worked with two kids at a time and I'd give one of them a two-by-two square and another a two-by-three
rectangle—two blocks on top of two blocks, or three blocks on top of three blocks. They were to build
out along the table from the original square or rectangle, adding little blocks until it would make the
same amount of chocolate as the original block. One 10-year-old, after working for a while, looked at
the big block, multiplied, and came up with 36. He started adding squares (that was the shape he had
been given) —aiming to add 36 squares! And when he saw how long the chocolate bar was getting,
he exclaimed that 36 would be far too many rows. He had the appropriate numbers, multiplied them
together correctly, but he had no idea what he was supposed to do with the number that gave him.

If they get interested in how many little blocks make up the big one, they often take the outside area for
the volume: “There’s 12 on this side, 12 on this side, 12 on this side and 12 on this side, that’s 48 and
there’s nine up here. That's 57 and there’s nine down here. So there are 66 in there.” Some kids see no
problem with that. And that’s okay. Off they go not getting it today. Others are perplexed and work hard
at figuring out what might have gone wrong in that calculation.

The children usually worked about 45 minutes and then had a 15-minute break. During that time
we would discuss what they had done and decide among ourselves what questions to ask them next.
And when the children came back | would do what the students had told me to do. Then the children
would work again, sometimes as much as another hour. They just worked. If they were intrigued by this
question, they just never wanted to stop, which is fascinating to see. The students would notice how hard
they worked; and how much silence there was; and that | didn’t tell them anything, and yet they learned;
and that | never said yes or no to something they thought. The students were able to see both what the
kids were doing and what | was doing.
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Advice for Classroom Teachers Who Embrace the Notion of Inquiry

Make sure that what you want them to learn about is worth learning about. And then find some intriguing
little part of it, to command their interest. Commit yourself to having the students really experience this
subject matter. Give them the math problem and let them figure it out or give them the scientific
equipment and raise one question or give them a history document and let them make sense of it and
then have other backup documents to pursue their ideas. So, you never have to say, “Yes, you're right,
or you're wrong.” You just get them to keep thinking, your job is to keep them thinking about this subject
matter. And your job is to find materials that will keep them thinking.

Eleanor Duckworth was born in Montreal; her schooling was in the public schools of

Montreal and Halifax before she ventured into the wider world. A former student,

research assistant, and translator of Jean Piaget, she grounds her work in Piaget and

Inhelder’s insights into the nature and development of understanding and in their

research method, which she has developed as a teaching/research approach, Critical

Exploration in the Classroom. She seeks to bring a Freirean approach to any classroom,
valuing the learners’ experience and insights. Her interest is in the experiences of teaching and learning
of people of all ages, both in and out of schools. Duckworth is a former elementary school teacher and
has worked in curriculum development, teacher education, and program evaluation in the United States,
Europe, Latin America, Africa, Asia, and her native Canada. She is a coordinator for Cambridge United
for Justice with Peace, and is a performing modern dancer.
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Recognizing the Wealth of Knowledge in Inuit, First Nations,
and Métis Communities

Mary Caroline (Carol) Rowan

Abstract

In this interview, Carol Rowan recounts how she moved up North to Inukjuak, because she sought to
live and learn with Inuit. Following her union with Jobie Weetaluktuk in 1984, and the subsequent births
of their three Inuit children, she developed pedagogical approaches informed by and rooted in Inuit
ontologies and epistemologies. She discusses how written and spoken Inuktitut language holds culturally
specific content. Moreover, she shares how living with land, engaging with Elders, speaking in Inuktitut,
and using local materials of the place can serve to displace prevailing Western hegemony with deeper,
more intimate understandings of local environments and lifestyles.

Can you tell us how you became involved in Nunavik early childhood education?

| wanted to go up North. A Professor at York University, Dee Appee, a developmental psychologist,
befriended me at our church when my mom couldn’t go because she had a new baby. Dee had four sons
and no daughter, and she took me under her wing. She started to take me to puppet shows and events in
the Toronto area where we lived at the time. And she would give me Inuit prints as gifts. | was very
young, maybe eight or nine years old, and these prints came from Cape Dorset. They were the very early
Inuit prints. So, | had these prints as well as a subscription to the National Geographic Bulletin.

My fascination with Inuit and with the Arctic, and with the prospect of exploring the Arctic terrains at
some point, was nurtured as a very young child. When | graduated from Trent University with a Bachelor
of Arts in History, | asked myself: “What am | going to do?” My two best friends were both going to Igaluit
to work and | wondered, “How am | going to get there?” | decided that if | became a teacher, then |
would be able to travel North. That's how | first got North. | went to Bishop’s University and got a
Diploma in Education. Afterwards, | went to the Magdalen Islands for a couple of years, and then | went
up North to Inukjuak on the coast of Hudson’s Bay. And I really loved it. It was an amazing community!

[ fell in love with an Inuit man and we had three children. By 1987, we were living in Igaluit and | needed
to find some childcare for my two young boys, while | worked. So, | ended up becoming involved in
establishing the Igaluit Childcare Association. From the moment that | had my second son, who was born
in Igaluit, | knew | would need to work, but | also knew that if he was going to benefit from childcare,
| wanted him to be nurtured as he would be by my mother-in-law, Lucy Weetaluktuk. This would mean
being fed the tenderest morsels of meat, and food from the tail of fish, and being carried on her back,
and sung little songs—the aqausiit songs that are custom designed to be dyadic songs between
two people. And so that's how | became involved in developing Inuit early learning and childcare,
because | wanted my kids to be cared for in an Inuit way, informed by Inuit ways of knowing and being.
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You moved into adapting learning stories approaches from the Maori culture and education. Can you tell
us a little bit about that and how you brought that into the early childhood work that you were doing?

Margaret Carr from Waikato University has worked very closely with several Maori scholars, including
Lesley Rameka. In 2009, | decided that | was ready for more learning. | had a Bachelor of Arts in History,
and | had taught school and had become quite involved in Inuit early learning and childcare.
But I decided | needed more. | was missing the theory, although | couldn’t have known that then.
So, | went back to school. | needed to get a couple of early childhood education courses, which | didn’t
have. And when | started those courses, it felt like | was on an I.V. The relationship between reading the
literature and my quest for learning more about how things worked in early childhood, just linked up
through those studies that | undertook at the University of Victoria. At that time, Margaret Carr was the

world-renowned lead on learning stories.

| just became fascinated because | felt that learning stories provided a way to not engage in Euro-Western
strategies of assessment that were based on a checklist, but rather, to use a storied approach to gain
insights into a much broader understanding of relations with family, culture, and language. The work
that | saw that was being done in Maori communities, provided an example for us in Nunavik, to meet
governments’ requirements for assessment, but in ways that better suited our own purposes.

Can you describe this approach in a bit more detail and give some examples of why it really seemed to
work for you?

We started by asking the teachers to look for what interested children, with a simple prompt: “Look for
children’s interests.” And the educators began to take pictures of children’s interests, for one week.
People looked for children’s interests and then printed up some pictures. And we looked at them and
said: “What stories are there? What do you see?” This was the work | did for my Master’s research, when
I was in Inukjuak, my husband’s hometown, which is on the coast of Hudson’s Bay in Nunavik.
Interestingly, one of the early childhood educators had gone up the Hill. And she had gone up the Hill
to where the local cultural committee had a “qumak,” which is a moss structure, and a snow house,
an igloo (illu).

The educator had taken pictures of a group of her children, who had marched up the hill and gone inside
the snow house and outside it, and later assembled the photos to make a story with them. We talked over
her stories with a group of educators and asked, “What are the implications? What do we learn from your
story? And what do you want to do next?” And she said, “Well, in the igloo there’s a qullig,” which is a
stone lamp that’s lit using seal fat or, in these days, Mazola corn oil. And she said, “This little girl wants
to seek the qulliq lit.” And so we talked about the possibility of lighting the qulliq in the playroom
amongst the group of educators during this evening meeting. And they said, “Yeah, let's make this
happen.” And it happened. Because of the way we were working, | had invited the board members and
there were administrative people there, too. And the Chair of the Board said, “We have to do this. We can
be sure we could hire an Elder. We can find money. We can support this work.” So we knew that we
were going to get a qulliq lit in the childcare center.
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And finally, after three weeks, we had arranged for the Elder to light it. Because my husband is a
filmmaker, | had assembled a film crew. My daughter happened to be in town, and the people from the
regional government were coming and it was all terrific. Meanwhile, once | arrived at the childcare
center, the Elder had called to say her grandchildren’s teacher hadn’t shown up at school, so she was not
going to come.

After 40 minutes, the early childhood educator finally decided to do it. And she lit the qullig, and children
came from the different classes and we filmed the event. And once the lighting was completed, the early
childhood educator turned to me and said, “I'm a real Elder now. I'm a cultural teacher now.” So, the
work with the learning stories actually did three things. First, it provided us a way to access Inuit cultural
knowledge through early childhood practice, through this process of documentation, reflection,
and planning. We were able to organize an event and make it happen inside the classroom, which
actually ended up being really incredibly empowering to the early childhood educator, who became a
holder of cultural knowledge. The learning stories were all written in Inuktitut.

Second, now you may or may not know, but there’s very little written for young children in Inuktitut.
That was 10 years ago. Today, there is more, but there’s still very little available. However, these stories
featured the children in their community and were put in binders, which could be taken home. They were
hung on clotheslines in the classroom, posted on walls, pinned up above cubbies, and posted throughout
the child care centre. And they’re in Inuktitut. | watched parents reading and laughing together as they
were learning about their children’s lives in a program. Meanwhile, they’re reading all in Inuktitut, which
meant that the Inuktitut language was living as a vibrant workplace language, to the extent that the early
childhood educators were asking for grammar classes so that they would write better, and speaking to
each other and seeking word nuances. This gave us access to Inuit cultural knowledge—it gave us a very
vibrant way of making printed Inuktitut live inside the childcare center and in the community.

And so that’s language, that’s culture. And the third thing the learning stories did was provide us a way
to build relationships, because all of a sudden, when the parents are reading about what their child is
doing at the childcare center, above the child’s cubby, their view of the work of an early childhood
educator shifted. And their understanding about their child as an engaged, capable, interested person
was made accessible. And so, the work of the learning stories really was very important, especially in
those three ways.

What were the challenges? Can you describe one or two?

First of all, working with syllabics was a big challenge. We had been very fortunate to receive some
pretty good money from Aboriginal Head Start, so that the early childhood teachers could have laptops
with which to manipulate the pictures and type up their texts. However, the keyboards had Roman letters
on them, so we would have to paste up a syllabic chart until | managed to find some stickers for the keys.
The early childhood educators in the early days had to learn how to use the laptop and upload the
pictures. This was in 2011, some 10 years ago. But after all that, they had to write in Inuktitut and then
transpose the syllabics on the wall to the keys that were in Roman. That was pretty complicated.
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Another challenge I illustrated was the story about the qulliq lighting. It takes time to make things happen.
Some of the realities of a small or medium-sized Northern community mean you can’t be sure who's
going to be where on any particular day. But we had an amazing amount of really good support in the
community. The educators took up the work and the parents were pretty excited, and seeing the children
open their binders, lie on the floor, and read the Inuktitut stories in pairs together, was to me a dream

come true.
What are some of the major lessons you’ve learned about teaching and learning in the North?

One of the things that came out of the interviews that | did at the end of my Master’s research was that
the learning stories gave us a way to access cultural knowledge. | went on and did my PhD, and there
we worked together with two Elders and some of the early childhood educators and the administration
to go further and to think with land, water, snow, and ice. | call it “Nunangat” pedagogies, which mean
to get outside of the Euro-Western constructed early childhood center, and try to be with land. And it
was, in fact, a lesson learned that it's 100 meters from the child care centre to the shore. You can get
outside of the 10-foot fence and go and walk 100 meters to the shore and to a world of possibilities.
We had a younger Elder that we called the cultural Elder or cultural educator. And then we had our older
Elder. We said to the younger Elder, "You know, we’re gonna do this. We're gonna make this happen.
What is it that you want to do?” And she had 20 ideas. Immediately, we had a list of all these things that
she wanted to do. She wanted the children to go fox trapping; collect willow branches; make a sealskin
bag; go cod fishing. And so, | learned that when you kind of get some funding together and you get some
resources organized; you can turn to people in the community to say, “What's important, what matters?”
And what would you like to do?”, that people have really good ideas. And then it's a matter of listening
very carefully to those ideas and trying to figure out how to make them happen. And by documenting
what’s happening with photos, and then by making stories or films, we’ve made some videos and so on,
you have a way to record what’s going on. And then to think further, to reflect, assess, and plan for the
future.

Are there implications about teaching and learning, more generally, to be gleaned from this pedagogy
that would be useful to teacher education programs, researchers in schools in other areas that are aren’t
Northern, but Southern?

The Nunangat pedagogy is about thinking with land, water, snow, and ice—in other words, it's about
going outside. So, what does it mean? It means that as humans, you start to realize, we're not really
choosing when we go outside. All of a sudden it's the environment that makes choices for you.
One example of that is when | was doing my PhD research and working very closely with this Elder
educator and she wanted to go get willow branches and it was a very windy day. When | arrived at the
childcare center, | said to the director, “I don’t think we're going to go today. What do you think?”
And she said, “No, | don’t think so, but why don’t you go check with Elisapie and see what she says.”
So | go check Elisapie and she says, “YEAH, we're going! It's good because it's snowing outside and the
wind is blowing the snow off the branches. So we’re on our way!” One implication is that as humans
we’re not really in control at all. We might like to think that we are. The environment is of great
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importance and, in fact, it makes many choices for us, including what we can reasonably do on any
particular day. So that’s one implication.

The second implication is about engaging with Elders. It's all part of counteracting Duncan Campbell
Scott and John A. McDonald’s ideas about residential schools and about removing Indigenous children
from their families which perpetuates . . . The residential school system and colonial education
undermined families and cut them off from their young children and discredited and made inaccessible
culturally specific place-based knowledges.

Engaging with Elders is a very important way to recognize the wealth of knowledge that is held inside
Inuit, First Nations, and Métis Communities by knowledge holders and by Elders. And by engaging
with Elders, we find strategies to live Indigenous knowledges inside educational practices.
One recommendation that | have made, and that | stand by is, | don’t really want to be involved in any
projects where there are no Elders involved. | think if you find the money, you’ll make it happen.
You bring in your Elders, who are knowledge holders. From the moment you start to think, you're going
to put your pen on a funding application, and you don’t let them go until you're all done, unless they
move on and you don’t have them to work with because maybe they’ve died, or something else has
happened. But you really do need to have Elder participation throughout the whole project from step a
to step z—that’s an important lesson learned.

Using Indigenous languages, the language of the community, the local language of the place. In the little
summary | gave you of the learning stories, | tried to illustrate just how easy it is to bring in a written
language into people’s lives, but it takes real thinking. But when you're engaging with Nunangat, then
there’s all this language and some of it has been lost. Some of it wasn’t accessible to people our age who
were inside these residential schools, when their families were outside gathering willow branches.

During residential school times the language that goes with those gathering practices was not made
accessible. Not only the language, but also the process, the places, those deep understandings. I've come
to think that Inuit and, more broadly, Métis and First Nations knowledges, have to be lived to be
accessible. There is so much meaning embedded in language, that it's absolutely critical. It kind of makes
me angry in Quebec when we're so focused on French and then English, but we don’t even speak about
the 11 other Indigenous languages in our province. And why not? Inside those languages, there is rich
knowledge that we’re missing out on.
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The Pedagogical Practices of an Immigrant Parent:
Maintaining Heritage Language in the Home Context

Emma Chen

Abstract

The maintenance of heritage language is essential to immigrant children’s linguistic, cultural, and social
development. While there is a large body of literature on heritage language, how heritage language is
practiced at home remains largely unknown. Engaging in an autobiographical narrative inquiry, I tell and
retell stories of our pedagogical practices in the home context. | seek to bridge the research gap with new
understandings of the “parent knowledge” that immigrant parents bring to bear in heritage language
education. | invite you into my home and immigrant family’s language journey to witness the efforts,
challenges, and rewards of learning heritage language.

Narrative Wonders

My name is Molly.

It is my English name.

My mom, dad, and grandma call my name in Chinese.

It is very similar to my English name — sounds like Mao Li.
In Chinese, ##7/means Cat Power.

I love my name because [ love puppies and kittens.
(Molly’s conversation with her friends, 2019)

When | think about language and identity, | recall the days when our family first moved to Canada from
China, and our older daughter Molly (who was two-and-a-half years old and then our only child) left her
Chinese-speaking home for the first time and entered an English-speaking daycare by herself. | remember
Molly saying she was scared of daycare and we found out, after a series of conversations with her,
the “scary thing” that haunted her little mind about daycare was “English.” The image of Molly sitting
alone under the bunk bed in the daycare classroom, holding a soaked tissue and murmuring “Daddy and
Mommy, Daddy and Mommy...” (the only two English words she knew then), when we picked her up in
the afternoons, will stay with me forever.

Then, one day, Molly was unusually excited when we got to the daycare and showed us her new best
friend—a little girl who also spoke Chinese! The two of them chatted and laughed nonstop, in their home
language, spreading joy and excitement all around the room. From that day forward, daycare became
less scary and more interesting for her. With her friend’s presence, Molly gradually opened up and
reclaimed her confident, happy, and even talkative self! Her English skills also accelerated on a daily
basis. | was happy to see her making sense of her surroundings with the aid of her home language,
and then transfer the same concepts into the comprehension and expression in English. By the end of
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that year, Molly was basically an emergent bilingual who could communicate well in both languages.
Being able to express herself in Chinese with her best friend bridged not only the Chinese and English
languages, but also her Chinese and Canadian identities.

However, that is not to say she did not still face challenges. One day, Linda, the daycare staff member
in Molly’s room, asked me to stay and told me her “concerns” about Molly’s behaviors. It turned out that
Molly and her best friend sometimes spoke Chinese to each other in circle time and “it bothered the
other kids because none of them could understand what they were saying.” The girls did not stop
speaking Chinese after a few warnings and “continued to form their closed group which other kids and
the teachers couldn’t get into.” She stated that “it was a disruption of the group activities” and so they
had to ask Molly and her friend to leave the group circle and sit in the reading corner by themselves
(Personal communication with Linda, November 16, 2017).

| left the conversation with so many wonders. The daycare staff member with whom Molly had spent
months learning, playing, and spending much of her days was obviously a good educator: caring about
the young children, good at communicating with the parents, committed to early childhood education,
and well liked by the children at the daycare. She was also one of the staff who held and comforted
Molly during the most difficult first weeks. Why, then, did she struggle to see the challenges and
difficulties for an immigrant child to navigate between two languages and cultures? What might it take
to have the educators at this daycare awaken to the fact that children’s opportunity to speak their home
language, not only at home but also in other inviting and welcoming settings, holds tremendous meanings
for immigrant children linguistically, culturally, and socially? What can I, as a parent, do at home for my
child to maintain a positive language environment, to develop her heritage language skills, and to grow
her love and confidence of speaking the language her family and ancestors also speak? How can | use
the knowledge of language, culture, identity, and transition that | gained from my lived experiences in
becoming an immigrant parent, to help my child flourish in two worlds?

My memory of that moment in Molly’s daycare classroom lingered with me long after my living through
it. Slipping backward and forward in time, | walked alongside (Pushor, 2015) my children to explore the
maintenance of our heritage language in an English-dominated society. Inquiring into this experience
afforded me the opportunity to “dwell in” (Polanyi, 1958), to both consciously experience and
intelligently contemplate that which | was coming to know. It is through “dwelling in” whereby | can
continue to shape and reshape my understanding of what it means for immigrant parents and immigrant
children to maintain heritage language. While there is a large—and growing—body of literature on
heritage language, few studies (Dixon & Wu, 2014; Kang, 2013; Pham & Tipton, 2018) have explored
the specific strategies and practices that immigrant parents implement and the ways in which they
integrate resources in the home context to support their bilingual children’s heritage language
maintenance and development. As a result, how heritage language is used, taught, and practiced in
immigrant families” home settings remains largely unknown.

The purpose of this autobiographical narrative inquiry is to explore my pedagogical practices as an
immigrant parent, in our home context, in order to make visible my parent knowledge (Pushor, 2015).
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It is in considering how that knowledge may be laid alongside the knowledge of early childhood
educators, in childcare centers and schools, that opportunities exist to enhance linguistic, cultural, and
social experiences for young children.

Narrative Inquiry as Research Methodology

Many wonders and experiences shaped the life narratives of our family’s first few years in this new land,
a land in which sometimes we feel we are both standing-out and invisible. As Clandinin and Rosiek
(2007) pointed out, “The focus of narrative inquiry is not only on individuals’ experiences but also on
the social, cultural and institutional narratives within which individuals” experiences are constituted,
shaped, expressed, and enacted” (p. 42). In this autobiographical narrative inquiry methodology, | have
been empowered to better confront, digest, and analyze these encounters.

One of the traits that draws me to autobiographical narrative inquiry is that it honors the significance of
time and space, of the inquiry, of me as the inquirer, and of my children as constructors of our shared
learning experience into which | am inquiring. Just as narrative inquirers are strongly encouraged to
remember that “participants are always in the midst of their lives and their lives are shaped by attending
to the past, present, and unfolding social, cultural, institutional, linguistic, and familial narratives”
(Clandinin & Caine, 2013, p. 170), | explore the heritage language learning encounters with my children
in the midst of our lives in the new country. These encounters of our family members have a past, present,
and future. | enter this autobiographical narrative inquiry as an inquirer and a participant, and begin to
engage in the living inquiry of our lived stories. Connelly and Clandinin (2006) describe a “living inquiry”
as “a more difficult, time-consuming, intensive, and yet, more profound method to begin with
participants’ living” (p. 478). During the living and telling of our stories, | am able to see that | am changed
as | retell our lived and told stories, and therefore may begin to relive our stories with a newly gained

lens.

In these autobiographical narrative inquiries, | work to present our stories as in transition. In narrative
inquiries, the key to understanding “place” is to recognize that “all events take place someplace”
(Connelly & Clandinin, 2006, p. 481), and that each place, whether constant or fleeting, has importance
or significance. To gain perspective on the experiences of our family, | invite you to keep in mind that,
as parents and children, we are living a storied experience on a new landscape in transition. “In narrative
thinking, temporality is a central feature” (Clandinin & Connelly, 2000, p. 29). Our living stories are fluid
as the situations constantly evolve.

Telling My Stories: Practicing Heritage Language at Home

The daycare teacher’s conversation with me about Molly’s use of her heritage language called me to be
attentive to my understanding of “parent knowledge” (Pushor, 2015) as an immigrant parent to bilingual
children, Molly and her Canadian-born sister, Luna. As | struggled and explored our ways of teaching,
learning, and playing at home, | came to understand, “[Olnly parents possess parent knowledge, the
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particular knowledge held and used by someone who nurtures children in the complex act of raising a
child and in the complex context of a home and family” (p. 15). | was awakened to the realization that
in our home, in our family, and in our lives, there are no other people who hold more knowledge of my
daughters than me. | am the mother, the insider, the one who holds the parent knowledge gained from
my lived experience with my daughters as | care for them, engage with them in play, interact with them
with family and friends, transition my family to this new country, and, in all of this, explore with them
languages and identities.

I know my children differently and more profoundly than anyone else in the world because of the
uniqueness of our relationship—a relationship that is inextricably intertwined, in physical and emotional
ways (Pushor, 2015). Walking alongside my girls in the transition to a new country, | share my parent
knowledge within our mother-daughter relationship and in the shared time, space, languages, and
activities in our home—in singing songs, reading books, doing crafts, playing games; in connections
during speaking our first language and the conversations back and forth in both English and Chinese;
in sharing personal stories of mine before my children came into the world, and then stories of when
they were babies.

With these understandings, | began a shared journey with my children of maintaining and developing
Chinese—the language | inherited from my parents, and they from theirs; the language through which
| feel a connection with thousands of years of my motherland’s history and with billions of people who
share traits similar to us. | spent time with Molly and Luna, alongside other close and extended family
members—talking, playing, reading, writing, creating, laughing, and sometimes crying—in the home and
community context. During the process, | kept a daily digital journal on social media, as a field text to
track and document my observations and experiences about our home language learning. | am in the
living, telling, reliving, retelling of our stories at home and in the community, co-composing field texts
with my children in a relational way, for “relationships are a central way of making sense of the temporal
and contextual aspects of narrative inquiry” (Clandinin, 2013, p. 34). As our natural learning process
unfolds, I live and reflect on the lived experience everyday as a process of data analysis.

Awakening to (Immigrant) Parent Knowledge

Every human being is a holder of “funds of knowledge” (Gonzalez et al., 2005, p. ix). It is the knowing
that becomes part of who we are as we engage with the world and are changed by it (Polanyi, 1958).
Elbaz (1981) conceptualized knowledge as “directed toward making sense of, and responding to, the
various situations of” (p. 49) a particular role. In the role of an immigrant parent, | hold a particular fund
of knowledge, that of “parent knowledge” (Pushor, 2015) that is grounded in and shaped by the
foundational living experience of my personal journey; it is situated in time and space, enveloped within
a broader social context, and influenced by my general theoretical orientation (Elbaz, 1981). My parent
knowledge, like any other parent’s, demonstrates temporal dimensions because it resides in “the person’s
past experience, in the person’s present mind and body, and in the person’s future plans and actions”
(Connelly & Clandinin, 1988, p. 25).
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As | walked into the midst of my life in a new country, and | gained a new identity as an immigrant parent
of bilingual children, I gradually accumulated an additional aspect to my existing parent knowledge—
immigrant parent knowledge (Guo, 2012). This immigrant parent knowledge arises out of my own
educational background, my professional and personal experiences of interacting with schools in my
country of origin, my current understanding of the host country’s education system, and my struggles as
an immigrant parent. It combines with my parent knowledge growing from both my past and present
lived experiences with my daughters and my future aspirations for my children (Pushor, 2008). In telling
her own stories, Khan (2018) pointed out a sad reality that immigrant parents and their knowledge are
typically seen as deficit-based in the host society. My experience aims to tell a different story, through a
capacity-based lens, of how immigrant parent knowledge helps enhance my children’s language

learning.

Creating a Heritage Language-Rich Home Environment

“A different language is a different version of life.” - Federico Fellini (Cantwell, 1993)

Language is important to everyone. It is beyond a mere means of communication. It is part of who we are.
For our family, Chinese and English are the two languages used to compose our daily narratives.
Like many immigrant families living in Canada, English exists in a much larger world (e.g., schools,
workplaces, grocery stores, media) while our heritage language lives within our community and mainly
within our home settings. Roessingh (2014) pointed out that many immigrant children completely lose
any and all developed language proficiency of their heritage language, due to the fact that heritage
language is reserved only for basic oral communication purposes within a small community of family
and friends. Over the years, | have witnessed that many children in the Chinese immigrant community
spoke only English to their parents even when the conversations were initiated by the parents in Chinese.
The home setting and the school landscape may be disconnected from one another, not only
geographically, but also culturally, linguistically, and socially. Various home languages are excluded
from the school’s cultural repertoire, whereas prestigious languages such as English and French are highly
valued (Agirdag, 2010). “[Almong the children of immigrants, English emerged as an unequivocal winner
in the struggle for their linguistic souls” (Sudrez-Orozco, 2001, p. 136). It is critical, then, that
instructional and pedagogical strategies preserve and enhance an immigrant child’s heritage language
and culture.

So, what can | do, as a parent of two immigrant children? While reviewing the literature in heritage
language education, my attention was directed to our home setting. Home is a very private place, often
the place in which family members are able to be their most authentic selves (Pushor, 2015). The intimate
nature of home enables learning to happen in the most natural ways, particularly with children. | saw the
relationship between the girls and me as fertile soil from which their learning would grow. Therefore,
the first initiative | took to promote Chinese language learning was to create a home literacy environment,
including daily conversations, inter-generational communications, bookshelves filled with picture books
written in Chinese, multimedia resources in Chinese language, and fun ways of integrating their names
into songs and lullabies.

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 33



Emma Chen

Conversations were a significant marker of our home literacy environment. Shneidman and Goldin-Meadow’s
(2012) cross-cultural study reinforced the staggering importance of daily oral input to a child’s language
development. As we went about our daily business together, engaged in getting dressed, taking baths,
having meals, playing games, taking walks, and so forth, | tried to elaborate, explain, and encourage
detailed conversations. Especially after Molly gradually mastered the art of the English language, | felt it
was important to make Chinese visible as the language she was encouraged to use in our home context.

During a bumpy flight to Vancouver last year, Molly sought comfort in my arms and said: “48%3, FHY

H 2 HAEE|XWE. 7 The sentence can be roughly translated as, “Mommy, there is wind blowing in my

ears.” | instantly understood that she had clogged ears due to the pressure shift in the plane. | could not
help but be amazed and touched by her extraordinarily poetic expression in our first language. Li (2006)
showed us that when parents enforce a heritage-language-only policy at home, children tend to develop
a more positive attitude toward and higher levels of proficiency in their first language. Such a “policy”
was never forced on my children, for | wanted to keep their passion for speaking the Chinese language
alive. The balance between encouragement and enforcement is indeed fine, but what a delight it was to
hear the surprisingly charming phrases coming from the young ones, as they mastered the beauty of this

ancient language. Every night before bed, | would say “FtZ {KI love you” to Luna. Instead of saying “Fk

ZE{R” back to me, she claimed, with her innocent yet frank voice, “E3& ! ” which means, “Love me!”

For a one-and-half-year-old child, the conversion of personal pronouns in Chinese was a major
achievement, a reflection of her engagement in our day-to-day language exchanges of speaking Chinese.

Inter-generational communications played an important role in Molly and Luna’s heritage language
development. Everyday communications with their grandmother, one of the primary caregivers who lives
with us, helped promote the Chinese-only language commitment at home. Molly and Luna were well
aware that “Grandma doesn’t speak English,” so they “consciously experience[d]” (Polanyi, 1958, p.
195) the switch of languages when they talked to Grandma. Another way in which Grandma passed on
her knowledge of language and culture was through cooking and sharing food with the children, as they
engaged in the process with her and conversed about making and enjoying authentic Chinese cuisine.

Books can be found everywhere in our house, including adult’s and children’s books, written in English
and in Chinese. | intentionally made it visible that books were an important and normal part of our lives
and purposefully modeled reading myself. The importance of repeated story reading and storytelling in
both first and second languages has been highlighted in many studies (Avalos et al., 2007; Coyle & Mora,
2018; Collins, 2005; Nunez, 2019; Roessingh, 2014; Strekalova-Hughes & Wang, 2019). Uccelli and
Pdez (2007) showed a striking finding in their study examining Spanish-English bilingual children,
“If children hear, engage and tell stories in Spanish with friends, family, or at school, the learned set of
skills required to structure a story in Spanish could positively contribute to children’s English narrative
quality” (p. 234). Cummins (2017) also suggested that skills learned in a child’s heritage language will
transfer to the learning of a second language. Therefore, strengthening, supporting, and fostering a
positive heritage language environment for immigrant children will create a solid foundation for their
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language development in English (Goldenberg et al., 2013). As an immigrant parent, | was attentive to
the balance between the dominant language and heritage language. Like many immigrant parents, | held
a palpable desire for my young children to learn English. I intuitively and consciously recognized English
as the power code (Delpit, 1995) that my children needed to crack for their success in school and in life.
Therefore, books and multimedia resources in both languages were introduced and encouraged.

Creating songs and lullabies with their names was another way | made learning heritage language fun.
Lyrics with their own names drew their attention to listening and singing in Chinese. Ever since they were
babies, each of them had an exclusive lullaby composed with Chinese sentences that rhymed with their
names.

I NTEHF (Hi dear baby cat)
BUEZRESE (Now it’s time to go to bed)

] - KHRH (Close your big eyes)

—4x JLELHESS (Fall asleep really fast)”
(Molly’s lullaby, 2014)

“SBIB 1)) &7 (Mommy’s little Lulu)
AIRAIEIR (Please don't cry)

SB8B /s ZEHF (Mommy's little Luna)
e DL EE BE ML (Let’s go to sleep)”
(Luna’s lullaby, 2018)

Many researchers have pointed out that parents who demonstrate positive attitudes toward heritage
language pose a strong influence on their children’s attitudes and language proficiency (Hinton, 2001;
Kondo-Brown, 2010; Luo & Wiseman, 2000; Mills, 2001; Oh, 2003). Immigrant parents who attach
importance to maintaining and developing heritage language and emphasize the need to continue using
the language foster a positive environment for children to grow a passion for that language (Li, 2006).
Children in a positive language environment have a higher chance of continued use of their heritage
language, even after exposure to English, as compared with children living with parents who do not make
these language efforts (Oh, 2003). It was apparent that the intimate moments | shared with Molly and
Luna during singing lullabies in Chinese every night were ones that evoked interest in learning heritage
language, and these moments also linked their sense of being loved to the language we shared within
our home setting. Attentive language practices like this trace pieces of our unique and particular home
language learning pedagogy.
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So Much More Than Story Reading

In ways that were reflective of my culture, context, personal knowledge, and beliefs, | began my
children’s language education immediately, by talking with them when they were newborn babies,
singing songs, and reading/telling stories.

Children’s picture books were my favorite, among the many means of introducing language. | loved
picture books because they contained sophisticated real-life topics, short, simple, and child-friendly text,
and visual information to help children convey ideas. Because | was also keenly aware of the fact that
storybook exposure promotes language acquisition (Sénéchal & LeFevre, 2002; Sénéchal et al., 1998),
I intentionally made picture book reading a part of our language practice at home. For Molly and Luna,
though, shared reading was never a “learning activity”; rather, it was a fun family time during which the
three of us cuddled closely, sometimes under a warm blanket, sharing in our home language a book with
lively pictures and vibrant colors. When | read those appealing stories that happened in ancient China,
the modern Western world, or the magic imagination land, | could hear the beautiful Chinese sentences
flowing in the air and then into my young children’s ears and minds. | witnessed how they absorbed the
language and knowledge passed through me from a large community, a rich culture, and the long history
of our homeland. Molly, who is three years older than Luna, often took the responsibility of “teaching
her little sister” by holding the book and reading to her—and by reading, | mean telling the stories
imprinted in her tiny head after many story times with us. Pictures helped link the content and the words.
I would deliberately point to the Chinese characters after | had read the same book a few times and knew
they were familiar with the story lines, in order to introduce print in our home language. Given the
complicated nature of Chinese print, | preferred this more natural way of gradually familiarizing them
with the written language.

Following the young ones’ lead, we extended and expanded existing story-reading language practice
while engaging in picture books. The two sisters freely took initiative. Molly and Luna often applied their
“wild imagination” (Conversation with Molly, 2019) to comprehend the stories and utilize the languages
in the most creative ways. They showed me the transformative power of drawing, painting, crafting,
music, dance, and performance, not only as a way of shaping new and deeper understandings of the
stories, but also as a way of forming spaces with potential for traveling smoothly in and out of the webbed
and interwoven Chinese and English language worlds. During roleplaying, after adopting the plots and
characters in the stories, Molly and Luna tended to use both languages spontaneously and pragmatically.
This “translanguaging” (Baker, 2001, p. 281) approach they used is common among bilingual and
multilingual children and was encouraged in our home language learning activities. Such exchange and
mixed-use of languages is beneficial for both heritage and dominant language development
(Baker, 2001).

Real-life stories were the most beloved type of storytelling by Molly and Luna, given the very personal
and particular nature of the home landscape. Among those real-life stories, one theme remained most
popular: the days they were born. Many researchers have foregrounded the important link between
heritage language and family literacy practices. Wong Fillmore (2000), and Scheele and colleagues
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(2010) emphasized the importance of developing social capital by sharing past experiences and telling
real-life stories to children. Gradually introducing increasingly more difficult vocabulary and complex
expressions helps with heritage language development (Vaish, 2019). We must have told, retold, and
acted out their birth stories hundreds of times during the course of three years. From the moment mom
felt a tummy ache, to the time doctors and nurses took mom in; from how to breathe during labor, to
cutting the umbilical cord; from holding the baby in mom’s arms for the first time, to feeding and rocking
the crying baby to calm her down, we lived and relived those moments through repeated storytelling and
acting. It was in these times that they learned to listen to, participate in, and understand narrative
discourse. Enacting their birth stories created a path to more sophisticated use of the Chinese language,
and contributed to deeply bonding relationships with me and with each other. Engaging in real-life
storytelling and story-acting resulted in positive effects in intellectual, social, emotional, and linguistic
development (Mokhtar et al., 2011) for Molly and Luna. The process of telling and acting true stories that
involved memory and social skills (Glonek & King, 2014) also employed physical as well as narrative
aspects that provided a significant foundation for language development.

Nurturing Passion for Early Writing

Play often motivates children to expand their language knowledge and practice their literacy skills (Ewing
et al., 2016). One of our favorite language games was “composing” stories using Chinese character
blocks. Each of us took a few blocks, arranged them in a row, and told a story based on the words (or
pictures in Molly and Luna’s case) on the blocks. It was a magical time filled with imagination, silliness,
and laughter, as well as free exploration and navigation of the language, both orally and visually. Games
like this helped the girls open the door to the wonderful world of Chinese characters, which led to a
playful start of early writing.

“Emergent writing is young children’s first attempts at the writing process” (Byington & Kim, 2017, p. 74).
By making sketches and symbolic marks that reflect their thoughts and ideas, children as young as
two years old start imitating the act of writing (Rowe & Neitzel, 2010; Dennis & Votteler, 2013). The big
blackboard wall in the living room was our shared writing board. | enjoyed making to-do lists and leaving
notes on it while Molly and Luna turned the blackboard into their canvas for scribbling, drawing, and
early writing. We exchanged ideas and messages in written Chinese. Some were easy to read and some
were not, but every word written down was encouraged and appreciated. In addition to the blackboard
notes, Molly and | also kept two journals—a happy journal for cherishing joyful memories and a crying
journal for expressing her negative emotions in a healthy way—uwritten in Chinese. Sometimes | helped
write down poems that Molly composed in her journal. Her innocent child’s world can be seen through
her playful way of using her heritage language:

IR, JER BRSO (Fart is the crying of poop).
E, gheF ER ¥ (Fog is cloud flowing on the grass).
(Molly’s poems, 2019)
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The purpose of practicing writing in her heritage language goes beyond mastery of composing the correct
characters and/or phrases. | also engaged Molly and Luna in emergent writing in our home to introduce
the knowledge of sound/symbol connections, the conventions of print, and accessing and conveying
meaning through print mode in the heritage language system. Drawing on my immigrant parent
knowledge, | intended to help the children construct meaning by making relevant cultural and linguistic
connections with print (Goodman & Goodman, 2014) in Chinese and their own lived experiences.

Retelling My Stories: Possibilities of Heritage Language Education

In my everyday experiences of practicing heritage language with my young daughters in our home
context, new knowings emerged from the fragmented pieces of my old knowings (Anzaldua, 1987/1999).
My experiences alongside my children during their language-learning journey challenged me to explore
a range of philosophical, theoretical, and practical considerations relating to my role as an immigrant
parent and as the first and most important teacher in my daughters” heritage language education. Through
inquiry into my reconstructed narrative, | came to embrace theories of parent knowledge, family literacy,
and bilingual education and transform the knowledge and information into my pedagogy of language
learning in a home context. Shaped by these experiences, | composed a new life narrative alongside my
daughters in our home setting, and generated new puzzles and wonderings for the possibilities of
immigrant children’s heritage language education.

I was keenly aware that there is an extensive body of literature on bilingual education from the eyes of
educators, but no corresponding body of literature from the eyes of parents. Few studies have examined
the specific strategies and practices that immigrant parents employ, and the ways in which they allocate
resources in their home context, to support heritage language development. As a result, how parents
make language choices and how each language is used, taught, and practiced in immigrant homes

remain largely unknown.

The intention in my autobiographical narrative inquiry is to show poignantly that immigrant parents’ efforts
in their children’s language education in the home context begins at birth, continues on a day-to-day basis,
and probably will never end. By spending time living out a pedagogy in which parent knowledge shapes
the teaching and learning of heritage language with my daughters in our home, | came to an
understanding of my relational, intuitive, intimate, and practical knowledge I hold as a parent. | extended
and expanded my children’s heritage language knowledge through moments of intimate teaching,
learning, and playing when we were engaged in conversations, story reading and acting, and emergent
writing. As an immigrant parent, | intentionally brought my own parent knowledge of language and
identity into the pedagogical language practices and made apparent to my children the values of

maintaining our home language.

Keeping in mind Bruner’s (1987/2004) statement, “In the end, we become the autobiographical narratives
by which we ‘tell about” our lives” (p. 694), | saw this becoming was indeed so for me and my daughters,
and, | suspect, for a large community of immigrant families who may have adopted similar and/or
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different practices to maintain and develop their home languages. | awakened to see that the value of
our home language practices is the ground on which immigrant children can build a lifelong passion for
their heritage language, the bridge to connect immigrant children with families, culture, history, and
community, and help them find a sense of belonging and identity. As Monteagudo (2011) reminded us,
“This capacity of narratives for imagining and constructing other worlds, and for trying to make them a
reality, is an essential feature of the human capacity to transform our own selves as well as our social
contexts” (p. 298). The stories of immigrant families, such as mine, can create new possibilities for
repositioning parents and honoring their roles and efforts on the landscapes of immigrant children’s

schooling, as well as in their home learning contexts.
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Evoking Never Never Land:
The Importance of Imaginative Play and Creativity

Hayley Dominey

Abstract

This article is a condensed version of the author’s research which explores the relationship between
imaginative play and creativity in education, and examines the structures, approaches, benefits, and
obstacles surrounding the topic of imaginative play and creativity. The photo collection is a reflection on
the ponderings throughout the author’s project research. Inspired by zoom-in puzzles, a similar approach
was taken to the creative representation of pedagogical wonderings through a photographic journey.
By looking at things from different vantage points, one can see things in different ways, and, perhaps,
experience a sort of catharsis through contemplation of the overlooked in the obvious.

Introduction

This study explores the relationship between imaginative play, both inside and outside the classroom,
and examines the structures, approaches, benefits, and obstacles surrounding the topic of imaginative
play and creativity. In addition, insight on both the importance of imaginative play and creativity, as well
as recommendations for integrating imaginative play and creativity within the Canadian elementary
grades, will be discussed.

The photo collection following the research acts as a reflective commentary on some of the academic
ponderings the author had throughout the project research. During the spring 2020 lockdown due to
COVID-19, these ponderings came from looking at items in the author’s apartment from different
perspectives in relation to creativity and imagination. Inspired by zoom-in puzzle photographs, where
one is tasked with identifying objects from close-up perspectives, a similar approach was taken to the
creative representation of the pedagogical wonderings through a photographic journey. Only things that
caught the author’s attention and generated reflective thought were photographed, and this collection
was limited to no more than 10 photographs of unaltered items. By looking from different vantage points,
one could perceive things in different ways, and, perhaps, experience a sort of catharsis through
contemplation of the overlooked in the obvious.

The key driving questions to be investigated through this study are:
1. How can imaginative play and creativity influence student engagement?
2. How might inviting both students and teachers to embrace their own curiosities and

imaginations encourage creativity?
3. How does pedagogical training affect creativity in the classroom?
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4. What elements pose barriers to imaginative play and creativity, and what are some
possible solutions to overcome them?

Background and Significance

How does one invite both students and teachers to embrace their natural curiosities and imaginations?
[ believe that one can rekindle engagement through supporting the advancement of creativity and
imagination. Authors agree that children are naturally creative in their early years, and play is linked to
creativity, allowing for “practice with problem solving and practice with emotions...which foster
creativity” (Russ & Wallace, 2013, p. 139). However, for many, with each year of formal schooling,
these traits become dulled until they are completely dissolved by the end of their grade school journey.
Clearly, even though there is a link between imaginative play and creativity, there still are obstacles to
overcome to allow full educational integration. Imaginative play is also essential for a/l children, not just
those in their early years. When children are motivated, curious, and engaged, they're also more
interested in learning, and what better way to do that than to allow for what comes naturally to children:
play (Ayala, 2017).

Unstructured play “can be defined as self-managed, creative, light-hearted, and spontaneous, involving
rule making and breaking” (Warner, 2008, p. 1). In this form of play, the ideas come from the child’s
imagination, where a stick can become a sword and a tree could become a tower, all in the realm
of make-believe. This may seem like something from Peter Pan’s Never Never Land, but the idea of
make-believe and unstructured imaginative play holds more educational importance than it's given
credit. The American Academy of Pediatrics (cited in NewsWise, 2006) published a report which states
that, “free and unstructured play is healthy and, in fact, essential for helping children reach important
social, emotional, and cognitive developmental milestones as well as helping them manage stress and
become resilient.” The Canadian Public Health Association (CPHA) (2019) stipulates that unstructured
play is “a child’s right and a critical component to child and youth health and well-being.” Yet, despite
this, unstructured imaginative play struggles to be regarded as a valuable use of time during the school
instructional day.

In Canada, education systems have become ever more complex, filled with a myriad of rules, regulations,
and expected outcomes. The CPHA (2019) states that the average time spent at public school by students
is approximately 30 hours per week, and due to growing government expectations for academic
performance, pressure has been placed on many schools throughout Canada to limit the amount of free
time during the school day. This leaves less time allotted for unstructured imaginative play time, despite
its benefits for physical, social, and mental development (CPHA, 2019). Teachers are mandated to
produce assessments and report cards, and with each grade year more expectations are added. Yet, this
framework contorts authentic learning (Rule, 2006) back into a systematic form of institutionalization,

reminiscent of education from the industrial revolution.

Within the current linear model of education, the intrinsic value of curiosity, the diversity of the learners,
and the freedom to create, question, and explore, all become stifled in the standardized system. Thus, the
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opportunities to develop transferable skills through authentic learning initiatives are limited. This creates
a static representation of possibilities for student achievement instead of a vivid array of human
personalities, attitudes, and capabilities. “Human communities depend upon a diversity of talent, not a
singular conception of ability. At the heart of the challenge is to reconstitute our sense of ability and of
intelligence” (Robinson, 2010).

Children thrive in diverse learning environments that celebrate and explore a wide range of talents.
Without acknowledging and incorporating an exploration of imagination, students are denied the
opportunity to awaken and cultivate their natural talents. In effect, students’ opportunities to develop
their creativity, critical thinking skills, and social skills through imaginative play are lessened, and this
robs them of the opportunity to develop self-agency. In addition, this over-structuring of their day may
lead to higher rates of student frustration, apathy, and lack of concentration (Robinson, 2013).

Russ and Wallace (2013) postulate that it is through engaging in imaginative play that we could support
the development of creativity and creative processes, as well as self-expression and interpersonal
cognitive skills. They also state that we must acknowledge that, “many cognitive abilities and affective
processes important in creativity also occur in pretend play and that pretend play in childhood affects
the development of creativity in adulthood” (p. 136). These cognitive abilities include divergent thinking,
flexibility, insight, and the ability to view things from alternative perspectives, and all are embodied
through the act of creativity and imagination. Thus, with the understanding that adults evolve from their
lived experiences throughout their childhood years, this vital connection to awakening one’s mind must
not be downplayed to lesser importance or overlooked (Russ & Wallace, 2013).

Imaginative Play in the Current Educational Landscape

Imagination is the key to unlocking deeper cognitive functioning and the inspirational opportunities of
learners, yet many educational environments seem to struggle with the ability to fully incorporate
imaginative play. It is arguable that the educational landscape within Canada can be influenced by the
pedagogical philosophies of teachers, the bureaucratic regulations to assert a sense of accountability,
cultural influences, and even the fear for physical safety. Each plays a role in the limitations which
suffocate the breath of creativity and innovation under a tightening grasp of control. Even with the best
intentions to improve the quality of the education administered, the very lenses that guide educational
implementation are the ones which can hinder new possibilities.

Is Teacher Training Sanitizing Imaginative Play?

There are a host of possible reasons why teachers do not extend themselves imaginatively past the
training they receive during their teaching preparation. The amount of risk taken as educators can often
be connected to personal experiences and philosophies, as well as where teachers are in their careers.
New teachers, in particular, may not feel comfortable taking risks and could be concerned with how
taking these risks would have an impact on their employability. Do teachers take risks in order to expand
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the learning possibilities, or does the possibility to deviate from a regiment act as a paralyzing agent
toward the possibilities of exploration? How can perceived limitations on embracing imaginative play
affect our students’ abilities to flourish?

Are Teachers Inspired or Merely Just Trained?

By the time most preservice teachers enter their training programs, they have had a variety of experiences
to influence their educational philosophies, and these experiences are invaluable in laying the foundation
for each teacher’s personal pedagogical journey. However, through their experiences within their training
program, there can be an underlying message of conformity imposed upon them. Instead of encouraging
innovation, creativity, and engagement, they are often confronted with the arduous task of learning to
fulfill a government-mandated curriculum, and preparing assessment tools, with little emphasis on
encouraging and celebrating the joys of imagination and spontaneity. Consequently, “teachable
moments” become nothing more than a side-note, a whisper of something wonderful, yet seldom tapped
into for fear of straying from the preset curriculum path.

Although there may be instruction on the various subject matters, much time is devoted to the idea of
clustering outcomes, formulating lesson plans, and implementing guidelines to conform to a set
curriculum. Before these preservice teachers step foot within the classroom to commence their
practicums, they are already drilled on the necessity of assessment practices and following guidelines to
fulfill outcomes. According to Egan and colleagues (2016), almost all preservice teaching is structured
on an antiquated formulaic process derived from the 1960s theoretical teaching models, which
themselves were based upon practices created for manufacturers during the Industrial Revolution.
Lessons are structured according to outcomes, and plans are designed according to what must be taught,
how it will be taught, and how it will be assessed. Everything is predetermined before there is any
integration of the learners, leaving little possibility for open-ended diversity in learning.

How can it be expected for students’ imaginative processes to be nurtured and developed through
educational practices that do not offer the same possibilities to the teachers in teacher training programs?
Egan et al. (2016) suggest parameters to reform the current state of teacher education programs to
encourage imaginative pedagogy, those being “a commitment to imaginative pedagogy; a reframing of
curricular methods courses; changes to field experience; and continuous, rigorous research” (p. 1005).

Assessments and Accountability

Despite a world of wonder, where creative expression, imagination, and curiosity can be prominently
seen in society today, the same cannot be said for the importance of imagination and creativity in the
curriculum. There is an apparent aversion to creativity and imagination having a more prominent role in
education, most notably due to the uncertainties that surround how to assess the subjective and variable
aspects that pertain to creativity versus, for example, literacy and numeracy (Thiessen et al., 2013).
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However, one could argue that there is an element of subjectivity and uncertainty in all subject areas,
even math. Depending on the methods, thought processes, and rationale involved, one can see creativity
in the approaches to solving some math problems, as well as the practical applications from this
knowledge. Science requires creativity and imagination in the ability to use understanding to explore
new possibilities through experimentation. Literacy, too, is brimming with the possibilities to explore,
create, and wonder. All these subject areas require imagination and creativity to extend past the
information learned, and to utilize these skills in real-world contexts. In basic terms, this leads to the
thinking-outside-of-the-box mentality, the one which needs to be supported in education.

A broader concept of what is valuable in learning could be adopted across the spectrum of many schools.
It is through imagination and creativity that a deeper understanding of self is created and through which
students can make sense of the world around them. Instead of looking at the difficulties, one might
reframe perspectives toward the conscious integration and encouragement of imagination and creativity
throughout the curriculum. Although they require different thought processes, these are the higher-order
thinking processes that allow basic skills to be used in more meaningful ways than memorization alone.
This also means letting go of tight constraints on expected outcomes to allow for more ingenious
exploration and acknowledging uncertainties because these uncertainties are reflective of life
(Greene, 2013). Being able to embrace this fear of the unknown would drive the quest to seek knowledge,
not restrain it from doing so. To allow for the possibilities of tomorrow, accommodation for creative
possibilities could happen today.

Encouraging an Imaginative Pedagogical Environment

One does not exist in a vacuum, as the experiences one has both within and outside the classroom have
an impact on the way one sees, experiences, and learns about the world. How does the philosophy of
the school affect the mentality of the school, teachers, and students? How does community support
influence the integration of imaginative play and creativity? Not all communities are the same, yet,
through imagination and creativity, one can transcend the boundaries of differences. Greene presumes,

24

“imagination opens up a plurality of experience and access to Dewey’s ‘great community’” (cited in
Heath, 2008, p. 116), and through diverse communities there are opportunities to support creative and
imaginative engagement. Therefore, the outcome of community involvement depends solely upon what
the learning community both within and outside of the school values and is not affected by physical

location. Instead, it relies upon the community as a whole to dedicate itself toward nurturing imagination.

Societies and cultures that value imagination often have play at the center of activities, and this is where
meaning is made (Huzinga, cited in Fidyk, 2019). Imagination and creation are also found to help create
and foster a sense of self-completeness and growth, but to allow for this to occur, Fidyk (2019) states that
we need “to welcome imagination in both play and pedagogical spaces” (p. 123). For some educational
communities, this encouragement might come naturally; for others it might entail a paradigm shift in
priorities. The roots of imaginative play and creativity can only grow and prosper in environments that
nurture and support their existence. This includes supporting the school community and teachers through
both training and resources to create the conditions conducive for imaginative play and learning.
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Embracing a transdisciplinary approach that blends life and learning experiences together instead of
intense instruction designed to “ram and cram information to their students,” places emphasis upon
holistic learning through a cooperative, not competitive, environment (Colagrossi, 2018). Strong
importance placed upon the arts in a multidisciplinary approach encourages imagination instead of
restricting it within a systematic approach. This view of learning is more organic and appears to emulate
the possibilities in the real world.

When “Safety” Threaten Possibilities

Another obstacle that could be sanitizing imaginative play is the role concern for physical safety plays in
learning. Through play, children are afforded opportunities to learn valuable life lessons on how to
handle risks by being “training for the unexpected” (Bekoff cited in The Strong National Museum of Play,
2020; Sandseter & Sando, 2016). In retrospect to her own experience growing up on a Saskatchewan
farm in the 80s, Fidyk (2019) reflects: “I expect my parents thought that whatever we might encounter,
we could probably handle. We had grown up developing life skills that prepared us for the unexpected—
a kind of natural navigation for being-in-the-world” (p. 119).

Now, the same cannot be said for children in today’s learning environment. Hern states that children
need the opportunity to explore, unrestrained, to make sense of their surroundings but that this “has been
obscured and layered over by a noisy cultural demand for supervision and maintenance” (cited in Fidyk,
2019, p. 110). In the quest to protect students from injuries and to regulate their experiences, students
are also robbed of the opportunities to learn using valuable thinking skills, skills that need to be developed
and used throughout their lives. Thiessen and colleagues (2013) warn that, in the attempt to create safer
learning environments, inhibition of creative thinking might also take place.

Sandseter and Sando’s 2016 study states that, “outside forces in society pressure the institution to restrict
physically active play” those being “local authorities, playground inspectors, the media, and parents”
(p. 187). Yet with these restrictions and limitations on play, they also find that play becomes
“less stimulating and challenging, and that both practitioners and children are frustrated by not having
optimal play opportunities and healthy developmental conditions for children” (p. 193). Overregulation
of a natural state of being kills curiosity, creativity, and imagination, limiting growth and adaptability
(van der Kolk cited in Fidyk, 2019, p. 107). Sandseter and Sando (2016) finally indicate that by limiting
the experiences of children, there is also a negative impact on their development as their opportunities
to learn are significantly lessened.

In the end, one grapples with finding a balance between making sure children are safe, while at the same
time allowing them the opportunities to grow and develop. Through their own experiences in play,
children learn how to navigate new challenges. Therefore, can one afford withholding valuable
opportunities from students for the sake of regulation?
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Discussion

If the purpose of education is to prepare students for the future of tomorrow, then it makes sense to equip
students with the tools necessary to not only integrate and adapt within society, but to also transform that
societal lens to encompass that which is yet to be; to see the possibilities and not the limitations. Perhaps
the best way to argue in favor of including imaginative play and creativity embedded within our
pedagogical practices is to consider what the purpose of education is in its most rudimentary sense of
being. In order to encourage and support student potential, education cannot limit students to a fixed set
of stagnant facts, figures, and skills. It must evoke the development of transferable skills, and creative
cognitive thought processes capable of navigating new and challenging situations. It must tap into
children’s natural curiosities, imaginations, and playfulness and use these forms of creativity as vehicles
to further propel learners toward deeper and more meaningful connections between themselves and the
world. It must allow for the development of social skills, collaboration, and ingenuity, and it must allow
for the natural progression of ideas without forcing a finite limit on the potential of the innate sense of
wonder developed as one grows.

Through the eyes of children, we see what we could not see is already there, and this propels us to create
what we thought never existed there before. To overlook a fundamentally innate human capacity is to
decide to, whether consciously or unconsciously, place limits on the possibilities of what is unknown to
us. We need to embrace the uncertain and cherish the opportunities for child-driven creativity and
curiosities. It is through these teachable moments that some of the most important learning discoveries
are created, and the most memorable experiences occur.

One such example of thinking outside the box comes from an experience | had when teaching a science
lesson on identifying and categorizing natural resources to a grade five class. They were given a list of
natural resources and needed to determine if they were renewable or nonrenewable, and whether they
could be used for food, habitat, energy, and entertainment. If they decided that the resource could be
used for each category, they had to provide an example to prove their point and be able to defend their
answer with logical reasoning. When it came to the discussion over water as a resource, an interesting
discussion arose around whether humans could use water as a habitat. Instantly, the majority were in
agreement and said that humans could not use water in this way; therefore, it could not be included in
the attributes for water. However, one student had decided that water, indeed, could be used by humans
for housing.

Giggles arose about how this could be possible, and visions of humans swimming with gills emerged
from students’ imaginations. Yet | gently reminded the class that all great discoveries came from the
ability to look at things from different perspectives and to welcome new ways of thinking. This prompted
all the students to become curious as to why their fellow classmate had decided to deem water an
acceptable use for human habitats. When given the chance, she explained that far north live Inuit, and
in some areas there are no trees to use to make homes. There is, however, lots of firm snow from which
Inuit could make igloos to live in, and since snow is made from water, Inuit make their homes from water

and, thus, live in water. With the completion of her answer the entire class gasped and from their
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astonishment agreed with her reasoning. Using creative and logical thinking, she had used her
understanding from other subject areas to identify a form of ingenuity which allowed her to overcome a
limitation in thinking.

Through the use of a variety of creative approaches, including imaginative and creative play, one can
utilize one’s own imagination to support students’ imaginative processes in nonthreatening ways to learn
through creative means. Thiessen and colleagues (2013) state that everything one does is interrelated
with creativity, and that creative skill development is essential and pertinent toward all pursuits: through
the active engagement of imagination and creativity, the generation of new awareness, new ideas, and
new approaches can evolve from what is known, and surpass the expected to overcome adversity and
give rise to the creation of innovation and the advancement of society. Thus, creativity and imagination
are important across all levels of education and are linked to the development of higher-ordered cognitive
capabilities (Thiessen et al., 2013). In addition, Heath (2008) discusses how this “learning to learn”
through inventiveness is “essential to [the] rapid technological development [and] cross-cultural
understanding” (p. 116)

By participating in creativity in education, one can awaken “authentic appreciation” for “the sense of
possibility, of what might be, what ought to be, what is not yet” (Greene, 2008, p. 17). These experiences
could be evoked through a number of ways of understanding, not limited to one form of exploration or
creative expression, and integrated across the disciplines. Therefore, by tapping into students’ innate
connection to imaginative play, they can become awakened to the world around them through their own

self-connections and discoveries.

Closing Remarks

When children are invited to play unrestrained from conformities and fear, they make the environment,
they learn the rules. It is only fear that holds one back from moving forward. Yet one must embrace the
darkness and the void beyond if one wants to turn fear into a driving force for development, self-exploration,
and the enrichment for opportunities to support a diverse and dynamic learning scape. It is also in this
unknown that the greatest achievements and accomplishments are waiting to be made as “imagination
makes visible what is just out of sight” (Greene, 2008, p. 19). Child exploration needs the ability to
activate creativity, and this sense of wonder and curiosity can and should continue throughout life and
be celebrated.

Through imaginative play and creativity, students are afforded the opportunity to explore, experience,
and develop skills and thought processes. They build upon their social skills, increase their sense of self-
awareness and self-expression, culture a sense of appreciation and community, and develop problem-
solving skills by looking at things from different perspectives. Imaginative play fosters creativity and the
opportunity for catharsis and the formation of new understandings. This is an ongoing cycle of growth,
and although creativity and imagination is often viewed through a subjective lens, it may not be practical
to place limitations upon these processes in the containment of what it means to be proficient. Instead,
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perhaps one needs to culturally shift the idea of what it means to learn back to the intrinsic roots of
inquiry and imagination as an ongoing process.

Creativity needs to be visibly upheld as important, as echoed by Greene (1977), “all art forms must be
encountered as achievements that can only be brought to significant life when human beings engage
with them imaginatively” (p. 121). There is a strong connection between creativity, imagination, and
play, and when supported, the possibilities for growth beyond the known is possible because the
groundwork has been laid and the conditions have been created for these seeds of learning to flourish.
The more one encourages imaginative play through the integration of creativity, the less foreign the
concept will become in the view of educational practices.

Greene (cited by Slattery and Dees cited in Pinar, 1998) postulates that imagination is a way to liberate
the structure of educational perspectives to allow for new ways of teaching, assessing, and experiencing.
Rather than fear the vastness and subjectivity of imagination and creativity, one should embrace its
possibilities and support this through a variety of social experiences and perspectives. Through the
integration of literacy and the arts in education, along with one’s own personal narratives, Greene
proposes that one can create meaningful learning experiences and transform through these experiences.

If we want students to learn in a manner that will make that knowledge meaningful and
memorable, we need to bring it to life for them in the context of those fears, passions, hopes, or
ingenuity, either in the lives and emotions of the originators of the knowledge or in the lives and
emotions of people in whom the knowledge finds living purposes today. (Egan et al., 2016,
p. 1003)

And it is through imaginative play and creativity that this happen.
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Appendix: Photo Diary

Foreword

Through significant occurrences, great inspiration can hit. It was a global pandemic that not only fell
under this sediment, it slammed into it. Through self-isolation | found myself questioning the role of
imagination in education, and became inspired when looking at things | saw every day. | began to see
things from different perspectives within the confines of my apartment and made connections between
these items and the notions of imagination and creativity in education.

To those who are familiar, the intended purpose for this object is well known and lackluster.
However, for many, it may also evoke childhood memories. For many, this was not a doorstop,
but a highly technical musical instrument. Through curiosity, experimentation, and creativity,
music was created, sometimes even lyrical songs. Beats, rhythm, and melodies might have
developed, or perhaps even secret codes. Children didn’t need to be told what its purpose was,
they decided what it would be, and perhaps it would continue to be until otherwise told
differently. The purpose was relative to perspectives of the engagement. | would argue that the
same can be said for all children’s imaginations processes. With a natural intrinsic curiosity,
children could be encouraged to wonder and play, without having predetermined outcomes
limit thinking. | wonder what this would look like in an educational setting; to allow curiosity

and imagination to drive learning.
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Inside the mind exists the greatest light of innovation. Curiosities are jumbled within an
interwoven and chaotic labyrinth of synapses. These wonderings twist and turn,
cultivating in one’s mind to extend; bursting out to make their impact on the surrounding
world. Ideas illuminate what might never be seen otherwise. Extending one’s thoughts
leads to new ways of knowing, new ways of perceiving what is seen and how to portray
it. Imagination is not linear, but more complex as it overlaps and intersects with a variety
of areas of cognition. This requires deeper thinking and deeper understanding. Therefore,
it is understandable that there can be a level of unease on how to approach imaginative
and creative thoughts because it requires more than memorizing form and function. How

can imagination and creativity be supported if they are indeed at the base of learning?
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What would happen if approaches to education changed to become less linear and more
flexible? With conformity and rigidity, the goal seems to be on providing progress through
measurable assessments. Yet, is it possible that these perspectives limit one’s overall growth
and capacity? It seems that everything given educational value is placed within very
standardized trajectories, which year by year lessen the incorporation of imaginative play and
creativity. How could the neglect of creativity lead to adverse effects on innovation and
imaginative growth? | wonder if this standardized approach could place more emphasis on
the integration of creativity each year instead of less. What would happen if systems were
adjusted to expand creative practices and utilize these skills instead of limit them?
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It seems as though education is regulated to fit specific measurements. All of these measurements
are standardized across the curriculum and the expectations are the same. There is no dash of
creativity or pinch of experimentation to create something new when this happens. Instead, there
are no surprise creations, no varieties, no chances for new discoveries; just limitations to known
expectations. Without the ability to explore, elaborate, engage, express, and reflect, students may
be missing on all the new recipes of discovery yet to be made. There is no ability to question what
you will do next, no ability to take on an unknown possibility. For whom do these recipes of
learning really serve if they do not include learners in their creation?
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The idea of the unknown can be uncomfortable for many, yet the idea of order, structure, and
efficiency can elicit a sense of comfort. The known becomes safe since events and outcomes
can be anticipated. What is known is kept, what is not is flushed away. However, this can be
a costly reaction in the world of education if careful attention is not placed upon what is being
washed away. What is lost in this attempt to control? In many cases, great connections and
extensions could be lost and unable to be brought back. The possibilities, the meaningful and
teachable moments, all could slip away in the quest for accountability. This could sanitize
education through the removal and aversion to creativity and imagination.
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There is a disconnect in the ways many learn to teach and how education is delivered,
a stark divide between the institution and the world beyond the walls. If the purpose of
education is to be prepared to contribute to the world beyond, separating ourselves from
the instinctual imaginative play seems counterintuitive, and unnatural. Belittling
imagination and creativity from being vital connections between the inner self from the
outer physical world leaves a sense of incompleteness. Looking beyond standardization,
conformity, and predictability, can only strengthen a more holistic union to the organic
world. How does one reach beyond the structures put in place to elicit the wonders beyond?
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Though there is importance in standard uniformity, it does not replace the abstract variability
that creative imaginative play offers. Uniformity allows for predictability, organization,
structure, and control. Algorithmic functionality and systematic reproduction do provide a
purpose in life and learning, but how do they expand one’s capacity for growth? It is with
imagination and creativity that we can use the skills and structures to create new things,
to innovate, to ponder, and to explore. Creativity and imagination are the driving forces to
utilize knowledge to look at the world in different ways. Through creativity and imagination,

one can express innovation in various forms, and create new expressions and appreciation.
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What things are overlooked when creativity and imagination are not encouraged? What
interesting details, wonderous adventures, emotional developments, and inventive creations are
lost? How can one take time to look closely at the value in embracing the variety afforded through
imagination? Though the idea of creativity might be considered subjective, the ability to develop
an appreciation for the diversity in structures, ideas, and forms opens up new ways of seeing.
Diving in, surrounding oneself in the adrenaline of the possibilities, allows playful exploration
to ensue. Learning through appreciating the diversity in expression could allow for better
attention to the things one might otherwise miss.
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If creativity and imaginative play are important, how can they become part of the everyday
educational landscape within the learning community? Everyone has thoughts, feelings,
and perspectives unique to their own lived experiences, and through self-expression and
exploration of these ideas, supporting the advancement of imagination and creativity can be
fostered. If imaginative play and creativity are placed with lesser importance, a less
encouraging atmosphere is created. The risk from this is that students bottle up their feelings,
thoughts, and connections, for fear of being wrong. Instead of experimenting with being
innovators, the message conveyed is that students have nothing of value to offer in their own
learning journey. Thus, they keep these personal experiences and wonders to themselves.
How many have fallen victim to the containment of one’s own natural curiosities, and how

might this be changed for future generations?
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One can choose to look at things from a very literal perspective or to look beyond it to see
the possibilities on the horizon. It is the creativity and imagination in the background that
produces what is in one’s foreground. It means digging deep into our interpretations of what
is thought, what is known, and what is conjured up into being. There is a very personal
component to imaginative play and creativity, thus encouragement through regular chances
to explore can only lead to more possibilities for new insights and ideas. Sometimes the
strangest and most bizarre creations from the mind are the most ingenious.
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Final Thoughts

One of the greatest ways to determine the calibre of a society is to observe how it chooses to approach
creativity. Imagination and creativity allow one to make sense of the world and to extend from that sense
toward new beginnings. It is also through creativity and imagination that many find solace and a sense
of comfort, a connection between one’s inner being and the outer world. At a time when there are many
unknowns, it is creativity and imagination that embrace us in the solitudes and uncertainties.

Many of the pictures | chose for this pedagogical reflection portrayed the cold, linear conformity which
| believe represents education in the absence of imagination and creativity. It was through these photos
that I reflected upon the possibilities that waited to be created if only allowed to tap into an inner childlike
wonder. Through the injection of imagination the ability to play, explore, create, and advance could
come into being and create a world of possibilities.
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Amanabh Eljaji

Abstract

Drawing upon my experience as a Canadian Muslim woman, scholar, educator, and mother, | share and
inquire into my stories of experiences alongside youth. Thinking narratively, | weave my experiences
using and teaching with/about single stories and counterstories alongside students to (re)shape the
multiplicity of our selves, relationships, and communities. This article will provide windows, mirrors,
and sliding glass doors into my school and familial curriculum-making experiences alongside Muslim
youth. | hope that it will also provide insights into the experiences of diverse Muslim children, youth,

and caregivers/families.

We Are Story(ies)

We are all story. That’s what my people say. From the moment we enter this physical reality to
the moment we depart again as spirit, we are energy moving forward to the fullest possible
expression of ourselves. All the intrepid spirits who come to this reality make that same journey.
In this we are joined. We are one. We are, in the end, one story, one song, one spirit, one soul.
This is what my people say. ~ Richard Wagamese (2011, p. 1)

Wagamese's words inspire me to consider, share, and inquire into my stories of teaching and learning as
a way to inspire others to do the same. Maybe then we can attain “the fullest possible expression of
ourselves” and ultimately change the world, “one story, one song, one spirt” at a time.

Fig. 1: I will be threading students’ artwork throughout this paper (with their permission). This piece, for me, speaks to

the importance of attending to students' experiences and stories they carry.
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You tell me your story and I'll tell you mine

As we learn to walk together in good ways

Children, family and community hand in hand

Where family stories to live by bump against my school stories

I am transported to my younger self trying to figure out

who | was, what my goals were and what kind of person | was becoming?

My narrative, my name, my identity

It was mine and only mine now

For so long, I felt like | was part of both worlds, yet part of neither
tensions of living in two differing curriculum-making worlds

is not limited to myself

but the very students | teach every year

who struggle with their own identity

time to attend to embodied tensions

Gifted with the lives of youth

As they are an “amanah”

“Amanah” in Arabic means fulfilling or upholding a trust
As my students call me Ms. Amanabh,

I am constantly reminded of my moral responsibility

I can only do this by attending to their experiences

and the stories that they carry in their being

so that they will not be misunderstood

in my journey of teaching and learning

One of the first stories as a student that | carry with me was when | was around six years old in grade
one. | remember desperately wanting to be Ukrainian, as | lived in Two Hills, which is a small town in
northeast Alberta that has a predominantly Ukrainian population. Even from my earliest moments, | didn’t
understand why my family spoke Arabic, and not Ukrainian, ate fatayer (meat pies) and tabbouleh, and
not pierogies, celebrated Eid, and not Easter with pysanky. All | knew was that | was different from
everyone, but | longed to be the same. | wonder why | so desperately wanted to be like everyone else?
Was it just because of the community | was immersed in, or were there other factors? At that age, | was
unable to “realize that there cannot be a single standard of humanness or attainment or propriety when
it comes to taking a perspective on the world” (Greene, 1993, p. 212). | just wanted to be like everyone;
so much so that | remember when we were painting life-size drawings of ourselves in grade one, | painted
myself to look like a Ukrainian folk dancer, rather than a traditional Arabic dabke folk dancer, or even a

belly dancer, which was more familiar to me.

This reminds me of Greene’s (1993) sense of Pecola Breedlove in Toni Morrison’s The Bluest Eye, who
desperately wanted to have blue eyes like Shirley Temple, “since the culture has imposed on her the idea
that only someone blue-eyed partakes in the human reality” to illustrate the power of “official stories
(or master narratives) in dominating consciousness” (Greene, 1993, p. 219) The influence that culture
imposed on Pecola Breedlove is very much relevant today in my world. As I try to help raise confident
Muslim children and youth, including my own and those I teach in a private Islamic school, | understand
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that Muslims feel anguish with Islamophobia just as other communities in (Canadian) history and in the
present face discrimination and prejudice.

Through my position as a grade nine teacher in Social Studies and Language Arts, | have been fortunate
to retell the stories of people who have been discriminated and marginalized, including those of Japanese
Canadians, Chinese Canadians, Ukrainian Canadians, Uyghurs in China, Black Americans, Palestinians,
and, most importantly right now, Indigenous communities that are still grappling with the effects of forced
assimilation into what was referred to as “Canadian culture.” However, this “Canadian culture” and our
lives and their pathways are not fixed in time or place; instead they are shaped and continually reshaped
by the stories | and others live by, with, and in (Saleh, 2019). How we understand, share, and think with
the stories of our and one another’s lives matters.

As | am awakened to the layers of my own stories, | continue to write and rewrite, live and relive, tell and
retell through a “metaphorical three-dimensional narrative inquiry space, with temporality along
one dimension, the personal and the social along a second dimension, and place along a third”
(Clandinin & Connelly, 2000, p. 50). | have come to recognize that my identity is undergoing constant
reinvention fueled in part by the human need for understanding. This is especially evident in our struggle
to live and relive, tell and retell the colonial roots of our Canadian narrative, and upon closer reflection,
how | am learning to re-envision the stories | tell about myself. | used to frame my thinking of experience
and story as fixed just as | teach a short story and Freytag’s Pyramid (plot diagram with exposition,
conflict, rising action, climax, falling action, and resolution). | was unable to see past the traditional
borders of a story. That is, until | learned to inquire into my own stories and engage in conversations with
stories, for “it is in the inquiry, in our conversations with each other, with texts, with situations, and with other
stories that we can come to retelling our stories and to reliving them” (Clandinin & Connelly, 1998, p. 251).

Fig. 2: This mural speaks to this students’ belief in the need for spaces for world travelling.
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As | traveled into my narratives, travelling inward, outward, backward, forward, and situated within
place, | began to inquire into the present, past, and future of who I am and who | am becoming in the
worlds | inhabit as a mother, daughter, teacher, sister, friend, and student. Lugones (1987) referred to the
fluidity and multiplicity of identity as “a plurality of selves” (p. 14) and how my inquiry has shown me

my multiple selves are in “world travelling” in all teaching and learning environments.
Yy p 8 g g

Saleh (2019) further shaped my understanding of world travelling when she wrote about how Lugones
(1987) makes her evaluate who she is, who she has been, and who she is becoming in the worlds
she inhabits. Lugones reminds me that world travelling can occur with varying levels of ease.
While I acquired the ability to travel to, within, and among the worlds | inhabit, there have, at times,
been worlds where | was constructed in ways that did not fit my construction of myself and where | felt
misunderstood (Saleh, 2019, p. 3).

Like Saleh, many Muslims can relate to the notion of being misunderstood. This sentiment is eloquently
found in Yusuf / Cat Stevens’ cover of the song, “Don't Let Me Be Misunderstood,” which I regularly play
in my classroom: “But I'm just a soul whose intentions are good/Oh Lord, please don't let me be
misunderstood” (Benjamin et al., 1964). Maybe I played it too much, as it inspired a student to create a
breathtaking piece of art based on the song. This song helps me to think and wonder as | imagine
possibilities for (re)shaping our communities and world(s) (Lugones, 1987) and walking in good ways
alongside others (Young, 2005). As the next section makes clear, it was particularly salient as | recently
engaged in an inquiry journey with a group of youth in grade nine.

Fig. 3: This canvas was gifted to me by a student at the end of the year.
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Awakening to Single Stories

What happens when we only hear one story about a particular person, people, place, and/or situation?
If we only hear about a person, people, place, or situation from one point of view, we risk accepting
one experience as the whole truth. We face the danger of a single story (Adichie, 2009). Adichie asserted,
“The single story creates stereotypes, and the problem with stereotypes is not that they are untrue, but that
they are incomplete. They make one story become the only story.” Instead, she suggests, we must seek
diverse perspectives—particularly the importance of telling the stories only we can tell about our
experiences, hopes, and fears, because doing so helps break down the power of dominant stories and
stereotypes.

Therefore, “what better way to grapple with making sense of our rapidly changing world than through
the study of stories?” (Casey, 1995, p. 240). This story begins where my journey of formal teaching began,
at Edmonton Islamic Academy (EIA)—a place that is a companion of my heart and mind (Basso, 1996).
| want to share some of my experiences at EIA because it is mainly the place where my narrative inquiry
of who I am, who | have been, and who | am becoming as a teacher (and ongoing learner), is composed.
The EIA was established in 1987, in the basement of the Al-Rashid Mosque with only 21 students.
Today, more than 1,200 students attend from Preschool to Grade 12.

For me, what really makes the EIA stand out is that it is a place where hundreds of Muslim students,
teachers, and school staff start the day alongside our non-Muslim colleagues with a school-wide morning
assembly, making supplications to ask our Creator to protect us.

Fig. 4: School-wide morning assembly is held every morning to share any important news and recite supplications. Please note that this

photo was taken before the COVID-19 pandemic.

In the afternoon we meet again with our hearts and heads bowed to the ground to our Creator in one of
the five prescribed prayers of the day. As | bow my head in prayer every day, | think about the peace and
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beauty of this daily congregational practice and experience, and | wonder about how the dominant
narratives about Muslims have shaped the lives and experiences of the diverse Muslim students | come

alongside every day.

Fig. 5: Students praying the afternoon prayer known as Salat al Dhur in Arabic. Note: This photo was taken pre-COVID-19.

Bumping Up Against Single Stories as a Teacher and Narrative Inquirer

Drawing upon my experience as a Canadian Muslim woman, scholar, educator, and mother, | now show
my autobiographical narrative inquiry into my experiences alongside Muslim youth at the EIA. Over time,
my life experiences and experiences in education have made “no single story” the theme of my grade
nine language arts and social studies classes for the last five years. It never fails to surprise me the ways
that students make sense of their experiences through Adichie’s (2009) “The Danger of a Single Story.”

However, for the last four years, | decided to be more mindful of the questions | asked students before
viewing Adichie’s TED Talk. | asked all grade nine students the same question as a previewing activity:
“What is the story of a Muslim?” After 10 to 15 minutes of students sharing their ideas, | recorded their
answers on the whiteboard. In this process, as described by Connelly and Clandinin (1988), students
were drawing on their “personal practical knowledge,” that is, their personal knowledge and experiences
as knowing beings which supported them to reconstruct their past situations and future intentions as they
inquired into the “exigencies” of their present situations.

Fig. 6: Student answers recorded on the whiteboard to the question, “What is the story of a Muslim?”
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With great shock, | began to notice the major trend of the storyline the students were following. | realized
that the words were getting more negative as we continued, and that the students were struggling to think
of any positive words. | began to wonder why their “personal practical knowledge” would have such a
negative single story of Muslims since they were Muslims themselves. The mind map that we ended up
with included words such as terrible, violent, extremists, oppression of women, and heartbreakingly,
terrorists. In response, | gave students time to reflect on their words and expressed that they could put an
X through any words they felt were irrelevant or inappropriate. Upon closer inspection of the above
photo of the whiteboard, one can see that none of the words were crossed out as not even one student
believed any of the words were irrelevant or inappropriate.

As | startlingly began to notice the trend of the storyline the students were following, | simultaneously
became deeply troubled and | tried to travel to their worlds. Once again, | refer to Lugones’ (1987)
concept of “travelling to someone’s ‘world’ as a way of identifying with them,” and “understanding what
it is to be them and what it is to be ourselves in their eyes” (p. 17). As | attempted to travel to their worlds
of possible personal, social, institutional, cultural, and familial stories, | wondered how else | could better

I//

understand how they storied Muslims and, more importantly, themselves. | realized that | “need to stay
wakeful to the three-dimensional narrative inquiry space” (Huber et al., 2013, p. 227). Only if | stayed
wakeful to the “temporal, social, and place dimensions and interactions within and among all of the
stories, all of the personal, social, institutional, cultural, familial, and linguistic experiences lived out”
(p. 227), would | be able to imagine some sort of narrative coherence (Carr, 1986) to the plotlines they

seemed to be naming and following.

The students were generally around 14 years old. As a result, they were born after the horrific events of
the morning of Tuesday, September 11, 2001. Shortly after, the United States began the “War on Terror,”
which led to an increase in Islamophobia (fear or hatred of Islam) across the globe. This increase in
Islamophobia was, in turn, reflected in the way media outlets addressed and stereotyped Muslim
populations. While some deliberately framed Islamic coverage positively in an attempt to counter
Islamophobia, many of the portrayals of Muslims contributed to the formation of harmful Islamic media
stereotypes (Gudel, 2002). These harmful Islamic media stereotypes created a new dominant narrative of
Muslims, a deficit and dangerous narrative that seemed very alive in the minds and hearts of the students.

These negative stereotypes are significant, since these are what they have been bombarded with through
various media outlets since birth. As Arsalan Iftikhar, an American lawyer and writer who blogs
at TheMuslimGuy.com said, “When Hollywood dealt with Muslim characters it was completely
one-dimensional” as we are portrayed as “seething terrorists, without any sort of humanizing attributes”
(as cited in Burke, 2014, para.17). These stereotypes assume the marginalization of Muslims and neglect
to consider the diversity of Muslim lives, experiences, and places. Unfortunately, it was commonplace
that the students “have experienced the harm of shame at having their religion being used to justify
violence” (Mattson, 2013, p. 4). Furthermore, they have been held responsible for the actions of the
extremists, so every time someone mentioned a negative word, they did so with their heads lowered and
voice saddened.

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 73



Amanabh Eljaji

In Canadian school contexts, Amjad (2018) noted that, “some Muslim students [in her research] perceive
most of their teachers not only as ineffective in combatting racism, discrimination and Islamophobia,
but also as promoting injustice through their teaching methods and curriculum” (p. 327). Several others
have written (and sounded the alarm) about Islamophobia in relation to schooling (see: Bakali, 2016;
Elkassem et al., 2018; Hindy, 2016; Zine, 2001, 2003, 2006, 2012). How could my students, who are
being educated in an Islamic school context, carry these stories so deeply within their bodies? Clearly,
as educators, we all have work to do to ensure that all students, including Muslim students, feel fully
accepted in all of who they are in our classrooms, schools, and communities.

Fig. 7: This watercolor represents the one-dimensional stereotype that is too often associated with Muslim men and women.

Adichie reminds us, “Show people as one thing and one thing only over and over again and that is what
they become,” and that is the consequence of the single story about a person, place, or issue. As a result,
| asked students to reflect on our stories as Muslims as we watched Adichie’s TED Talk “The Danger of
a Single Story.” As they watched the first time, they were asked to watch and answer the following
question: “What is a single story?” After viewing, | asked them what they understood the single story
represented. The students understood it as a stereotype. Once they understood the basis of what a single
story meant, they watched it again and filled out a listening comprehension worksheet. Then they went
into small groups to share their thoughts.

After the small group discussions, we reflected on the idea of the single story. After much discussion,
I asked the students to reflect on the idea of the single story and write a personal response to “The Danger
of a Single Story,” relating it to themselves, another text, and the world. It was my hope that through this
reflective process the students would experience “telling, retelling, and reliving of the experiences and
tacit knowing” (Huber et al., 2013, p. 228).

When the students came back with their personal responses a week later, | asked them to highlight their
favorite part of their response. | then asked students to form small groups of two to four students. | asked
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them to share their highlighted part or any other ideas because, after all, this was a work in progress, and
is still a work in progress as we continue thinking with our stories even today.

Although all the student submissions moved me, there was some writing and reflection that really stood
out. One student wrote: “When | was 12 years old, | had no experience of hate or prejudice but the fibres
wrapped around my head were enough to label me as someone to be scared of, and open to be a victim

of prejudice.”
Another student wrote:

It may be difficult to understand a religion that you only hear ferocious things from. Well as a
Muslim since birth, | can confirm the peacefulness of Islam through my personal experience,
knowledge, and faith. It's important for us to remember the truth behind what we believe in and
the peace it truly represents, even if it is sometimes difficult to fully grasp your identity when
there are so many outside forces trying to change what you believe of your identity. One poignant
sentence that really stood out for me was: “Words spoken are dangers in themselves, but words
not spoken are the greatest dangers of all.”

Fig. 8: This canvas represents the danger of single stories that students have learned to internalize and accept as a dominant narrative.

| realized that my students were living with a contradiction of the love they have for Islam in conjunction
with the guilt and, even self-hatred, that dominant narratives have inspired. The idea of a violent,
extremist, terrorist Muslim isn’t foreign and has sadly made many Muslims—including my students—
accept the fear of others towards Islam as their own fault. This is the danger of a single story, as it stems
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from the concept of looking at a group from one point of view and judging them based on that . . . a story
that can become internalized by members of that very group.

Yet there was hope, as one student wrote: “After listening to Adichie’s talk, | captured three main lessons
from it for myself: do not judge anything at all based on a single story, stories have power, and that stories
can change anything.”

[t was through their responses that I also came to better understand what Huber et al. (2013) meant when
they stated that, “each story, whether personal, social, institutional, cultural, familial, or linguistic,
is alive, unfinished, and always in the making; stories continue to be composed” (p. 227). | knew then
that we needed to continue composing our stories (and understandings of them) as we dealt with the trap
and tensions of the single story of Muslims.

Fig. 9: This collage speaks to some of the competing and conflicting single stories this student feels she is living through.

Imagining Counterstories

At this point, | realized that we all needed to step outside the dominant and deficit stories of Muslims.
[ began to turn my attention toward the counterstories emerging in the students’ stories of their lives.
Thinking narratively is central in shaping counterstories (Lindemann Nelson, 1995) that disrupt dominant
narratives. Lindemann Nelson describes counterstories as “narratives of resistance and insubordination
that allow communities of choice to challenge and revise the paradigm stories the ‘found” communities
in which they are embedded” (p. 24).

Discussing this idea with the students, we realized that to change the story the world had of us, we had
to “imagine other possibilities, restorying our own and our relational stories” (Huber et al., 2003, p. 344).
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We were on the journey to “map out an alternative understanding of resistance on school landscapes”
(Huber et al., 2004, p. 193) that involved the students and | co-making a narrative inquiry as pedagogy
space, and through this negotiation possibly the potential remaking of our lives.

This was illustrated when we moved back into a large group discussion about the dangers of a single
story and the tensions of their/our identity(ies) being negotiated. | then asked the students to consider
three specific questions in our discussion:

1. How can we change the story of what a Muslim is?
2. What do we need to do to change these stories and highlight the diversity of Muslims?
3. How can we challenge the negative single stories of Muslims?

What came next astounded me. The students wanted to create a new mind map in response to my original
question, “What is the story of a Muslim?” They came up with a new name: “Muslims: Version 2.0 in
Real Life.” The students decided to co-create their own “counterstory...a narrative told within a chosen
community that allows the teller the ability to reenter and reclaim full citizenship within the found
community of place in which the teller lives” (Lindemann Nelson, 1995, p. 229).

Fig. 10: Whiteboard showing students’ thought processes before and after watching Adichie’s (2009) “The Danger of a Single Story.”

The picture that illustrates the outcome of their thoughts is labelled AFTER. This time, however, students
brainstormed the words peaceful, disciplined, modest, diverse, and, of course, misunderstood.

These mind maps were a way for the students to map out their understanding and resistance of the
dominant narrative. The mind maps were symbolic of their tensions and negotiations with the single
dominant story of Muslims against their /ived stories as Muslims. Through their “counterstory” they were
imagining possibilities to (re)shape their communities and world(s), as they felt empowered to reenter
and reclaim full control of their narrative and challenge the negative single stories of Muslims. The words
of Adichie certainly resonated for students at this point. They realized: “Stories matter. Many stories
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matter. Stories have been used to dispossess and to malign, but stories can also be used to empower and
to humanize. Stories can break the dignity of a people, but stories can also repair that broken dignity.”

(Re)Presenting Counterstories

The grade nine students wanted to repair, empower, and humanize Muslims by disrupting the dominant
story and creating their own stories. In the midst of becoming, they created their own personal
counterstory constructions through different mediums. Words do not do justice in describing their
multiple formats, such as writing stories and poems, prezis, trifolds, digital presentations, posters, canvas
paintings, pencil drawings, cartoons, skits, 3D flowers, suitcases, and more. However, hopefully the
images below and throughout this article give a sense of their beautiful resolve.

Fig. 11: Collage showing examples of student work that illustrate their counterstories through different mediums.

Clandinin and Connelly define “image” as a component of personal practical knowledge based on the
narrative unity of an individual’s life. “The calling forth of images from a history, from a narrative of
experience” ... opens potential for the images(s) “to guide us in making sense of future situations”
(Clandinin, 1985, p. 363). As | thought about this important internal process, | was reminded of my
six-year-old self who drew herself as a Ukrainian dancer. | came to realize that the image was like a
“glue that melds together a person’s diverse experiences, both personal and professional” (p. 379).
Images of student work (Figure 11) illustrate “possibilities for imagining counterstories; stories that hold
tremendous potential for educative reverberations in lives, in and outside schools” (Huber et al., 2013,
p. 229).
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Amplifying Our Voices and Stories

On this landscape, | hope, like my Muslim sister Muna Saleh, that “educators, researchers, and
community members from within and across Muslim and other Canadian communities... will listen to,
foreground, and amplify our voices rather than presuming to speak to, about, and/or for us” (Saleh, 2019,
p. 288). But how do you do this? How we can amplify the voices of young Muslims was something that
I had to really contemplate. This task is very difficult but important for me. However, it is important to
articulate and increase understanding to amplify the voices of Muslim youth and children, through
providing mirrors, as well as windows and sliding glass doors (Sims Bishop, 1990).

Fig. 12: Mural symbolizing the need to amplify the voices of young Muslims rather than presuming to speak to, about,

and/or for them.

It is vital that we provide many mirrors for children and youth to see themselves, as well as windows
through which other diverse worlds can be viewed. As educators, it is also important to be mindful about
single stories of the Muslim experience. Muslims in literature are usually only seen in the context of
Islamic communities, rather than in cross-cultural spaces and interactions. It is important that Islam is
portrayed as a natural part of a child’s life, rather than some exotic and foreign religion, and that it is only
one part of their multi-layered identity, because what is excluded is often as telling as what is included.
Sims Bishop (1990) asserted, “when children cannot find themselves reflected..., or when the images
they see are distorted, negative, or laughable, they learn a powerful lesson about how they are devalued
in the society of which they are a part”.

What | take away from this profound experience is that as an educator, | am learning as | co-compose
my being and living curriculum with students, and co-compose my being and a lived/living curriculum
with students in which we are each continuously in a process of becoming. Teaching and learning is a
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fluid process which is unfinished; my guiding principle is to always engage in inquiry into “experience
and to follow where it leads” (Clandinin & Connelly, 2000, p. 188) as | continue to come alongside
students, families, teachers, and administrators. As | have come alongside students in this way, | have
experienced their deep acknowledgement that there are no single stories, and too their openness to world
travel. | wonder, in the broader social contexts where the students are also composing their lives, if the
people with whom they interact are also seeking to move beyond single stories of them, and to travel to
their multiple and diverse worlds.
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Strangers No More: Collaborative Inquiry Through Narrative
as Teacher Reflective Practice

Elia Gindin, Meaghan van Steenbergen, and Douglas L. Gleddie

Abstract

Two teachers and a professor engaged in collaborative inquiry through narrative as a form of reflective
practice, pedagogical growth, and practitioner research. Using a Deweyan lens and elements of narrative
inquiry, we consider our stories of teaching through a supportive, growth-based sharing process. Viewing
pedagogical experiences through this lens enabled us to enter each other’s worlds and engage in
reflection—together. Our work speaks to the situations that arise when expectations conflict with reality.
The process of reflecting and re-reflecting led us to the conclusion that engagement in this fashion is a
valuable reflexive method for teacher professional growth.

Looking forward to more discussion—putting these stories to paper is so therapeutic...it is
seriously so difficult to stop writing when you are reflecting and connecting once you get
going... (Elia)

Working with you and Elia has taken me down a path that | didn’t expect my Master’s
experience to ever take, and | know I’'m speaking for both of us when [ say that this path has
been both career-changing and incredibly educational. (Meaghan)

It was so good to finally meet you both, have a good long chat and continue working together!
I also feel quite blessed and am excited to keep this project going. Re-reading your monthly
posts was so inspiring—thanks to you both for all of your dedication and commitment to the
project. (Doug)

Our journey began as two graduate students and a professor together in an online course on reflective
practice. As working professionals, we shared an acknowledgment that understanding, and even growth,
is somewhat limited when one participates in individual reflection. We felt affected by past professional
stories and recognized that participation in narrative-based research of a collaborative nature could have
a positive impact on our future professional experiences. Our contexts, experiences, and lives are
different, which we believed would have a positive impact on discussion and analysis. This paper
emerged out of a final project where Elia and Meaghan shared key teaching moments with each other
electronically and engaged in a form of inquiry (reading, reflecting, responding, and repeating) through
narrative. Doug was so moved and impressed by their project that he asked if they might be willing to
keep it going, and add him to the process. We put a formal plan in place and called it collaborative
inquiry through narrative.' Elia and Meaghan would share one story a month (through Google Docs) for
a span of four months, with each of us reflecting, responding, and re-reflecting in the document. The title
of the paper comes from the fact that although we connected online and only actually met in person
once (after working together for eight months), our reflective journey continues now as colleagues,
teachers, and friends.
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Reflective Practice and Narratives in Education
“Teachers cannot separate their personal identities from their professional ones” (Estola, 2003, p. 181).

Narrative inquiry, as a methodology, uses collected stories as the means to understand experience and
is “...increasingly used in studies of education experience [because] the main claim for the use of
narrative in educational research is that humans are storytelling organisms who, individually and socially,
lead storied lives” (Clandinin & Connelly, 2000, p. 3). Schaefer and Clandinin (2011) explored the
connection between teachers’ visions of what they expected teaching to be, and the experiences that
presented themselves. In the middle ground, we find our stories and, according to Dewey (1938), room
for growth. As practitioners interested in exploring our own personal and professional landscapes,

we found ourselves drawn to narrative-based research.

Inquiry through narrative separates itself from “typical story sharing” and transcends peer relationships.
It involves a deeper reflection and level of inquiry into the narratives. Therefore, the aim of our paper is
to share how we used collaborative inquiry through narrative as a method to reflect on personal
experiences in our day-to-day lives as practitioners. We hope to encourage teachers “to resist the
establishment of classroom control [by instead becoming] reflective practitioner(s), continuously
engaging in critical reflection, consequently remaining fluid in the dynamic environment of the
classroom” (Larrivee, 2000, p. 306). We also hope to emphasize the transformational nature of using
elements of the narrative inquiry process as practitioner reflection. In our context, reflection became the
lens through which we, as a collective, began to examine the intersections of our personal and
professional experiences.

Reflection is not an end in itself but a tool or vehicle used in the transformation of raw experience
into meaning-filled theory that is grounded in experience, informed by existing theory, and serves
the larger purpose of the moral growth of the individual and society. (Rodgers, 2002, p. 863)

Rodgers’ (2002) ideas of reflective practice are compounded with the notion that teachers must learn
from these stories amidst the critical examination of their practice: by seeking the advice of others,
drawing on educational research to deepen their knowledge, sharpen their judgment, and adapt their
teaching to new findings and ideas.

Reflection in practice allows educators to improve by reflecting deeply on their challenges,
successes/errors, and accomplishments, while creating stories based on everyday experiences.
The stories that we shared with each other, and following responses and re-reflections, began to change
and shape the way we were viewing our practice. The stories we might have at first been reluctant to
share, were quickly becoming integral pieces to our professional development journeys. The new
perspectives through which we were viewing the challenging experiences in our classrooms allowed us
to begin to understand the relationship between the authentic experiences that we lived each day, with
that of inquiry and the stories we were ready to share. By the end of the first reflective experiences,
we were becoming improved inquirers due to the in-depth explorations of our teaching experiences and
the desire to assist each other through continuous reflection. As Patton and colleagues (2013) state,
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we engaged in, “Carefully orchestrated [professional development] with purposeful steps used by
facilitators to aid teachers in becoming independent and life-long learners” (p. 456). Therefore, one might
call our process of collaborative inquiry through narrative a type of community of practice (Parker et al.,
2012). Our reflective community acts as a learning group that promotes a supportive and safe
environment for all (Parker et al., 2012) as we inquire together to shift our practice.

The way we have structured our reflective practice has truly enabled us to “...better understand why we
are who we are; why we do what we do; [and] why we believe what we believe” (Gleddie & Schaefer,
2014, p. 3). Even further, we used inquiry through narrative as a methodology to share and analyze our
thoughts and everyday encounters in our schools, since expressing our experiences as stories allows for
a pragmatic ontology leading to action. The stories of our experiences are the foundation of our inquiry,
and, in turn, the inquiry itself has provided us with the necessary process to gain a deeper understanding
of the experiences in our classrooms and schools.

Although our work is not “true” narrative inquiry, we accessed aspects of the methodology as a
foundation on which to base our experimental work in reflective practice. For example, we used
Clandinin and Connelly’s (2000) three-dimensional narrative space as a way to structure our reflective
interactions (see next page). As reflective practice is deeply entrenched in Dewey’s experiential theory
(1938), it implies that pedagogical learning is most effective when teachers are able to live through
personal experiences and reflect back on them as the basis for professional learning. Therefore, we
ground our conceptualization of reflection with Dewey (1964), who explained that reflective practice
“...is important not only as a tool for teaching, but also as an aim of education, since it enables us to
know what we are about when we act.” (p. 211). As such, reflection as a method of questioning is
extremely important in teaching, and provides the basis for the work of this paper. Dewey (1964) defined
what reflective practice was for a teacher in such a way that inspired and promoted a movement of
self-awareness and the critical evolution of professional development through story. Teachers today are
coming to realize that in order to better understand themselves in the classroom, they need to see their
“...knowledge in terms of narrative life stories” (Clandinin & Huber, 2002, p. 161).

Methods

The purpose of our reflective journey was to grow as professional educators. Schaefer and Clandinin

”r

(2011) describe what we have done as a “bumping”’ (p. 283) of stories. They argued that teachers’ styles
bump against what is expected of them. Our experiences shape our original expectations of what
the profession will bring, and as our careers progress, we monitor and adjust to new circumstances
(Farrell, 2016). In more traditional narrative inquiry settings, authors often share a context as colleagues
in the same school or as part of a professional cohort. In our case, we came together first as strangers—
united by our common experience of an online course on reflective practice. Meaghan and Elia taught
different grades and worked for different school boards. Each had unique experiences with students,
parents, administration, and professional development. Both had prior experiences outside the city, but

in vastly different areas of the world. Doug taught for 14 years, but has been a professor for the past 11.
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The final class assignment required the development of an open-ended “reflective practice project,”
which Meaghan and Elia ended up collaborating on. When we considered our stories, we were already
familiar with our own associated thoughts and emotions. We wanted to explore the impact of those
stories through a wider lens, which we hoped would come from working alongside one another. Through
monitoring the development of the project and assessing the final product, Doug was drawn further into
Meaghan and Elia’s worlds through their stories, reflections, and analysis. As a result, we agreed to
continue the project (with Doug on board as an additional “reflector” and “connector”) through another
term as an independent study, and planned to share our collaborative process and learning journey.

Following Greene’s (1995) suggestion that, “One must see from the point of view of the participant in
the midst of what is happening” (p. 10), Meaghan and Elia each chose and shared a story from their
teaching experiences. We then read the shared stories, looking to understand the writer’s feelings and
context, but also bringing our own experiences to the table. The final step was a collaborative reflection,
a “back-and-forth” examining the experience through shared reflections. Each month, we shared a
different story and embarked on a new reflective process. A relationship of friendship and trust was built
and strengthened with every new story. In a profession that usually only allows the individual teacher to
consider events in the classroom, the invitation to read each other’s stories and reflections opened the
door for support and mutual mentorship.

We structured our reflections around Clandinin and Connelly’s (2000) three dimensions of narrative
inquiry space: the personal and social (interaction) along one dimension; past, present, and future
(temporal) along a second dimension; and place (situation) along a third dimension. They define this
process by explaining that,

Using this set of terms, any particular inquiry [can be] defined by this three-dimensional space:
studies have temporal dimensions and address temporal matters: they focus on the personal and
the social in a balance appropriate to the inquiry: and they occur in specific places or sequences
of places. (p. 54)

Personal growth develops from reflection of the nature of relationships with others and in mind with our
personal expectations and stories. This marks the personal/social dimension, and our stories in this paper
will demonstrate the natural connection to the place dimension. The temporal dimension describes a
continuity from past to present to future. This dimension is vital to the reflective process as it is where we
engaged with the concept of understanding and growth, and prepared us for the next cycle of reflection.

We cannot possibly share all the stories, reflections, and analysis here. Therefore, we chose a story
fragment from both Meaghan and Elia (along with a snapshot of the accompanying reflective
process/analysis we went through) as exemplars to illustrate our journey. The future is marked by growth
as we draw connections between past and current events, the pieces coming together to form our own

unique puzzles (Gleddie & Schaefer, 2014).
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Elia’s Story

Every day from 12:45-1:00 pm, all students in my school have 15 minutes of uninterrupted silent
reading time to read quietly for pleasure. In the first week of school, much to my surprise, | actually
heard a student (male), who didn’t bring a book, say to another boy, who was quietly reading, that
“reading was for girls!” | absolutely cringed. | know it was only the first days of school, but what was |
doing wrong? Did I not foster an inclusive classroom in these early days? Were the kids not connecting
with me (or each other)? My single job on the first days of the new school year is to promote an
environment of acceptance and friendship amongst my students, and | was obviously failing.

The boy, now in tears, left the class. When | approached him, he said to me, “Teacher, you don’t know
me yet, but reading is all | got. | am not good in the gym like most boys. Reading is my thing!” He was
right—I didn’t know him well at all yet and | felt defeated, on this, the very first days of the school year!

I brought the issue of reading and boys to the staff room and it was especially intriguing listening to my
colleagues discuss the perils of trying to get boys to enjoy reading; some believed you needed to “let
boys be boys” and have them read for pleasure without pressure, while others suggested to not have
them read at all because “they’d eventually find something to read, or not.” But as an educator, I could
not sit idle and allow kids who can read choose not to when those who probably cannot read, only
wish that they could.

This situation left me with more questions than answers, especially as a non-PE teacher with a student
who believed they were being judged for not being athletic, and how can I help promote a healthy
definition of masculinity in my classroom for those boys who want to excel academically, but do not
think they can simultaneously succeed in PE class.

As the year progressed, | realized that | had to cultivate an open-minded classroom where the kids who
liked to read would be valued as much as the kids who were athletic, just as my teachers did for me
when | was in junior high where there should be no judgments on abilities or disabilities, likes or
dislikes. | remember that | too was once in a similar situation as the awkward teenager who wasn’t as
comfortable in the gym as he was in the Language Arts classroom, and although I persevered, | was
constantly made fun of for doing the things that “girls liked.”

That kid who cried on the first day of school now commands quite the audience as he describes the
kinds of books he reads weekly—other students are in awe of how he reads two or more books a
week! Furthermore, | was astonished that the same kid who proclaimed that he couldn’t do sports, was
playing badminton in gym class and throwing a football at recess. Perhaps | wasn't failing as his teacher
after all?

Meaghan’s Response

This story demonstrates how the three dimensions are relevant when we consider the narratives of
teachers. It seems more difficult, however, to define these when we are speaking about teenagers. In
the first days of any school year, a teacher has a solid foundation for what their place is. They have
spent time organizing their classroom, meeting new colleagues, creating lesson plans and seating
charts. Yet, that same place is not defined at all for our students. They walk into the room anxious to be
told where to sit and what to do. They define their new place by what it was to them last year, yet their
new teacher will soon influence their present interpretations. For the boys in the story, both had
preconceived ideas about Elia’s classroom. The reader was comfortable and likely looking forward to
his year in Language Arts. The subject area had been a comfortable place before, and he used that past
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experience to create his expectations for the current year. Unfortunately, it was to the point that he
believed that the Language Arts class was the only place he could be comfortable.

For the other boy who teased the reader, the reverse was true. He found comfort in Gym class, and
none in Language Arts. Formed by past experience, his discomfort was so intense that he felt like he
didn’t belong in Elia’s class and wouldn’t risk trying to fit in. He faced a clash of past expectations and
present experiences when he was seated next to a boy who was not only comfortable participating in
class, but was actually enjoying it.

The future that these boys have in front of them is not theirs alone, but everyone’s who is in Education.
The sociality of the associations with various subject matters needs to change. Just as Elia guided the
reader on his transformation into being a well-rounded student, it is our obligation to help all students
develop confidence and a sense of belonging, no matter which classroom they find themselves in.

Doug’s Response

This one hit close to home for me. As a male who likes BOTH physical education and reading I struggle
to understand how we are still fighting these gender stereotypes in 2016! | was immediately reminded
of a “place” in my house growing up where the reading box went. Every two weeks we went to town
to get groceries and also hit up the library—the books would go in the reading box. Invariably, | would
end up reading mine and everyone else’s over the two weeks. My family never teased me because we
were all readers. Elia, you have made your class into that “place” where reading is accepted and
encouraged.

Creating places is hard. It takes time. Meaghan makes a great point about the difference between
teachers and teenagers when it comes to the place that is a classroom. Elia, you know that you have
created a safe and nurturing environment. It takes the students a little longer to buy in and make it
theirs too. Socially, it also takes time for students to adapt and adjust to the social norms in your class
(reading is NOT masculine or feminine—it is human!). The initial negative interaction gave way to the
class culture that was initially created and facilitated by you—then adopted and internalized by the
students.

Finally, I am hit by the temporal aspects of your shared story. When Meaghan talks about the future of
these boys belonging, in a way, to everyone—she nails it. We can’t possibly know all that went on in
these kids’ pasts. Sometimes as teachers it feels like we barely know their present state... | do know that
regardless of what educative or mis-educative (Dewey, 1938) experiences YOUR students have had
with reading in the past, in the present, they will be reassured that reading is for boys. And girls. And
teachers. And that will have an immeasurable impact on their future.

Meaghan’s Story

When | was 22, | accepted my first teaching job teaching a three-grade split in a rural Canadian town.
Nervous, yet excited, | knew the job would be a challenge, but | wasn’t prepared for the reception from
the community. When | got there, | discovered that it was generally accepted for newcomers to be
completely ignored by the adults in the town. Even standing in line to pay for my groceries, | wouldn’t
be served until there was a line behind me. The kids were different. They filtered their parents’
jadedness. The school was our safe spot. Everywhere else | went, | felt uncomfortable. Being a single,
young woman didn’t help me feel safer. The RCMP detachment in our town was one of the busiest in

88 | LEARNing Landscapes | Spring 2021, Vol. 14 No. 1



Strangers No More: Collaborative Inquiry Through Narrative as Teacher Reflective Practice

the country, with sexual assault being a common charge, fueled by a level of alcohol and drug abuse
I had never seen before in my suburban upbringing.

Sometimes, it infiltrated our classroom. One morning, | was in the middle of teaching when a student’s
father, Dallas (a pseudonym), walked into my classroom. | could tell that Dallas was inebriated right
away and | convinced him that we should talk in the hall. | felt the pain of his child’s embarrassment,
seeing his father stumbling into his classroom in such a state. Dallas wanted to have an impromptu
parent-teacher conference. He was persistent. This man, bulky and outsizing me by at least twice my
weight, was well known for getting into trouble with the RCMP. | wasn’t about to purposely make him
angry. | thought about a professor | had in university, who once said, “Parents will try and march into
your classroom to talk to you. Remember that you are a professional. You can’t walk into a doctor’s
office and demand to see the doctor right away, and the same rule applies to schools.”

As a naive preservice teacher, | thought that was some really good advice, optimistic that the metaphor
had just the right wording to turn any stubborn parent into an understanding one. Now, being in the
very situation my professor warned us about, I didn’t think that Dallas would be so understanding.
Lecturing him for being inconsiderate would not work, and neither would denying him the right to talk
about his child. With a classroom of unsupervised teenagers waiting for me, | needed to end this
conversation. | forced a smile and championed Dallas for being such a great father who cared so much
about his son. When I pointed out that his son wasn’t learning anything if | was standing in the hallway,
I was able to convince him to come back after school. At least then, | could guarantee that my principal
would be close by.

Elia’s Response

When | think about the three-dimensional narrative inquiry space, | am drawn to the temporality of
your story and how this experience might have affected your current and future interactions with the
parents of your students. We know that when we reflect on events in our professional past, our thinking
and how we function pedagogically can philosophically change—the question becomes how that
change is regarded and acted upon. After all, “events and people always have a past, present, and a
future (and) in narrative inquiry it is important to always try to understand people, places, and events
as in process” (Clandinin et al., 2007, p. 24). Therefore, | would be interested in hearing further
reflections one day about how this particular experience may be entrenched in your practice; do you
think about this incident often? Did you ever contemplate switching professions as a result of this
occurrence?

Considering the dimension of place, | immediately thought to myself how uncomfortable you must
have felt being in a new and almost foreign setting. The remoteness of the rural Canadian school in
which you were based at the start of your teaching career seems daunting and taxing. You were already
at a disadvantage being in a completely new geographical space without the support system you would
have had at home, so the determination and fortitude you displayed in the situations you endured,
absolutely amazed me. However, it did make me wonder if when you were told, “they won’t look at
you because they think you’ll be another teacher gone in a year,” if you ever began to regret your
decision to move and teach there in the first place? | also think to the specific place of you and Dallas
meeting in the hall and if between your professor’s past words and the classroom of “unsupervised”
students gave you the confidence needed to persevere in this awkward situation you found yourself in,
or, were you frightened into finding a quick solution—the families of our students should be part of our
educational team, not our adversaries.
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Personally, what struck me most in this reflection was when you shared about being ostracized by
the community. It made me feel isolated, as well as made me question whether or not I’d have the
confidence to walk into that classroom every day knowing that. I find that teaching requires a certain
amount of self-assurance, and although teachers tend to “give it their all,” there are so many
pedagogical impediments we face every day, let alone knowing that the teacher, the person who is
supposed to lead the class, is already one step behind. Also, even though “Research suggests that
parental involvement in the educational system fosters intellectual and emotional growth in children”
(Silbergleid, 1998, p .4), if you don’t have the support of the parents in the first place, then the
relationships with families that teachers are supposed to make, become even more difficult to make.
Additionally, since (on average), “Almost a quarter of entering public-school teachers leave teaching
within their first three years” (Boyd et al., 2008, p. 1), it is beyond praiseworthy that some teachers are
still teaching after all they go through.

Doug’s Response

Courage. That’s the word that came to mind first when I read your story. It takes courage to teach
somewhere “out of your element”; to think of the child first; to look past behaviour to acknowledge

a father. Like Elia, I am intrigued by the dimension of temporality in your story. Your first year of
teaching—a tough year anywhere—but even tougher as an outsider in a small rural town. You reflect
back to the time of teacher education and recognize, very succinctly, the disconnect you felt in that
present time. How much of that first year teacher is in your teaching today? | can only assume that the
wisdom you displayed back then has been further tempered by experience and plays a (daily?) role in
your interactions with parents today.

Places also have a key role in your narrative. The place of preservice education—a space where
professors are safe to say things that fail to match the reality of teaching places—present and future.
Your teaching place, where your safety was emotionally and physically threatened. How do those
places now manifest themselves in where you are now? Your class, your school—the parents in these
places? Do you think of that first year often? | also wonder how long you stayed in that place and how
much of it did you take with you when you left?

It is hard being “the other.” Interesting that the kids were more accepting than the adults—even though
they are the ones impacted (hurt?) the most by those that leave. From a social perspective, | wonder if
the parents in that community harden their hearts because they have been taught by experience to not
open up to those who will not stay. They harden their hearts because their kids (all kids) can’t—it’s not
in the nature of kids to think too far in the future, but the parents have to. The courage you showed in
this situation is one that puts relationships, and the preservation of those relationships, first. You acted out
of concern for the child in your class and also for the family. Again, | would guess that this commitment to
“people-first” has stayed with you and manifests itself daily in your current teaching role.

Discussion

The characters from our past stay “...alongside us now as we make pedagogical decisions in our
classroom” (Gleddie & Schaefer, 2014, p. 11). The stories that we chose to share with one another were
purposeful because even though these events happened in the past, they resonate with us to this day. As
we saw in Elia’s story, his role was inspired by events from his adolescence. In Meaghan’s story, we saw
a beginning teacher struggling to equate her reality with her preservice expectations. Through sharing
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our stories within the three-dimensional narrative space, we acknowledged the importance of temporality

within our stories.

From personal reflection, the stories have taught us lessons and guided some of our actions; yet by sharing
them with one another, we discovered another level to our pedagogical path. Meaghan was giving voice
to her silenced younger self. Elia took action on injustice and guided students on their own journeys.
The environments that we found ourselves in demonstrated the sociality aspect. Elia’s connections with
his students, his desire to guide them on their journey of self-discovery, demonstrate how his relationships
with his own peers as a student represent themselves in his classroom. For Meaghan, the desire to present
herself as a professional was challenged by the relationships she formed with her students’ parents.
In both stories, the outcome was guided by our relationships.

Place also acted as a dynamic character in each story. As Casey (1997, as cited in Ellis, 2005) notes,
“place is not viewed as having a fixed or single meaning, essence, or structure” (p. 55). For each character
in the story, place plays a different role. For Meaghan’s students and their families, the small town was
home, one that they were protective of. Their story of an outsider entering their home community may
be a completely different story than the version Meaghan shared. Elia made his classroom a place where
reading is cool—for everyone—and invited his students to become part of that place.

When we came together to do this project, our initial instinct was to write about stories that had already
been resolved, the stories with the happy endings. It turned out that we found more meaning from sharing
stories that represented the successes we had to fail through, and fight for. Having never worked together
before, the three of us were able to draw meaning out of the stories without it being marred by a context
that we suspect would infiltrate a relationship between colleagues from the same school. Stories were
taken as they were presented and reflections were genuinely directed at the storyteller, and not their
context. Collaborative inquiry through narrative allowed us to story our teaching lives, share those stories,
reflect and then engage in re-storying, re-sharing, and re-reflecting. We freely gave of ourselves and also
were given permission to freely take from one another—as colleagues, then friends.

When Meaghan and Elia wrote their initial stories, both of them noted the value of participating in a
genuine discussion of events that, to an outsider, may seem germane. Yet, the stories are transformative
and indicative of our future choices and direction. As an education professor, the project was also
valuable for Doug as it gave him a window into the worlds of two in-service teachers. The stories,
reflections, and re-reflections allowed him forge a connection with Elia and Meaghan that was based on
his own teaching experiences, but also educational research and teaching practice at the university.

The process also provided many immediate and long-term benefits to our teaching practice. First, we
instantly created a pedagogical bond where we could very quickly engage with each other on a variety
of in-school topics, without judgment, and seek feedback for personal and professional growth.
Four years later, we are still in contact, still continuously storying, sharing, and reflecting as we grow in
our practice. Both of us have transitioned into different grade levels and roles within our schools, which
further provides us with constant conversation about teaching and learning. A consequence of this

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 91



Elia Gindin, Meaghan van Steenbergen, and Douglas L. Gleddie

experience would be that we are not direct colleagues, and we work in different school boards, so there
are times that we might not have the same teaching or administrative procedures, which then diminishes
our ability to assist each other with the same expediency we would if we were direct colleagues.
Nevertheless, this process is easily transferable to those that we come in direct contact with daily,
providing new opportunities for reflection.

Collaborative Inquiry Through Narrative as Reflective Practice

In developing a collaborative team working in different school districts as well as different grade levels,
we have been able to support, encourage, and advise each other despite only meeting recently through
graduate school. Narratives have been an essential conduit for us to be cooperative in this journey, as
our reflections took on new meaning as inquirers, graduate students, and even as asynchronous
community builders. Thus, the more that we reflected, the more we became a community of reflective
practitioners. Connelly and Clandinin (1990) explain this idea of community and collaboration in
narrative inquiry, as something that is not practiced nearly enough in education. We immediately noticed
this gap as we began to reflect on our past through the process of storytelling and re-storying. As such,
our process evolved into an authentic and genuine means of sharing, allowing for a heightened level of
mutual problem solving.

As graduate students who were also full-time teachers in schools, the process for Meaghan and Elia
provided immediate and long-term benefits. First, we instantly created a pedagogical bond where we
could very quickly engage with each other on a variety of in-school topics, whereby we knew it would
be a safe space to seek feedback for personal and professional growth. This translated seamlessly into
long-term benefits, since four years later, we are still in contact, continuously storying, sharing, and
reflecting as we grow our practice.

Through sharing possible solutions to classroom problems, not only did we become more confident in
what reflection could do for our practice, but our students also began to reap the rewards of our
pedagogical reflections. Johnson and Golombek (2002) best summarize this effect on students when they
explain that, “...when teachers reflect on, describe, and analyze the factors contributing to a classroom
dilemma, they confront their emotions, their moral beliefs, and the consequences of their teaching
practices on the students they teach” (p. 4).

At the core of our inquiry are a variety of insights on what has worked well for us as colleagues wanting
to improve practice and solve problems in the classroom. Our process has directly influenced the
relationship we have with our students as well as the collegiality we’ve developed with our peers in our
school. As we begin to spread our new learning and discoveries, reflective practice becomes ever more
relevant and engaging. It is now difficult for us to say that reflective practice cannot and will not permeate

"

itself through the educational instances in which we operate, and even further, how “...our efforts
[will be] powerfully motivated by the potential of reflective practice [in creating] effective teaching”

(Jay & Johnson, 2002, p. 85).
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Collaboration and community building between teachers and professors in education can also create
many positive results for teacher education practice. Doug’s interaction with two in-service teachers
helped him to stay grounded with the field, learning and growing along with Meaghan and Elia. As a
result of this research, he has been further convinced of the efficacy not only of reflective practice for
emergent teachers, but also of the importance of building communities of reflective practice. Although
Doug has been using a narrative inquiry process with his students that encourages them to engage in
reflective practice (Hennig et al., 2020), the results of this research have allowed for a renewed focus on
community, interaction, and the creation of safe spaces for sharing, feedback, and growth.

Future Possibilities

The work that we have done in becoming collaborative, reflective practitioners is by no means complete.
Sharing experiences and reflecting together on them is an ongoing event in education; one that not only
improves practice for teacher and student, but also enables teachers to deeply be in contact with their
peers for pedagogical support. Moving forward, we will share our learning with colleagues. Perhaps those
teachers and support staff that are already highly reflective could find quick and expedient ways to
improve their practice. Starting where we are allows us to further explore the nuances, benefits, and

challenges of a professional learning community in our own spaces.

Note

1. We are intentionally NOT using the term narrative inquiry for our work. Although we certainly
drew from that methodology (among others), we do not feel that our work truly fits the narrative
inquiry paradigm. Hence, our cobbled together term of collaborative inquiry through narrative.
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Building Allies and Sharing Best Practices:
Cultural Perspectives of Deaf People and ASL Can Benefit All
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Abstract

Societal views of Deaf people typically stem from a medical or deficit perspective, which then informs
educational practices. In contrast, educational settings that embrace a cultural perspective provide visual
language and strategies that can benefit all students. This article will address three common myths about
American Sign Language (ASL) and Deaf people, and share research-supported pedagogical practices
and recommendations on how to be an ally on behalf of Deaf people.

Building Allies and Sharing Best Practices:
Cultural Perspectives of Deaf People and ASL Can Benefit All

A greater focus on developmentally appropriate practice, including culturally responsive practices, have
led educators to adapt curricula to meet the varying knowledge, beliefs, experiences, and contexts of
children (e.g., NAEYC, 2020). However, misunderstandings and myths about some children’s capabilities
and culture persist. For example, for multilingual language learners, there has been a misunderstanding
that “learning two languages during the early childhood years will overwhelm, confuse, and/or delay
acquisition of English” (Espinosa, 2013, p. 5). Misunderstandings and myths apply to Deaf children’s
capabilities and culture as well, particularly in language learning (Humphries et al., 2012).

In this article, we first present varying perspectives on educating Deaf children. Then, we share three
common myths and facts about Deaf children’s language and literacy development. Finally, we present
research-supported practices that educators can implement to counter these common myths and
be(come) a hearing ally. This includes incorporating American Sign Language (ASL) to benefit all
students, and how educators can promote positive perceptions about Deaf people in their classrooms.
For the remainder of this article, we will use the term “Deaf” as an inclusive term to refer to individuals
of varying hearing levels (see Table 1), diverse backgrounds, experiences, and identities (e.g., race,
culture, gender).

Varying Perspectives on Educating Deaf Children

As schools embrace more inclusive environments, it is becoming common for public school teachers to
have a Deaf student in their classroom (Office of Research Support and International Affairs, 2015), and
those students may or may not use technologies such as cochlear implants or hearing aids. Just like all

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 97



Debbie Golos, Annie Moses, Elaine Gale, and Michele Berke

students, Deaf students often have diverse backgrounds, strengths, and needs. However, educators may
not realize that they also vary in hearing level (i.e., mild to profound) and home languages (i.e., sign or
spoken languages). They also vary in their language and literacy skills, with some having significant
delays and others achieving grade-level (or above) expectations. A Deaf child with any of these
characteristics could join a general or special education classroom, and teachers must consider how to
plan and implement effective practices that will benefit Deaf learners as well as other students in their
classrooms. In addition, even if they never have a Deaf student, educators can become an ally and share
knowledge about Deaf culture and ASL as a part of a culturally responsive curriculum.

Practices, beliefs, and recommendations for teaching Deaf students or about Deaf people are just as
varied depending on the guiding beliefs and theoretical perspectives (Humphries et al., 2012). The more
typical societal views of Deaf people are from a medical or deficit perspective, which focuses primarily
on their hearing; how to fix or mold them to fit into a hearing world (Lane et al., 1996). Decisions about
their education are often informed, in turn, by this perspective. For instance, recommendations typically
stem from best practices for hearing children, such as developing spoken language and/or learning
literacy through sound-based approaches (e.g., Wang et al., 2008; Fitzpatrick et al., 2016). In fact, sign
language is not used with the majority of Deaf children (Office of Research Support and International
Affairs, 2015). Despite being a popular practice with very young hearing children (baby sign), some still
argue that sign language can delay spoken language development (e.g., Geers et al., 2017).

In contrast, educators aligning with a cultural perspective do not view being Deaf as a deficit; rather,
they value Deaf Culture and recognize how Deaf people contribute to society. This concept is known as
Deaf Gain (Bauman & Murray, 2014), and it recognizes Deaf individuals as visual beings with their own
language and culture, including a rich history of art, theater, sports, and language (ASL in the United
States; see Table 1 for this and other related terms). From this perspective, researchers and theorists
suggest that a visual language, like ASL, and visual strategies, benefit all children. These are the same
strategies and language Deaf adults use with their own Deaf child(ren) and/or students in the classroom,
helping children make connections between ASL and English (e.g., Moses et al., 2018). Researchers also
recommend access to Deaf peers and Deaf adult role models, including Deaf professionals, from the
early years and on (Gale, 2020; Moses et al., 2018; Cawthon et al., 2016). Children with a range of
hearing levels, including hearing children, can learn from interactions with culturally and linguistically
diverse role models (Cawthon et al., 2016; Garcia-Fernandez, 2014).
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Table 1

Terms commonly used by the Deaf Community (adapted from NAD, n.d.)

ASL American Sign Language is used by the Deaf community in the United States and parts of
Canada. (Other countries have their own sign language(s).)
Deaf Capital “D” refers to members of the Deaf community who use sign language (e.g., ASL,

Black ASL) as their preferred language of choice; including people with multiple
identities and varying hearing levels who identify as part of the Deaf community. While
“person first” language is acceptable, it is also acceptable to call someone “Deaf.” This
term is sometimes used as an all-encompassing term to include Deaf, deaf, Hard of
Hearing, DeafBlind and DeafDisabled populations.

Hard of A person with a mild-to-moderate level of hearing who identifies as hard of hearing and
Hearing' may or may not choose to have cultural affiliation with the Deaf community.

deaf Lowercase “d” deaf used to define a medical condition designating the inability to hear.
Hearing A person recognized as a member of the hearing community at large, someone who

typically is able to hear.

Hearing level | The cultural description of what level someone can hear, contrasts the medical term
“hearing loss,” which is perceived as a negative term (profound level of hearing vs a
profound hearing loss).

Inappropriate | The terms “hearing impaired,” “deaf-mute,” and “deaf and dumb” are not acceptable
terms terms to describe someone who is deaf or hard of hearing.

However, a recent survey of educators of both hearing and Deaf children revealed that such linguistic
and cultural models are not usually incorporated into educational settings, such as early childhood
programs (Golos et al., 2018). This may be due to educators focusing more on sound-based approaches
to learning (Fitzpatrick et al., 2016). These are missed opportunities to build upon Deaf children’s visual
strengths and connect to cultural needs. Teachers with or without Deaf students can invite Deaf adults
into the classroom, incorporate ASL, and use visual strategies to benefit all students. Before implementing
these practices, teachers should first consider what research shows and clarify misconceptions about
Deaf individuals’ learning and development.

Myths and Facts: Language and Literacy Development in Deaf Children

Although signing with hearing babies is quite popular, myths persist about the importance of sign
language for Deaf children. Here are three prominent myths related to Deaf people, ASL, and language
and literacy development as well as evidence to counter them.

Myth 1: If Deaf Children Learn Sign Language, They Will Not Learn How to Speak Well

There is a long-standing debate in Deaf education about the value of sign language that dates back to
the late 1800s (Burke, 2018; Traynor, 2016). More recently, Roberta Cordano, J.D. (2016), the current
president of Gallaudet University—the world’s first and only liberal arts university for Deaf students—
addressed this myth. She pointed to the research showing that learning sign language does not negatively
affect language or academic skills, including spoken language development (e.g., Allen et al., 2014;
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Mayberry et al., 2011). On the contrary, early exposure to ASL encourages Deaf children, including those
with cochlear implants, to excel in many domains (Dammeyer, 2014; Davidson et al., 2014). Even
hearing children’s language and literacy skills can improve from learning sign language (Moses et al.,
2015; Brereton, 2008; Daniels, 2004).

Yet, sign language continues to be undervalued. There is a critical period for language acquisition
(Penicaud et al., 2013; Petitto, 2009), and children who are exposed to a fully accessible language from
birth can develop both first and second languages on an expected timeline (Skotara et al., 2012). For
Deaf children, a fully accessible language is usually a visual one, such as ASL. Without it, children may
experience severe delays socially, linguistically, and academically (Huber & Kipman, 2011; Mayberry,
et al., 2011). Many families, however, are advised to focus on spoken-language development only and
that their children can learn sign language later if they are unsuccessful with spoken language (Geers et
al., 2017; Fitzpatrick et al., 2016).

If, however, families and teachers wait to see if the Deaf child will succeed with spoken language before
exposing them to ASL, the child may miss the critical window for language acquisition (Allen et al., 2014;
Petitto, 2009). Speech may never be accessible for some Deaf children. Even Deaf children with cochlear
implants may not have complete access to spoken language and may not be able to function
independently without support (Punch & Hyde, 2011; Schafer & Cokely, 2016). Without the foundation
of a fully accessible language, they may experience “language deprivation” (Glickman & Hall, 2018;
Gulati, 2019; Hall et al., 2017). Early exposure to ASL can help mitigate the impact of language
deprivation, and there is no harm in doing so (Lange et al., 2013). Teachers should not hesitate to
incorporate ASL into the classroom (Hall et al., 2019).

Myth 2: The Definition of Sign Language Includes All Manual Communication Systems

Often, people use the term “sign language” to encompass both natural sign languages, such as ASL, and
manual communication systems (e.g., Signed English) (Fitzpatrick et al., 2016; Geers et al., 2017).
However, there is a significant difference. ASL is a natural language with its own syntax and grammar
that is distinct from spoken English and is based on principles of visual communication (PerImutter,
2001). When people talk and sign at the same time or use signing that follows the structure of English
word order, they are not modeling a language but manual representations of spoken English. These
systems or modes have little meaning to students unfamiliar with spoken English, and they do not receive
a complete message in either ASL or English when these systems are used (Tevenal & Villanueva, 2009).
Yet, using ASL (rather than manual communication) can increase student learning and engagement
(Schick & Gale, 1995). As Hall et al. (2019) describe, “We are not aware of anyone who would argue
that such communication systems confer the same benefits of a natural sign language” (p. 270).

Hall and colleagues (2019) also write that claims made in studies like Geers and colleagues (e.g., 2011;
2017) and Fitzpatrick and colleagues (2016) should be read with caution. For example, researchers
collapsed all forms of sign into one definition when assessing participants’ language use. This does not
accurately portray their authentic exposure to sign language nor their sign language use and/or abilities.
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Furthermore, unless evaluators are knowledgeable of ASL structure, they cannot accurately assess or make
data-informed decisions about children’s sign language or other academic skills (Simms et al., 2013).

Myth 3: Deaf Children’s Language and Literacy Skills Will Be Delayed if They Do Not
Have Access to Spoken Language

There is a long history of Deaf children graduating from high school with severe delays in literacy skills
(Mitchell & Karchmer, 2004). Some have attributed this to the lack of access to spoken language
(e.g., Geers et al., 2017). This helps to explain why current practice for Deaf children most often relies
on one route to literacy, through spoken language (i.e., listening and speaking) connected to print. More
often than not, the push is to use sound-based approaches for teaching literacy (Wang et al., 2008).

An alternative explanation for delayed literacy skills relates to language deprivation, as described earlier.
In fact, when Deaf children are exposed to ASL from birth, they can develop critical early literacy skills
prior to conventional reading and continue to develop literacy skills on or above grade level (Caselli et
al., 2021; Hrastinski & Wilbur, 2016; Scott & Hoffmeister, 2017). Deaf children with cochlear implants
who had higher ASL skills also had higher language and literacy skills, compared with children with
cochlear implants who had little to no ASL skills (Allen, 2015; Dammeyer, 2014; Davidson et al., 2014).

Thus, adults should not wait to engage with ASL and print with Deaf children, even if they are just
beginning to learn to sign. They can use strategies to help Deaf or hearing children make connections
between ASL and spoken or written language (Lange et al., 2013). They also can utilize supplementary
methods (e.g., gesture, acting out stories) and materials (e.g., literacy-related apps or DVDs in ASL; see
Appendix) to expose children to different types of text while they are learning to sign (Snoddon, 2015).

Countering Myths by Be(com)ing a Hearing Ally

Research in Deaf education offers suggestions for strategies and activities that align with a cultural
perspective and the guiding principles of hearing allyship (http://www.hearingallyship.org/). Much like
considering other aspects of identity such as race, ethnicity, and gender, any educator can be an ally for
Deaf people and foster future allies in their students (e.g., Brown & Ostrove, 2013), especially those who
interact with Deaf students in inclusive settings. The following suggestions are evidence-based practices
educators can use to integrate ASL and visual strategies into classrooms for all students and also foster
understanding and positive perceptions about Deaf people (Bauman & Murray, 2014; Cawthon et al.,
2016; Freel et al., 2011; Garcia-Fernandez, 2014; Holcomb, 2013).

Incorporating ASL and Visual Strategies Benefits All Students

As already highlighted, all students, including Deaf students with cochlear implants and hearing students
(Most et al., 2009), can benefit from visual supports to access the world around them. For example, they
may use alternative pathways to literacy such as ASL instead of, or in addition to sound, to access English
print (McQuarrie & Abbott, 2013; Mayberry et al., 2011). In fact, researchers have found increased scores

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 101



Debbie Golos, Annie Moses, Elaine Gale, and Michele Berke

in children’s vocabulary and reading when teachers incorporated ASL into literacy instruction with

hearing children either live (e.g., Brereton, 2008; Daniels, 2004) or through media (Moses et al., 2015).

These findings suggest that using a visual language like ASL can uniquely support all children, including

those who struggle with sound-based approaches or cannot access sound.

Thus, all teachers may enhance student learning by incorporating ASL and visual strategies. Teachers do

not have to be fluent in ASL to begin to incorporate effective strategies into homes or classrooms. The

following examples are drawn from research on Deaf adults’ engagement with Deaf children at home
(Berke, 2013) and school (Stone et al., 2015; Allen, 2015; Allen et al., 2014; Ramsey & Padden, 1998),
reinforcing that all students can benefit from using ASL and the following strategies:

Incorporate ASL in the classroom. For example, if a teacher has a word wall, they can
show the ASL sign and/or fingerspelled word with English print (along with print in other
languages; see Fig. 1). This also models respect for and equity for both languages while
providing visual learners with additional support for word learning.

Wait for the student. Deaf students and visual learners may need to attend to a book or
other object and then look at the adult either before or afterward. This sequential

(rather than simultaneous) joint attention allows children to explore and make connections
between the language and the object.

Use chaining or sandwiching. Each strategy is particularly effective to target vocabulary
when reading books with students. Adults define the word, point to a written word, sign
the word, fingerspell the word, and then show the printed word again (i.e., chaining;

see Figure 2) or sign the word, define the word, fingerspell the word, and sign the word
(i.e., sandwiching). Teachers can use multiple combinations of these strategies as they are
defining new words.

Encourage shared reading opportunities. Shared reading is associated with positive literacy
outcomes. Adding ASL can only increase the benefit for all students by providing multiple
routes to literacy (see Appendix for stories in ASL). While it is important for all students to
have exposure to books, for Deaf students, it is especially important to have access to
shared reading in ASL (see Figure 3).

If educators do have a Deaf student in their classroom, in addition to the above, consider the following:

Provide access to fluent models of ASL and equal access to communication and education
(e.g., closed captioning on all media materials).

Have and effectively utilize an ASL interpreter. Encourage the school to ensure that the
interpreter is highly qualified and certified. Interact directly with Deaf students even in

the presence of an interpreter. (For more information about working with an interpreter,

see Moses et al., 2018).

Acknowledge that Deaf students need time to read or view visual information (e.g., on a
screen or board) before shifting their gaze back to the teacher/interpreter. Also consider that
there might be a time delay between the teacher’s spoken word and the interpreter’s
interpretation.
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Fig. 1: This is an example of a vocabulary word displayed in picture, English print, and fingerspelling.

Fig. 2: Graduate students modeling chaining with preschool children (Captured here is the process of transitioning between

fingerspelling the letter “i” and “g” after pointing to the printed word and signing “pig”).

win
1

Fig. 3: A Deaf adult and Deaf child share a book together in ASL.
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Promoting Positive Perceptions About Deaf People

Perceptions of others and one’s own identity develop quite early in life. These perceptions are constantly
being molded throughout their schooling. Therefore, the experiences children have influence how they
come to perceive themselves, others, and the world around them (Cawthon et al, 2016; Derman-Sparks
& Edwards, 2010; Leigh, 2009; Garcia-Ferndndez, 2014). For educators and families, it is never too early
to start building self-awareness or future allies to Deaf people, and these practices should continue
throughout schooling. Yet, cultural perspectives of Deaf people are rarely included within the curriculum
for Deaf or hearing children. To do this, consider the following:

e Have high expectations. Understand Deaf students (and some hearing students) as
“visual learners” with multiple intersecting identities (e.g., race, gender, culture, hearing
level) and showcase all that Deaf people can achieve.

e Encourage others (i.e., educators, students, families, administrators) to learn ASL
(see Appendix for free resources).

e Provide opportunities for interactions with Deaf and hearing peers. Social interactions are
equally as important as interacting in academic language.

e Reach out to members of the Deaf community with diverse backgrounds (i.e., race, gender,
culture, hearing level, languages). Invite them into the classroom, to share their experiences
living as a Deaf individual, and best educational practices. For example, they can sign
stories in ASL as well as suggest ways to improve lighting, seating, and space for visual
learners.

e Incorporate both informational resources and stories, such as books and media in ASL with
Deaf people/characters, that portray positive messages about Deaf people from varying
backgrounds throughout the curriculum and environment (e.g., Moses et al., 2018; See
Appendix). Make sure to “call out” that they are Deaf.

e Review materials ahead of time and consider the messages conveyed as many books/media
do not portray Deaf people from a cultural perspective (see Moses et al., 2018, for a review
of books and media with Deaf characters)

e Help educators, administrators, and particularly families with Deaf children find accurate
information about language, literacy, and identity development. Assist them in connecting
with people and resources from the Deaf community.

Teachers also can provide ongoing interactions with Deaf adults and Deaf peers from diverse race,
gender, and cultural backgrounds (Bat-Chava, 2010; Garcia-Ferndndez, 2014).

Conclusion

Educators can shift from a deficit viewpoint to a cultural perspective by focusing on what Deaf people
can do rather than what they physically cannot do. Regardless of whether educators ever have
Deaf students in their classroom, all students can benefit from learning about ASL and Deaf people from
a cultural perspective. Educators and families can align with a cultural perspective by valuing who
Deaf people are as visual beings, including their cultures (i.e., Deaf and additional family cultures) and
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languages (i.e., ASL, English and other spoken, written or signed languages in the home) (Bauman &
Murray, 2014). Then, their strategies, activities, and materials may be used to build upon a Deaf student’s
assets by way of visual strategies. Deaf adults given this foundation learn the various ways of “being”
Deaf in a hearing environment and pass down these culturally based solutions for effective living
(Holcomb, 2013).

With exposure to diverse Deaf role models, ASL, and visual strategies, Deaf and hearing students’
language and literacy skills can improve (Allen et al., 2014; Cawthon et al., 2016; Freel et al., 2011).
In addition, Deaf students may grow to embrace their strengths and develop a stronger sense of self-worth
(Cawthon et al., 2016). Hearing students may grow to have a deeper understanding of the Deaf cultural
perspective, value Deaf people as visual beings and, eventually, become allies.

Note

1. We recognize there may be more than one definition of Hard of Hearing. As such, children might
be labeled hard of hearing based on hearing level rather than their preferred identity.
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Appendix A

Recommended Resources for Best Practices

To learn more about research and professional resources, check out the following:

e The Visual Language and Visual Learning (VL2) research briefs from Gallaudet University are an
excellent resource to learn more about ASL and visual strategies:
http://vI2.gallaudet.edu/research/research-briefs/

e The National Association of the Deaf has offered advocacy efforts and materials, including position
statements for over 130 years: https://www.nad.org/about-us/position-statements/

e Deaf Education teacher preparation programs offered across the country. For contact information, visit:
http://www.deafed.net/Knowledge/PageText.aspZhdnPageld=120.

e The Laurent Clerc National Deaf Education Center offers professional development workshops and resources
for educators: http://www3.gallaudet.edu/clerc-center/learning-opportunities/on-site-training.html

These are multimedia materials available for free to teach ASL, early literacy skills and/or include Deaf role models:

e The Bravo Family offer free beginning courses in ASL: https://dcmp.org/series/5-bravo-beginning-asl-videocourse

® ASL nook is a Deaf family modeling storytelling and teaching ASL): www.asInook.com

e Hands Land includes a series of interactive, researched-based video clips to teach ASL Rhyme and
Rhythms, developed by an all Deaf team: www.handsland.com

® Peter’s Picture comprises of free interactive, research-tested children’s series and app that fosters
language, literacy and knowledge of Deaf culture through ASL: https://app.peterspicture.com/

e VL2 Storybook Apps provide stories in ASL and English https://vI2storybookapps.com/

e Signed Stories app provides stories in ASL and English https://www.signedstories.com/apps

To build on the information shared in this article about best practices for teaching and interacting with Deaf
children, check out these free resources:

e Best practices for reading with Deaf children: http://www?3.gallaudet.edu/clerc-center/learning-
opportunities/online-learning/fifteen-principles-for-reading-to-deaf-children.html

e These websites provide information on how to create Deaf-friendly space:
o https://www.gallaudet.edu/campus-design-and-planning/deafspace
o http://www.raisingandeducatingdeafchildren.org/2018/04/02/organizing-classrooms-for-deaf-and-
hard-of-hearing-learners/
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Teaching Novice Science Teachers Online:
Considerations for Practice-Based Pedagogy

Allison J. Gonsalves, Emily Diane Sprowls, and Dawn Wiseman

Abstract

The COVID-19 pandemic has required educators at all levels to pivot instruction online. In this article,
we consider methods we adopted to engage novice science teachers in approximations of teaching,
online. We describe the principles of our science teacher education program and provide a rationale for
the core feature of our science teaching methods course: practice-based pedagogy. We then discuss
adaptations we have made to engage novices in ambitious science teaching practices online, and the
affordances and constraints the virtual context posed to these practices. We conclude with a discussion
of considerations for online practice-based pedagogy.

The COVID-19 pandemic has had a dramatic impact on teaching at all levels. In an attempt to contain
the spread of the SARS CoV-2 virus, schools have closed around the world, affecting hundreds of millions
of learners (UNESCO, 2020). In Canada, postsecondary institutions have almost universally pivoted to
online learning. We are instructors for science teaching methods courses at two postsecondary institutions
in Quebec. Like all educators, our roles have been challenged by the context of the COVID-19 pandemic.
We have had to shift to remote instruction for novice teachers and adapt our approach to teacher
education, which relies on interactive pedagogies of practice (Grossman et al., 2009; Jao et al., 2018).
In our science teacher education programs, this has meant offering highly interactive methods classes in
a virtual environment, finding tools to both adapt to the online space and to offer opportunities for novice
teachers to learn and practice skills that will be used in face-to-face instruction. Online instruction in the
context of a global pandemic requires many considerations that go beyond the question: “How do we
adapt for remote learning?” We also need to consider challenges to the core features of our science
teaching methods courses. In this paper, we outline these core features and discuss how they are affected
by remote instruction. We then detail the adaptations we made to move our methods courses online and
provide reflections on these changes and the ongoing challenges the virtual learning poses to science
teacher education.

Background: Ambitious Science Teaching and Model-Based Inquiry

The goals of our science teaching methods courses are to develop novice teachers’ understanding and
practice of ambitious science teaching (AST) (e.g., Windschitl et al., 2012; Windschitl et al., 2018)—
science teaching that deliberately aims to enable students to understand big science ideas, participate in
the discourses of the discipline, and engage with ideas of science in meaningful and authentic ways. AST
opens up science to the breadth of student experiences because it begins with students’ experiences of
the world and then requires that students “talk out” their thinking with teachers and peers in ways that

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 111



Allison J. Gonsalves, Emily Diane Sprowls, and Dawn Wiseman

entail co-thinking and co-constructing with others to make sense of scientific ideas (Windschitl et al.,
2008). AST outlines a research- and practice-based approach to teaching. It has been shown to support
educators (both pre- and in-service) in developing practices that engage students in real-world questions
(inquiry) and problems (problem solving); base teaching in big ideas of science and technology (Harlen,
2010; MELS, 2006); and develop scientific and technological understandings, skills, and language over
time. It is thus a solid foundation for science and technology teacher education that aligns with the related
competencies of the science programs within the Quebec Education Program (QEP). More specifically,
the AST framework breaks the processes of science and technology teaching into four practices:
1) Planning for engagement with big scientific and technological ideas; 2) Eliciting student ideas and
prior knowledge; 3) Supporting ongoing changes in student thinking through engagement with data and
data collection; and 4) Drawing together evidence-based explanations based on data (Windschitl et al., 2018).

Planning to teach in the manner suggested by AST parallels the process used to design and implement
Learning Evaluation Situations (LES), the assessment method favoured in the QEP (MELS, 2006). Once
novice teachers have experienced ambitious science teaching in action, they are expected to build an
LES based on anchoring phenomena. Each LES is developed using backwards design, where students
write a complete explanation for the phenomenon to help them identify disciplinary understandings and
how they are related in ways that help explain the phenomenon. This explanation and identified
disciplinary understandings then serve as the basis for developing the scope and sequence of lessons
within the LES—one of which will be rehearsed and enacted in the methods course.

AST anchors learning around natural phenomena and essential questions related to the phenomena.
Anchoring phenomena are observable in the real world, but require developing understandings across
scientific disciplines in order for students to explain what is happening at both the macro (observable)
and micro (unobservable) levels. For example, an anchoring phenomenon could be a video of a tanker
car imploding accompanied by a story of how the tank had been steam cleaned, but the valve had been
sealed immediately following the cleaning, and then left in the cold temperatures overnight
(see Windschitl & Thompson, 2013, for details). The related essential question might be, “Why did the
tanker car implode?” In order to explain this phenomenon, students need to pull together understandings
about how matter and energy interact through phase changes of water, to yield a story that details the
relationships between temperature, volume, and pressure and how they interact with the strength and
integrity of materials. The exploration of this phenomenon occurs over several lessons so students can
collect data and move towards evidence-based explanations of the phenomenon. In this way, students
develop conceptual understandings of progressions of learning related to matter, phase changes, gas laws
(temperature, volume, pressure, etc.), and materials, and can also connect those understandings to related
phenomena that draw on similar big ideas, such as the deflation of bicycle or car tires in the winter.

To support changes in student thinking, we use a specific form of instruction called “Model-Based
Inquiry” (MBI: Windschitl et al., 2008). In MBI, students construct models of the phenomenon (usually by
drawing) to facilitate their understanding, and to identify both observable and unobservable events taking
place in the phenomenon. MBI begins in small groups, and then the instructor convenes the whole group
to establish a “consensus model” which brings together understandings from all students in the class
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towards a collective understanding of the underlying reasoning for the phenomenon. The process of
instruction is highly collaborative, involving interactions between the instructor and students
(eliciting student thinking), and between students (to generate collective understandings).

Throughout AST practices there is emphasis on student and teacher discourse, written and oral
expression, connections to mathematical reasoning, modeling, and ongoing assessment of students.
AST also assumes that practices are modeled by the teacher educator, then rehearsed and enacted by
novice teachers as a means of developing their understanding of what this approach actually looks and
feels like in the classroom. Given the emphasis on eliciting students” thinking and prior knowledge, and
supporting changes in student thinking, a focus of our science teacher education courses is on learning
and practicing responsiveness to student thinking. That is, noticing and responding to student thinking as
it arises, and then using appropriate core practices (McDonald et al., 2013) that are likely to support
students in developing enduring understandings of science. This requires that novice teachers learn
specific discourse strategies (e.g., probing, pressing, wait time; Windschitl et al., 2018) to elicit students’
understandings of scientific ideas, and then scaffold students” understandings by pressing for evidence
based on data students have generated. The role of the teacher in an AST context is not to deliver
information, but rather to facilitate student talk and to negotiate understanding among students. Learning
to engage in this very interactive and student responsive form of teaching requires novice teachers to
observe and deconstruct practices modeled by their instructor(s) and to rehearse those practices with
peers. In the following sections, we describe aspects of practice-based pedagogy in our science methods
courses that facilitate these opportunities, followed by our reflections on pivoting to online learning and
teaching.

Practice-Based Pedagogy in Our Teacher Education Programs

Our approach to science teacher education is guided by the following principles:

e Teaching is a complex craft that can be learned and developed over time.

e Teaching is learned best through practice and connecting that practice to theory.

e Part of learning to teach is reflecting on and critiquing your own practice based on evidence of
student learning.

We elaborate on these principles here, since we wish to consider the complexities of retaining these core

principles as we have changed our course offerings to online environments.

We try to convey through our courses that good teaching is learned over time and with practice. A core
feature of our courses thus focuses on building in opportunities to practice teaching in a setting of reduced
complexity, within a community of professionals and learners (Grossman et al., 2009). These teaching
opportunities are “approximations of teaching” (Grossman et al., 2009), as they provide scaffolded
opportunities to learn and try out practices known to elicit students’ thinking and make student-
responsive instructional decisions. To introduce novice teachers to AST, as teacher educators we first
demonstrate core instructional practices and student responsiveness through the enactment of an
instructional activity in which novice teachers act as students. Throughout the teaching demonstration,
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the teacher educator pauses to explicitly define a practice (e.g., eliciting students” prior knowledge, or
representing student thinking), points to decisions made in the moment (e.g., how student thinking is
being responded to), and reflects on evidence of student learning. The teacher educator also talks through
responses to student thinking, or pedagogical dilemmas (e.g., what to do with a student’s idea that doesn’t
“fit” with the instructional goals) to demonstrate how to make instructional decisions that authentically
respond to students” ways of thinking (Kavanagh et al., 2020).

We then construct situations where the novice teachers plan and rehearse their own instructional activity
in a classroom of their peers. We regard these rehearsals as approximations of practice because they
require novice teachers to plan and teach lessons where they enact practices (such as discourse moves
to elicit student thinking), but the setting involves considerably fewer distractions and complications than
a real classroom. The goal of the rehearsal is not just to rehearse practices—it is also to learn how to
notice and respond to students’ thinking (e.g., Lampert et al., 2013), and to make instructional decisions
in response to dilemmas that arise in teaching (Kavanagh et al., 2020) in the moment. The role of the
teacher educator in a rehearsal can be to interject if the novice teacher veers off course, to remind them
of their instructional goals, to help them to deconstruct a practice, or to understand how to respond to
students’ thinking in authentic ways. Novices are not evaluated on their teaching practice. Rather, we
emphasize that the opportunity to engage in approximations of teaching is entirely a learning process,
and provides material for reflection, both individually, as co-teachers, and within their community of
learning. We provide many opportunities for novice co-teachers to receive feedback on their teaching
from the teacher educator and from the peers in their class, and their rehearsals are video recorded so
they may engage in structured reflections of their own practice.

The move to online learning raised concerns for us about how we would model and rehearse practices
that elicit student thinking, but moreover, how we would build in opportunities for novice teachers to
learn and practice activities where students are participants in developing understanding, rather than
recipients of knowledge (Moje, 2015). In what follows, we describe the settings in which our courses
took place, and then we detail two practices (demonstrating and rehearsing instruction) and
the modifications we needed to make to enable a student responsive environment. We discuss the
affordances and limitations the online environment provides for this form of teacher education.

Context

In this paper, we offer perspectives of online and hybrid instruction from one single secondary science
teaching course, co-taught by Allison and Emily, the first and second authors. We work in collaboration
with Dawn, the third author, who teaches elementary and secondary science methods courses at a
different institution. Here we offer perspectives that come from collaborative instruction: Allison and
Emily’s co-instruction of the course, but also the co-design of the course in collaboration with Dawn,
with whom we consulted regularly as we all worked to pivot our courses online. As none of us had ever
taught online courses prior to this pandemic-related shift, we frequently shared strategies and concerns
as we planned and taught our courses in the summer leading up to the fall term, and during the fall term.
We collaboratively analyzed the affordances and constraints of our course adaptations, but to streamline
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our discussion here, we describe the most salient changes from one course only. While we situate our
discussion in one course as an example, our concerns and reflections emerge from our collective

planning and conversations across both courses and institutions.

Our secondary teacher certification program is offered at both the Bachelor of Education (BEd) level and
the Masters of Teaching and Learning (MATL) level. Both programs have small secondary science
teaching cohorts of approximately 9-15 students. The course we discuss in this paper is offered to the
MATL science teaching cohort, a group of 10 novice teachers who have not yet completed a field
experience in schools and who have varied practical experiences teaching in context. Some of the
novices in this course are currently working as uncertified secondary science teachers, while others have
not entered into a secondary science classroom since completing their own secondary education. All of
them have at least bachelor-level science degrees already. None of the novices in this group had any
exposure to AST methods, MBI, or even the QEP-based learning and evaluation situations. The classes
we describe here are those where we specifically demonstrate ambitious instruction (week 4) and the
rehearsals done by the novices (weeks 10-12). All lessons were synchronous, and took place via Zoom,
an online meeting tool which is integrated into our university’s learning management software. We also
recorded all lessons on Zoom, so that we could reflect on them after the course, and for any novices who
were unable to attend synchronous classes.

Demonstrating Teaching Practices

In our programs, we typically introduce novice teachers to AST practices by demonstrating them via an
instructional activity, and at the same time we “pause” instruction to deconstruct and analyze practice
(e.g., Jao et al., 2018; Lampert et al., 2013). In this course, we elected to offer this practice in a hybrid
fashion, demonstrating instruction in person for only a few novice teachers (four) and offering
synchronous online and recorded instruction to the remainder of the class. Thus, we had a video camera
and a microphone/speaker set up in the classroom to project instruction and classroom discussions
online, and to involve those at home in the discussion by projecting their online presence onto a screen
in the classroom so students in class and at home could have discussions while observing the
demonstration of practice. Research has demonstrated that actually drawing out visual representations is
critical for enabling model-based reasoning (e.g., Quillin & Thomas, 2015; Stieff & DeSutter, 2021).
Therefore, as we wished to retain this collaborative practice, we used an online whiteboard
(Google Jamboard) for modeling, where novices were asked to talk about their important science ideas
and collaboratively sketch them using the drawing tools on Google Jamboard.

Hybrid Instruction

Hybrid instruction requiring access to laboratory equipment proved challenging. To maintain social
distancing and hygiene practices, each student had to work independently and have their own sets of
equipment. This meant precisely planning out activities, including all movements within the classroom.
No experiments could be conducted for which the instructors had not anticipated the needed supplies,
and no tests that involved novices having to congregate around a workstation. The instructor also had a
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set of equipment, on which the video camera was directed for the novices observing the class from home.
Novices at home were provided in advance with an equipment list of materials commonly found at home
if they wanted to follow along, however none of them did. As we were demonstrating a phenomenon
and testing out variables, novices working from home were able to make suggestions to the instructor for
variables to test, while those novices in the classroom were able to test their own ideas. We collectively
recorded data on a Google Jamboard, so that novices in class and at home could participate in data
collection. Any videos or slides that were used to supplement the lesson needed to be provided to novices
ahead of time for those joining at home.

Collaborative Tools

Online whiteboard tools like the Jamboard provide opportunities for students to contribute to consensus
modeling in real time. As all novice teachers were logged into the Jamboard (both at home and in class),
they could all contribute their claims and evidence to the model as we talked through our understandings
of the phenomenon. An example is provided in Figure 1. This was a “consensus model” for the puzzling
phenomenon, “What caused the tank car to implode?” In this consensus model, we could agree on the
parameters of the diagram (e.g., before, during, and after), and one novice was assigned to draw. Other
novices could type in observations and hypotheses as they became relevant and add sticky notes with
questions as they arose.

Fig. 1: Consensus modeling online. Teacher educator and novices can collaboratively contribute to collection of evidence,

question posing, and representing student thinking.

As the class was hybrid, we also made use of physical whiteboards in the classroom, to represent and
keep a record of student thinking (e.g., Jao et al., 2018). On the classroom whiteboards, we recorded
observations and novices’ initial explanations or hypotheses related to the phenomenon. This practice
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was useful for the novices who were present in class, but it was challenging to see for those at home.
We addressed this by taking photographs of the whiteboards, and uploading them to the Jamboard,
so that novices online could also have a record of student thinking (see Fig. 2).

Fig. 2: A whiteboard within a whiteboard. Integrating in-class whiteboards into online whiteboards to represent student

thinking.

Reflections on Hybrid Instruction

There were many moving parts to the lesson. We juggled demonstration with equipment, in-person
novices testing with their own laboratory set-up, novices at home recommending tests, collective data
collection, small- and whole-group discussions. The teacher educator was constantly moving between
in-person conversations with novice teachers and online conversations, and thus it was challenging to
address our primary instructional goal of facilitating “student talk” in this context. As we watched the
recording of this class, we noticed that the teacher educator spent the majority of the time talking.
The teacher educator used a lot of wait time, which sometimes generated responses from students online,
but the majority of interjections from novice teachers happened from those who were present in the
classroom. Comments from novices online only came when the teacher educator specifically addressed
them. Those in the room who were constantly in the view of the teacher educator tended to contribute
to classroom discussion more spontaneously. Hybrid practice thus raised questions about how attentive
the instructor was to all students, as the in-person students gained more attention from the instructor,
and conversation was more fluid in the classroom context than in the virtual context. Additionally, this
activity is meant to demonstrate teaching in an environment of reduced complexity (Grossman et al.,
2009). The hybrid format described here created a number of complexities that may have detracted from
the goals of the activity: to demonstrate discourse practices that elicit student thinking, and to model
opportunities to make instructional decisions based on students’ ideas. Further, by the point in the
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semester when novices were ready to conduct their own rehearsals, tighter COVID-related restrictions
limited in-person teaching, so their rehearsals happened entirely online. We describe these next.

Rehearsals as Approximations of Teaching: Adaptations for Online Practice

The lesson rehearsal is the main approximation task of the course, which requires novice teachers to
engage in practices that elicit and respond to student thinking about science phenomena. Planning for
the rehearsal requires selecting a puzzling phenomenon that illustrates a big idea of science
(Harlen, 2010), and that requires students to spend time modeling and discussing to develop consensus
explanations. In the online rehearsals, novices had to select phenomena that they could easily show on
camera, or a video that could convey the phenomenon. A typical rehearsal is already constrained by
time (usually 30 minutes) and thus anchoring activities need to be “doable” within that time frame.
This short timeframe is one of the ways the rehearsal approximates teaching. However, the online setting
poses additional pedagogical hurdles.

Representing Student Thinking

Typically for in-person rehearsals, novices make use of whiteboards and document projectors in the
classroom, as well as the projector for any slides they may wish to show. Whiteboards are used to keep
a record of student thinking, such as observations, prior experiences, and initial hypotheses. Document
cameras can be used to project small group paper and pencil-drawn models to the whole class,
as students share initial ideas and begin co-constructing understanding. In the online environment,
novices are limited to using online tools. This requires additional planning and rethinking about how
they wish to represent student thinking. There are numerous tools available for novices to use to represent
student thinking: online whiteboards like the whiteboard featured in Zoom allows for drawing, while
Google’s Jamboard provides possibilities for students to draw or to post sticky notes. More elaborate
whiteboards, like Limnu or Mural, provide more possibilities for organizing students into groups, and to
thematically organize student thinking. The sheer number of possible online tools meant that novice
teachers needed to think carefully about their instructional goals in order to choose an online tool for
instruction. They needed to know exactly how they wished to represent students’ thinking, and what they
wished for students to be able to do in their own whiteboard spaces. We see this requirement for
backwards design as an affordance to conducting rehearsals online, as it means that novices needed to
be very clear about what their instructional goals were for each portion of the lesson, and to ensure that
the tools they selected would help them to meet these goals.

Practicing Routines of Interaction

In the rehearsal, novices are expected to practice routines of interaction (e.g., Lampert & Graziani, 2009)
that require them to enact specific discourse moves, for example eliciting student thinking using probing
questions, or pressing students for deeper explanation based on the data they have generated.
These routines also require novices to exercise professional judgment, for example, to diagnose
misunderstandings, or to learn when it is appropriate to revoice students’ ideas to more clearly

118 | LEARNing Landscapes | Spring 2021, Vol. 14 No. 1



Teaching Novice Science Teachers Online: Considerations for Practice-Based Pedagogy

communicate their intent. In this way, we encourage novice teachers to not only try out new discourse
strategies or productive questioning, but also attend to developing the skill of responsiveness. Novices
plan for these interactions by anticipating what questions they might ask students and what responses
students might give. They have “back pocket questions” on hand to stimulate discussion and to respond
to student thinking, as appropriate. In the online space, we found that novices were able to give additional
time to these interactions, as the focus of their instruction was very much on interactions and not,
for example, optimizing a demonstration or tinkering with equipment.

The role of the teacher educator during the rehearsal is to focus attention not just on the core practices
the novices are engaged in, but also how they practice responsiveness to students” ideas by occasionally
interjecting to point out opportunities to respond to students, or to remind novices of their instructional
goals. Rehearsals in person take place as a free flow of teaching and interjection by the teacher educator,
as well as feedback from other novice teachers in the class. Often these discussions can happen
mid-rehearsal; for example, in response to a student’s question we might pause the rehearsal and discuss
what to do next or reflect back on the novice’s instructional goals. A limitation of online instruction is
that conversation is often stilted as overlapping talk is incomprehensible, video or audio feeds often
freeze, and participants are often muted to avoid excess noise. This posed a challenge for us as teacher
educators and caused us to reevaluate our roles in the approximation of practice. This meant that we
refrained from interjecting during the rehearsal, and rather kept notes to share with the novice teachers
and students at the end. This likely contributed to some “Zoom fatigue,” as we noticed that contributions
from fellow novices were limited towards the end of the rehearsals.

As we were using Zoom, we asked the co-instructors to take a smaller group of students into breakout
rooms to engage them in modeling, and to orchestrate small group discussions. The teacher educator in
this case remained in the “main room,” rather than jumping back and forth to breakout rooms.
This provided opportunities for novices to try out discourse practices on an even smaller scale, and
without the looming presence of the teacher educator, but meant that we could only provide feedback
after we had watched the novices’ recordings of their breakout rooms. However, seeing that the teacher
educator could not provide feedback to the novice teacher, we found that those novices acting as
students often provided their own feedback to the instructors in the breakout room. This was an
unanticipated affordance that stepping back from some aspects of the rehearsals provided. Peers began
to act more like critical friends (e.g., Curry, 2008) and specifically discussed practices that worked or
needed developing in the small group context.

Another affordance of the online environment was that novices often used virtual whiteboards to facilitate
their modeling in small groups, and thus the teacher educator could monitor the modeling process
without interrupting the small group discussion and get a sense of the progression of student thinking
throughout the modeling process. A challenge of doing this modeling in separate breakout rooms was
that when students came back to the whole group, the novices who were co-teaching with a peer needed
to take a short break during the rehearsal to consult about what was discussed in their own small
breakouts.
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Tensions Inherent in Remote Instruction of Teaching Methods

We have discussed details of a science teacher education course involving a new cohort of novice
science teachers, whose teacher education program has been experienced entirely online. They have
been learning about what teaching science should look like in school classrooms; yet ahead of their field
experiences, they have been practicing their teaching entirely online. This is a tension in our
programming, as these novice teachers will not have experienced modeled instruction in person, nor
will they have practiced teaching in person, yet they will be expected to do so on their field experiences.
For example, the novices in this course immediately moved on to participate in their first field experience,
during which they are teaching online every second day. As novices move into their first field placements,
this tension is compounded by the uncertainty created by pandemic-related closures of school buildings
and classroom quarantines, on top of requirements for secondary students to be learning online half the
time. These are exceptional circumstances in which to learn the practice of teaching, especially as many
teachers in secondary schools have had to shift to hybrid forms of instruction. As educators continue to
experience and adapt to changes in instructional formats at every level across elementary, secondary,
and university contexts, novice teachers will similarly experience a shifting mix of practices in their own

learning, in their rehearsals of instruction, and in their field experiences.

Our model for practice-based pedagogy was developed based on in-person instruction, even though
novices are now learning how to do this virtually. Practice-based pedagogy, while helpful for novices in
a teacher education program, is not intended to replicate actual classroom conditions. As discussed,
rehearsals are approximations of teaching, deliberately reduced in complexity to focus on learning and
rehearsing core practices. Class sizes are generally unrealistic, and novices are learning to teach towards
an unrealistic student population. As teacher educators, we have experienced a tension in our creation
of a simplified approximation of teaching for the purpose of rehearsing core practices (see Jao et al.,
2018), but we now add a whole new dimension to this complexity. Virtual instruction with different class
structures, unfamiliar conversation dynamics, and a variety of online tools, has increased the complexity
of how we focus on the important practices of eliciting and responding to student thinking. Implementing
practice-based pedagogy online augmented the perennial tension between flexible, responsive
instruction, and structured, planned lessons. Because of the limitations of fluid conversation while
videoconferencing, novice teachers were not able to engage with each other or with the instructors with
the same level of spontaneity that emerges in face-to-face discussion. On the other hand, students were
able to observe and rehearse structured dialogues and nonverbal discussions (e.g., digital whiteboards);
practices that facilitate more equitable participation among students than verbal discussion alone.

A similar tension exists in the fact that our online science teaching methods courses do not currently
provide resources for novices to learn about online science teaching practices. In our move to online
instruction, we sought to maintain the overall objective of AST for student engagement with big ideas in
science, despite the necessary shift in focus from in-person activities (e.g., hands-on activities or
demonstrations) to online activities (e.g., videos, simulations, and message board discussions). This shift
in mode of instruction revealed new possibilities for novice teachers to demonstrate responsiveness and

flexibility, even while they were planning increasingly structured instructional activities. Despite having
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little exposure to online teaching practices, we observed that novices exercised creativity in planning
and meaningfully incorporating online resources. In preparing their lessons, novice teachers critically
examined educational videos from a range of sources (e.g., online games, simulations, public
broadcasting, TikTok) for ways that they might elicit student thinking and provide evidence to engage
student modelling.

Future Considerations

In reflecting on our experiences pivoting our science teaching methods courses online, we offer some
considerations for future implementations of online practice-based pedagogy. One consideration for
future teaching is the role of the interactive functions of videoconference platforms (e.g., chat boxes,
polls, reactions) in lesson planning and instructional practice. We noticed that students were less likely
to speak during online instruction, but often felt very comfortable using the chat function.
One modification for future online approximations of teaching might be to incorporate the use of the
chat to elicit and respond to student thinking. If instruction is happening in co-teaching pairs, novices
could divide out the labour of facilitating the chat and leading the discussion. This could allow for
spontaneity where it is otherwise limited in whole group discussions, as well as create spaces for
participation by students not participating in verbal conversation.

We also note that while there are specifics to teaching science, novice teachers do not take science
methods courses in isolation, and many core practices apply across disciplinary areas. There are
opportunities to coordinate and collaborate across disciplinary, cross-curricular, and seminar/capstone
courses in ways that may address some of the limitations identified above. For example, at Dawn’s
institution, novice teachers (both elementary and secondary) practiced synchronous teaching in their
science methods course, while working to use similar core practices in the development of an
asynchronous LES in their capstone courses. This practice was facilitated by the two courses being taught
by the same instructor at the elementary level, and close collaboration with the capstone instructor at the
secondary level; a situation we acknowledge does not always exist. As with synchronous instruction, the
asynchronous planning and teaching requires significant consideration of what combination of platforms
and apps better support the kind of responsiveness that is key to AST.

In conclusion, the principles and practices of AST and MBI are important to both in-person and online
learning. However, teaching these practices in new virtual settings is not a simple matter of translating
them to the online world. Reflecting on the core principles of our courses has challenged us to consider
whether and how we have continued to teach in ways that foreground those principles, and indeed,
whether they still hold true for virtual teaching environments. This process has required us to make the
adaptations we discussed above, but has also afforded us the opportunities to rethink and reflect on our
core practices in consideration of the shifting learning contexts of our students. We hope that the details
of our first forays into online science teaching methods will invite others to reflect with us on practices
of pedagogy as educators continue to face the ongoing challenges of hybrid, online, and in-person
instruction alongside novice teachers, in the new virtual landscape of instruction.

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 121



Allison J. Gonsalves, Emily Diane Sprowls, and Dawn Wiseman

References

Curry, M. (2008). Critical friends groups: The possibilities and limitations embedded in teacher
professional communities aimed at instructional improvement and school reform. Teachers College
Record, 110(4), 733-774.

Grossman, P., Hammerness, K., & McDonald, M. (2009). Redefining teaching, re-imagining teacher
education. Teachers and Teaching: Theory and Practice, 15(2), 273-289.

Harlen, W. (Ed.). (2010). Principles and big ideas of science education. Association for Science
Education.

Jao, L., Wiseman, D., Kobiela, M., Gonsalves, A., & Savard, A. (2018). Practice-based pedagogy in
mathematics and science teaching methods: Challenges and adaptations in context. Canadian Journal
of Science, Mathematics and Technology Education, 18(2), 177-186. https://doi.org/10.1007/s42330-
018-0009-0

Kavanagh, S. S., Metz, M., Hauser, M., Fogo, B., Taylor, M. W., & Carlson, J. (2020). Practicing
responsiveness: Using approximations of teaching to develop teachers’ responsiveness to students’
ideas. Journal of Teacher Education, 71(1), 94-107.

Lampert, M., Franke, M. L., Kazemi, E., Ghousseini, H., Turrou, A. C., Beasley, H., Cunard, A., &
Crowe, K. (2013). Keeping it complex: Using rehearsals to support novice teacher learning of ambitious
teaching. Journal of Teacher Education, 64(3), 226-243. https://doi.org/10.1177/0022487112473837

Lampert, M., & Graziani, F. (2009). Instructional activities as a tool for teachers” and teacher educators’
learning. The Elementary School Journal, 109(5), 491-509.

McDonald, M., Kazemi, E., & Kavanagh, S. S. (2013). Core practices and pedagogies of teacher
education: A call for a common language and collective activity. Journal of Teacher Education, 64(5),
378-386.

Ministére de I’Education (MELS). (2006). Evaluation of learning at the secondary level.
https://bit.ly/39LpsTU

Moje, E. B. (2015). Doing and teaching disciplinary literacy with adolescent learners: A social and
cultural enterprise. Harvard Educational Review, 85(2), 254-278.

Quillin, K., & Thomas, S. (2015). Drawing-to-learn: A framework for using drawings to promote model-
based reasoning in biology. CBE—Life Sciences Education, 14(1), es2.

Stieff, M., & DeSutter, D. (2021). Sketching, not representational competence, predicts improved
science learning. Journal of Research in Science Teaching, 58(1), 128-156.

UNESCO. (2020). What have we learnt? Overview of findings from a survey of ministries of education
on national responses to COVID-19. https://unesdoc.unesco.org/ark:/48223/pf0000374702

Windschitl, M., & Thompson, J. (2013). The modeling toolkit: Making student thinking visible with
public representations. The Science Teacher, 80(6), 63—69.

Windschitl, M., Thompson, J., & Braaten, M. (2008). Beyond the scientific method: Model-based
inquiry as a new paradigm of preference for school science investigations. Science Education, 92(5),
941-967.

122 | LEARNing Landscapes | Spring 2021, Vol. 14 No. 1



Teaching Novice Science Teachers Online: Considerations for Practice-Based Pedagogy

Windschitl, M., Thompson, ., & Braaten, M. (2018). Ambitious science teaching. Harvard Education Press.

Windschitl, M., Thompson, J., Braaten, M., & Stroupe, D. (2012). Proposing a core set of instructional
practices and tools for teachers of science. Science Education, 96(5), 878-903.

she has engaged in

Allison J. Gonsalves is an Assistant Professor in the Department of Integrated Studies
in Education at McGill University. Her research interests are in the area of science
identities with a focus on gender and equity in higher education and out of school
science learning contexts. Dr. Gonsalves has taught elementary and secondary
science teaching methods courses at McGill University for over ten years and has
used practice-based pedagogies in her classes since 2014. 2020 was the first time

any form of online instruction.

Emily Diane Sprowls is a PhD student in the Department of Integrated Studies in
Education at McGill University. She is interested in collaborative learning among
students, teachers and scientists in the contexts of science outreach
and environmental/sustainability education. Prior to her doctoral studies, Emily
enjoyed learning and exploring science with young people as a secondary school teacher
for 15 years. Alongside her classroom teaching, she has mentored pre-service teachers

in their practica, and coached in-service teachers on pedagogical practices in her role as a Critical Friends

Group facilitator. The 2020 year was the first time she ever taught online.

Dawn Wiseman is an Associate Professor in the School of Education at Bishop’s
University. Her research focuses on the manner in which Indigenous and Western
ways of knowing, being, and doing might circulate together in STEM/STEAM teaching
and learning (kindergarten through post-secondary education) and student-directed
inquiry. Dr. Wiseman teaches courses in elementary and secondary science
methods, research methods, and interdisciplinary teaching and learning. She has

used practice-based pedagogies in her classes since 2015, and 2020 was the first time she has engaged

in any form of online instruction.

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 123






Sensory Arts-Based Storytelling as Critical Reflection:
Tales From an Online Graduate Social Work Classroom

Alison Grittner and The Social Justice Learning Collaborative

Abstract

Drawing upon Heron and Reason’s (1997) participatory inquiry paradigm and extended epistemology,
this article explores how six Master of Social Work (MSW) students engaged in sensory arts-based critical
reflection concerning their social location, identities, social justice, and social policy. We share our
process for creating sensory arts-based stories, the stories themselves, and pedagogical reflections.
We elucidate how sensory arts-based storytelling allows learners to draw upon their strengths, unique
perspectives, and experiences in the world, generating transformative understandings of social justice.
Sensory arts-based storytelling holds potential as an interdisciplinary mode of critical reflection,
generating inclusive learning environments oriented towards social change.

In this article, we explore how six Master of Social Work (MSW) Students in an online learning
environment engaged in sensory arts-based critical reflection concerning their social location, identities,
social justice, and social policy. We share the assignment process, sensory stories, and our reflections on
the assignment compared to traditional written forms of critical reflection. Ultimately, we demonstrate
how critical reflection pursued through sensory art develops complex understandings of personal identity
and social justice in both its creators and audiences. Sensory arts-based storytelling offers a potent
interdisciplinary means of cultivating empathetic understandings of power, privilege, and justice,
as learners and educators collaborate to disrupt the growing global inequity.

We begin by exploring critical reflection in social work, highlighting this disciplinary practice and its
potential for interdisciplinary adoption. We then explore sensory arts-based modalities and situate their
potential within critical reflection practice. We follow this with sharing six multimedia arts-based stories
created by the MSW students on their identity, social justice, and social policy. Finally, we finish by
discussing potentials for integrating these types of assignments into learning environments across
disciplines, as well as possibilities for social work practice.

Our Location

We possess multidimensional identities and lived experiences as a learning community. Educated as a
historian, visual artist, and architect, Alison led the class and is currently a PhD candidate and social
work instructor. She has engaged in arts and community-based research for over a decade, with her
current research focusing on engaging communities in participatory and sensory arts-based modalities to
understand and cultivate social justice (Grittner, 2019; Grittner & Burns, 2020). Alyssa, Janelle, Jena,
Jeremy, Sarah, and Veronica came to their MSW program possessing varied backgrounds in Law,

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 125



Alison Grittner and The Social Justice Learning Collaborative

Criminal Justice, Sociology, Physical Education, and Development Studies. No one had previous
postsecondary experience in Fine Arts. We came together as a group in their first semester of a two-year
foundational MSW program, open to learners without a prior academic social work background,
although admission to the program requires extensive experience in the human services. We offer our
sensory and arts-based stories as an avenue of possibility for deep critical reflection, connecting identity
and embodied experience with social justice.

Extended Epistemology Theory

We locate sensory arts-based storytelling within Heron and Reason’s (1997) participatory inquiry
paradigm and extended epistemology, which proposes that, “experiential encounter with the presence
of the world is the ground of our being and knowing” (p. 276). Within this perspective our social positions
and lived experience create our worldview. Heron and Reason suggest that an individual “articulates a
world” (p. 280) via four interwoven means: experiential, presentational, propositional, and practical
knowing. Experiential knowledge is created through direct encounter with a feeling, an imaginative
vision, or a specific person, place, or artefact. Experiential knowing generates presentational knowledge,
conceived of as multimodal art that symbolizes a person’s “felt attunement” (p. 281) with their world and
experiences. Propositional knowledge describes and conceptualizes our experiential knowing through
theory, language, and text and can also be embodied, reflected, and cultivated through presentational
knowing. Practical knowing amalgamates and generates action from experiential, presentational,

and propositional knowledge, and is a political act “in practical service to people’s lives” (p. 288).

Understanding that knowing emerges from these four different but iterative and interconnected
modalities, we explore how experiential (sensory) and presentational (arts) knowing offer a revelatory
critical reflection process that moves beyond the academy’s widespread rootedness in propositional
knowing. This expansion is a place of struggle and tension across academia, which “often disadvantages,
marginalizes, or excludes knowledges from other places and perspectives” (Massaquoi, 2017, p. 295).
We position sensory arts-based storytelling as one strategy for broadening knowledge creation to include
experiential and presentational ways of knowing, asserting that experience and creativity are bases of
knowledge. This expansion recognizes multiplicity and difference within classrooms by offering multiple
approaches for learners to explore their diverse strengths, experiences, and ways of knowing.

Social Work and Critical Reflection

The critical use of self, positionality, and reflection within research, theory, and practice are foundational
to social work (Brookfield, 2009; Heron, 2005). Critical reflection begins by understanding that all
knowledge and action is political. Reflection unravels how our identities, beliefs, and experiences
influence our understanding and behaviour in the world. Heron and Reason (1997) term this,
“critical subjectivity,” whereby persons strive to define and understand “the ground of all [their]
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knowing” (p. 282). This begins with all social work students exploring their social location, relationship
with knowledge, motivations for practice, and connection with the world.

Critical subjectivity is embedded in critical reflection, which Brookfield (2016) defines as:
“the uncovering of power and hegemony... [demonstrating] how ideological manipulation forces us to
behave in ways that seem to make sense, but that actually keep us powerless” (p. 1). Together, critical
subjectivity and critical reflection prompt social workers to critically interrogate our own beliefs and
assumptions concerning our identities, social locations, and cultural context as a key first step towards
pursuing social justice. A core component of competent social work practice, and thus social work
pedagogy, is understanding our own social positions and how we experience intersections of oppression
and privilege (Morley et al., 2017). Critical practitioners continually analyze power differentials, asking
how beliefs, assumptions, social location, and embodied experiences affect our reflexive relationship
with the world (Etherington, 2007).

While critical reflection is a core disciplinary practice of social work, it is also a focus of critical
pedagogy, which posits that educational processes can advance social justice. Education is conceived of
as a praxis involving theory, action, and reflection with the overall goal of liberation (Breuing, 2011).
Consciousness raising is central to critical pedagogy, in which learners explore the existence and role of
oppression, socio-structural power, and strategies for social transformation (Weiler, 2001).

We propose that sensory arts-based storytelling is a critical reflection modality that can be used across
disciplines interested in generating inclusive and critical learning environments. The importance of this
as a cross-disciplinary practice is highlighted in the ever-widening gaps in global inequity, sharply
illuminated during the present COVID-19 global pandemic, the Black Lives Matter and MeToo
movements, and Canada’s ongoing violence against Indigenous persons. Understanding hierarchies of
difference and countering processes of oppression become more important every day. We believe that
sensory arts-based storytelling is one means of answering Guattari’s (2005) call to action of “[warding]
off, by every means possible, the entropic rise of a dominant subjectivity,” and embracing “new social
and aesthetic practices, new practices of the Self in relation to the other, to the foreign, the strange”
(p. 68) as a strategy of resistance against dominant modes of knowledge creation and power.

Sensory Arts-Based Storytelling

Sensory arts-based storytelling uses arts-based (drawing, photography, music, movement, performance,
new media) creations to understand, explore, and share multidimensional stories of being in the world.
Sensory storytelling challenges traditional Eurocentric approaches to knowledge that privilege the ocular,
words, and text, by emphasizing “dynamic interactions among sounds, tastes, odors, touches, senses of
place and of belonging and exclusion” (Culhane, 2016, p. 11).

Sensory practice views the division of the senses as a Western construct (Pink, 2011; Howes, 2019).
Instead, all senses are understood to be part of the sensorium, which highlights the shifting boundaries
and different combinations of the senses across cultures and groups (Howes, 2019). Sensing involves
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whole body perception; aural and visual stories evoke different aspects of the senses within a holistic
multisensory system, emplacing audiences in the sensory story (Pink, 2015). Individuals are understood
to be sensing subjects situated within specific cultural and environmental contexts (Howes, 2019).
Scholarship is increasingly demonstrating the sensory nature of our life-worlds and identities (Culhane,
2016), and sensory storytelling is a growing tool to share embodied experiences of the world,
understanding that, “culture does not reside only in objects in representations, but also in the bodily
processes of perception” (Csordas, 1999, p. 146).

Pink (2015) observes that sensory creations facilitate an embodied and active role for their makers and
audiences, offering contemplative and reflexive processes for empowered learning. Creative sensory
modalities allow learners to consider and reflect their knowledge and experiences in the world in a
manner more closely aligned with how we experience life: embodied and sensorially immersed
(Pink, 2015). As sensory practices are also related to power—Howes (2016) writes that “sensory critique
is the beginning of social critique” (n.p.) as the senses are intermixed with experiences of classism,
ideology, and inequitable distribution of resources and opportunity—attending to the senses is one
avenue for explicating social justice.

One means of uncovering and exploring sensory experiences is through arts-based methods: creating
visual, aural, and kinesthetic records is a holistic bodily process involving the entire sensory system.
Sensory arts-based storytelling is a situated practice within arts-based methods that embed critical
reflection in the creation process, generating an artifact that communicates knowledge visually,
symbolically, and imaginatively (Wang et al., 2017). Dissanayake (1988) observes that the arts represent
“embodiment and reinforcement of socially shared significances” (p. 200). Definitions of arts-based
practice recognize it as creating meaning “through multiple senses and medium” (Desyllas, 2014, p.
478), while exploring, understanding, representing, and challenging our lived experiences and views of
the world (Baden & Wimpenny, 2014). To draw and create visually based art involves being rooted in
the environment with concentration, positioning our bodies to sense, translating the surrounding context
through our bodies onto paper and canvas (Taussig, 2011). Drawing, painting, mapping, and collage are
acts of sensory transmission, interpretation, and creation: the body is an intermediary between experience
and record. Creators engage their senses while expressing emotions and cognitive processes during
artmaking (Hass-Cohen, 2008; Mallay, 2002). Creating sensory art-based stories connects embodied
experience to the external world, linking externalities with more abstract dimensions of experience
including emotions, memories, and senses (Cele, 2006). Artmaking provides learners opportunities to
reflect and express their interior emotional world and relational experiences, generating new ways of

seeing themselves and their environments (Capous-Desyllas & Bromfield, 2020).

Arts-based practices explore the substance and relationship between power, dominance, and oppression
(Sinding et al., 2014; Sitter et al., 2016). Leonard and colleagues’ (2018) systematic review of the arts in
social work education found that arts-based approaches effectively fostered connections between micro
and macro practice among learners. Through the arts, students integrated learning of how individual
experiences are connected to socio-structural issues of power. Further, arts-based modalities were
identified as having three benefits: 1) expressing “socially messy, problematic emotions and experiences”
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(p. 12); 2) generating empathy concerning difference; and 3) confronting hegemonic beliefs of the world
(Leonard et al., 2016). Thus, telling stories in artful ways holds a pathway to transformation. As Kovach
(2018) observes: “story is experience held in memory and story is the spark for a transformative possibility
in the moment of its telling” (p. 46).

Creating a sensory arts-based story allows deeper understanding of our own socially contextualized
experience, while witnessing another’s story deepens our empathetic understandings of our shared
world. This process of telling and listening is particularly transformative when the stories involve voices
of marginalized identities challenging dominant narratives: “to counter oppression, stories must be told,
listened to, and acted upon” (Zusman, 2018, p. 80). Sensory arts-based storytelling in the classroom
allows learners to draw upon their strengths, unique perspectives, and experiences in the world to
generate deep critical reflection surrounding social justice, reminding us that we are all political actors
(Alexander-Floyd, 2012).

Educational Context

This sensory arts-based assignment was completed as part of a graduate course titled, “Social Policy and
Social Justice.” At the last minute, this course was delivered online due to the COVID-19 pandemic; the
assignment was designed to provide students space for critical reflection and learning away from their
computer screen. The course took place within the compressed structure of four full-time weeks with
32 enrolled students.

At their end of their first week of class, students created sensory essays that critically reflected on their
relationship to social justice and social policy. Key learning outcomes associated with the assignment
involved: understanding theory in relationship to social justice; demonstrate understanding of the roles
that ideologies, values, and worldviews play in relationship to social justice; demonstrate critical thinking
and reasoning in analyzing complex social situations; and apply critical thinking to identify and address
structural sources of injustice and inequalities. Students were encouraged to use experiential and
presentational knowledge to develop their awareness of identity and embodied experience, then connect
these ways of knowing to social and cultural contexts, spurring critical reflection. As the first assignment
in the course, it created the foundational understanding necessary for learners to analyze social policy
and make recommendations for policy change rooted in social justice and critical reflection. Figure 1 is
the assignment instructions, collaboratively revised by all the authors to enhance future learner
experience. The assignment instructions are deliberately open and fluid, seeking to not limit creativity,
exploration, and learner agency, as well as encouraging heuristic learning. As the instructor, Alison
responded “Yes!” to any learner proposed variations, ideas, or formats.
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Fig. 1: Sensory arts-based essay assignment instructions

We are excited to share five sensory arts-based stories created by Alyssa, Janelle, Jena, Jeremy, Sarah,
and Veronica. Each story weaves together visuals, sounds, and narrative in an immersive video format
that embodies critical reflection surrounding their identity, lived experience, social justice, and social
policy. Following each creator’s video is an accompanying textual statement written four months after
completing the course. These statements explore their creative experiences, providing direct experiential
insight concerning how sensory art-based knowing can enhance dominant forms of propositional
knowing within critical reflection processes.
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Adventures in Sensory Art

Alyssa

https://youtu.be/aiKfG48VrOQ

When [ first heard that we were doing an academic assignment formatted as a creative art project,
I was beyond nervous. My previous six years in academia were centered around exams and
essays. | was not sure | even had the ability to create something anymore. However, | quickly
came to realize that not only was | more engaged with this assignment than any previous essay or
exam, but | evaluated the topic and integrated it more fully into my thought process and daily life.
I was able to thoroughly examine my social location, how others perceive me, and the ways in

which my experiences could contribute to positive social action and social justice.
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Janelle

https://youtu.be/XvDrQnglPQA

This sensory essay was very exciting for me, and novel in its combination of creative arts and
school project. It was both humbling and confronting, it provided space for introspection
pertaining specifically to future work. The social climate under the Black Lives Matter
movement with the privilege of education during a pandemic meant that the project was a
timely and welcome form of documentation. Visually recording moments of my life removed
any concessions or distractions from presenting my social location, as the pictures invite the

viewer to see things exactly as | do, with my exact interpretation of those moments.
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Jena

https://youtu.be/EpKAYGSF_FQ

The sensory essay assignment was really unique and different from a traditional assignment, as
I was able to add parts of my identity. Through my assignment | was able to be creative and
explore aspects of my culture that | cannot type into a Word document. The visual and artistic
aspect forced me to think about my South Asian heritage differently, and how | wanted to
demonstrate my social location to my class, visually. | have never been challenged in academia
this way and it was a therapeutic activity that made me feel that my identity as a child of

immigrants is valued in my educational experience.
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Jeremy

https://youtu.be/-pNqVp5XLao

When | first read the “Sensory Essay” requirements | was filled with anxiety for not having done
one before, but then filled with embarrassment and fear. This embarrassment and fear stemmed
from the details of the assignment that involved exploring my social location, applying concepts
of social justice and social policy in connection to my personal identity. | immediately thought
of my home growing up, and reasons why we had to leave. | began to think: what would

my Professor, my cohort, and my family think of the pictures? | was conflicted, thinking of my
social location and my willingness to share it. The more I thought about my social location,

the more | realized that it was an Indigenous social justice issue that just didn’t affect me,

but Indigenous people across Canada, resulting from oppressive policies like the Indian Act.

My Indigenous social location, along with many Indigenous people in Canada, includes racism,
discrimination, oppression, and hegemony. | realize now that the conflict | had in my
willingness to share my social location stemmed from my internalized racism. | look at the
picture of my home and remember the times as a kid spent watching 500 Nations, along with
having many conversations with my father and mother, watching movies and documentaries
that all helped me gain an understanding of my culture and gain a sense of pride in who | was.
Becoming more reflective throughout my studies in the Calgary MSW program, | am becoming
more aware of the importance and the need to tell my story as an Indigenous person.

The sensory essay allowed me to do so.
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Sarah

https://youtu.be/dR7RPhfjP7k

I had never done a sensory essay before, but with all the online learning, it was a welcome
opportunity to unplug. The challenge was starting. | spent a day exploring different ideas and
felt like I was getting nowhere. Finally, I just had to start. | had some rough ideas and decided

I would start by drawing me: a generic sort of image that would also represent all women. | did
not know what would unfold as | began, but | knew to trust the process and give in to the flow.
I immediately struggled, for one or two hours even, on drawing a female body that felt ‘right.”

I was forced to reckon in a new way with how political our bodies are. | was frustrated and
angry with the process that had barely begun, saying to myself: “I can’t even draw a woman’s
body! What does that say about being a woman in this world?” I think this offered the entry

point and allowed me to get lost in the process and [ started to go with whatever came up.

What became apparent to me through doing this sensory essay, is of the multitude of
dimensions or layers to learning, one of them seems to be time. When I think of the time it takes

to truly integrate social justice learnings so that it becomes not just intellectual knowledge but

LEARNing Landscapes | Spring 2021, Vol. 14 No. 1 | 135



Alison Grittner and The Social Justice Learning Collaborative

felt and lived understanding, it seems like a lifelong project. After just a weekend of working on
this project, | felt different. This sensory story helped me to integrate course content, but more
importantly, it helped me become a better human. That piece will forever be a part of me and

it’s much more impactful to look at on my wall than any paper.

Veronica

https://youtu.be/6QEjwPEF5NE

When I heard about having a “sensory project” | had mixed emotions. | was nervous and excited
at the same time. During the activity, | became aware of my social location. I am originally from
Mexico. | am part of a multicultural family and | was not mindful of the privileges | received and
challenges I faced. In Mexico, | was not fully aware of the injustices that we were/are still
experiencing due to colonialism and a patriarchal society. Sometimes in a world with oppression,
it is easier not to look at the unfairness, the injustices. Through this assignment | saw my life like

different pieces of a puzzle that led me to social work and social justice advocacy.

Alison

As a social work educator, | read hundreds of traditional text-based critical reflections every
year. Comparatively, the sensory and arts-based stories from this class embodied far greater
complexity and depth of critical thinking, particularly concerning social location and identity.
My affective viewing experience lingered: watching the stories sensorily emplaced me, allowing

me to “empathetically imagine” (Pink, 2011, p. 9) the learners” experiences.
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Months after the course finished, | kept revisiting these pieces of art, my own life transformed,
and perspective expanded through these stories. | returned to Alyssa’s position of the space in
between as the ongoing pandemic emphasized ableist discourse surrounding comorbidities and
age. Janelle’s story of confronting racism while holding educational and class privilege echoed
within me while | marched in Black Lives Matters demonstrations. Jena’s experiences of the
colonial gaze returned each time | ordered chai in a café, prompting me to examine my
complicity in corporate and cultural colonization. Camping and hiking in the Alberta prairies

I recalled Jeremy and his family’s disrupted connection to land and ruminated on my power
and position within settler-colonialism. Sarah’s expressive painting performance returned to
remind me of the complexity of gendered experiences in patriarchal waters as I listened to
friends” struggles with childcare and the COVID-19 “she-cession.” The very personal
connections Veronica drew to Mexican foreign temporary workers resurfaced as | became
increasingly aware of Canada’s exploitation of foreign labour and the ideological underpinnings
within Canadian politics that allows this practice. | considered revolution. Learning with Alyssa,
Janelle, Jena, Jeremy, Sarah, and Veronica through sensory arts-based storytelling was a
powerful experience of Freire’s (1970) process of “conscientization”: my everyday awareness
of differences of power and privilege increased, as did my commitment to social justice

advocacy and education.

Discussion

Sensory Arts-Based Storytelling in the Classroom

Opportunities abound for sensory arts-based storytelling as a form of critical reflection in the classroom.
This creative medium allows learners to incorporate additional modalities within their stories, including
performance art (e.g., dance, music, or theatre) (Hamera et al., 2011) or soundscapes, which record
ambient noises of places and experiences (Droumeva, 2015). The growing ubiquity of smartphone
technology for audiovisual recording, as well as access to editing software, broadens opportunities to
incorporate these approaches within online environments. Increasing digitalization of our world is
improving academia’s potential to engage in socially relevant and popular means of communication and
dissemination (El Demellawy et al., 2017). When designing the assignment, Alison was concerned that
learners might spend excessive time struggling with technology as they composed their pieces. However,
as a group, they produced much more nuanced and complex compositions than the assignment required:
unprompted, most students chose to combine multiple modes of sensory expression and art.

The complex and nuanced level of these pieces of sensory art does not mean that the creative process
did not provoke anxiety. As Alyssa, Janelle, Jeremy, Sarah, and Veronica share, the assignment provoked
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bewilderment. A number of educators who examine the how and why of critical reflection within
pedagogy term this family of experience as a “felt difficulty” (Ixer, 1999, p. 515) or a “disorienting
dilemma” (Brookfield, 2009, p. 295). Brookfield (2009) explains that creating a stark discrepancy
between assumption and encounter—in our example, between traditional expectations of what an
academic assignment involves vs. processes of experiential and presentational knowing—generates
emergent and transformative learning. Through this process “the tacit forms of knowledge that undergird
one's habitual responses emerge as assumptions in need of scrutiny” (Trevelyan et al., 2014, p. 13).
In creating sensory arts-based stories as a mode of critical reflection, learners are forced to move beyond
academic training that emphasizes translating thoughts and experience into academic text, moving
towards Tuhiwai Smith’s (1999) call to decolonize knowledge processes. Wrestling with new sensory
and creative modalities challenges assumptions, beliefs, and knowledge concerning their identities and
relationship to the world, instigating intense and complex critical reflection.

Recognizing and embracing the potential uncertainty of this assignment requires building space to
discuss hesitations, fears, and expectations into the course. From the beginning, Alison emphasized that
the projects would not be graded on artistic representation skills; this was included in the assignment
instructions and repeated in class discussions. To address emergent concerns, we scheduled drop-in time
for learners to discuss their ideas with both Alison and their colleagues. This additional space for
discussion and reassurance that the assignment was about individual process and exploration, as well as
providing a forum to discuss creativity and ideas, was essential. A dedicated time to brainstorm these
forms of assignments is recommended and will be incorporated into future iterations.

Practice Potentials

Sensory arts-based stories” promise is not limited to the classroom. They are also a potential tool for
critical reflection and social change among social work practitioners and clients. For practitioners, the
arts are a means of engaging groups to work towards a collaborative vision (Newton, 2011), a key goal
of community development (Parada et al., 2011). Capous-Desyllas and Morgaine (2018) write that a
merger of arts-based and anti-oppressive practice is one strategy for challenging hierarchies of
domination and generating “creative responses to challenging and changing social contexts” (p. xv) that
mobilize imaginations towards social change. Creative exploration of social change is critical, otherwise
the “future flattens out into uncritical extrapolations from the present” (Knight, 1981, p. 28).
For practitioners, creative explorations both critique the present and offer alternative ways of being,
instigating the possibility of social transformation.

Sensory arts-based storytelling is vulnerable, ambiguous, and messy, just like lived experience; this form
of storytelling is a nuanced medium to deepen understandings of clients’ perspectives. Sensory arts-based
stories transcend the limits of language, communicating aspects of experience and meaning that are
embodied, visceral, and often befuddling. Scholarship shows that arts-based dialogue can improve
understanding of clients’ needs. Malchiodi (2018) used art as an explanatory recovery tool with her care
team after a traumatic brain injury, while art installations were used to educate social service providers
and the general public on the challenges vulnerable individuals experience when attempting to access
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social services in Los Angeles (Reshetnikov et al., 2018). These forms of arts-based storytelling generate
social empathy—defined as the ability to understand others’ experiences and life situations
(Segal, 2011)—among both practitioners and the general public. Segal’s scholarship argues that social
empathy spurs action towards social justice, as countering misinformation and stereotypes dissolves
rationale for inequitable social conditions and catalyzes individuals towards social action. Sensory
arts-based stories are an innovative medium to cultivate relationship-building and perspective-sharing,
foundations of social empathy and social change. This will also assist in ethical practice, which requires
analyzing what perspectives and knowledge are guiding practice decisions by framing social issues and
understanding clients’ experiences (Strom-Gottfried, 2008).

Creating these sensory pieces of art facilitated deep critical reflection and awareness among the learners
of their social location and connection to larger socio-structural issues of power. For Alison, viewing
these pieces was a transformative experience that prompted her to reconsider aspects of her own identity
and expanded her understanding of our shared cultural context. Together, we share these pieces and our
creative learning experience as a prompt towards social transformation, embracing Lorde’s (1984)
teaching that, “the quality of light by which we scrutinize our lives has direct bearing upon the product
which we live, and upon the changes which we hope to bring about though those lives ... carved from
the rock experiences of our daily lives” (pp. 36-37).
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Pedagogy in Theory and Practice

Gunita Gupta

Abstract

Pedagogy can be understood as methods and practices of teaching, and/or a way of being with children.
In this paper, | use critical exposition and narrative to reflect on Max van Manen’s (2012) theory of
pedagogy as a relationship between adults and children. My writing is organized into alternating sections
of exposition (theory) and narrative (practice) to illustrate the interplay between thinking and doing that
typifies pedagogical relationships, and to demonstrate how pedagogy unfolds in the unpredictable,
unexpected, unprecedented, and unique actions each of us perform in the relational events of our being
with children.

Background

From Latin and Greek, in ancient usage, a pedagogue was a slave who took children (boys) to and from
school. Currently, pedagogy is understood as methods and practices of teaching, and/or a way of being
with children. In this paper, | use personal narrative to reflect on Max van Manen’s (1982; 2008; 2012)
theory of pedagogy, which he defines by a relational commitment between adults and children. Using
alternating sections of critical reading and story, | show how pedagogical theory becomes incarnate in
the unpredictable, unexpected, unprecedented, and unique relational events of our being with children.

Pedagogues

In Theory

“The pedagogue,” Max van Manen (1982) writes, “is the adult who shows the child the way into the
world” (p. 285). By this definition, as a parent | am a pedagogue to my own children. But, | am also a
teacher: an adult to whom a roomful of other peoples’ children look for guidance almost every day at
8:05 a.m. The origin of “teacher,” as one who teaches, comes from an Old English word which means
to show or instruct and can be conjured in the image of a person standing at the front of a room full of
children, hanging map pulled down, using a long stick to point out, “You are here.” | am sure you can

imagine this scene.

The pedagogue is one who leads; the teacher is one who shows. Or, better yet, the teacher is a pedagogue
who leads and shows the children in her care where they are, as they go. The crucial differences between
the two positions being attention and intention: a heeding and a leading with purpose and care. But not
simply leading them—taking them by the hand and pulling them along—but, walking with them,
stopping here and there to point, to notice.
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I am a pedagogue: a teacher. | lead my students and they follow me—sometimes even literally.

And Practice

I was not one for whom the call of teaching was a loud cry in my head or heart. In fact, the decision

I made to enter teacher education was more pragmatic than anything else. | was 37 years old and had
accomplished almost everything | had set out to accomplish—professionally speaking, at least—and
had found myself at somewhat of an impasse. But, in order to progress, | needed to build on my
meagre education. As a one-year program, in addition to my undergraduate degree, teaching education
was the natural answer. It seemed like the best application of my experience, diverse skill set, and
talents.

My first assignment was covering for a maternity leave in a small school (750 students) with a
predominantly South Asian population. I learned so much in those six months, and, what’s more, | was
hooked on teaching high school.

I finished out my first year of teaching in a special-needs classroom in a brand-new middle school. | was
completely out of my comfort zone in that classroom, but | adapted. This is part of that skill set | knew
I brought with me to teaching: | am a quick learner. Besides, it was only two months.

Year two began with another two-month contract in another, decidedly less affluent, middle-school,
teaching Resource. By this point, | was itching to get back into a high school. | missed banter with
young teens and helping the older kids negotiate life. | missed teaching different things in different
blocks to different kids. But the job market was saturated, and my actual work experience was minimal.
I simply wasn't competitive. So, | took a job teaching grades 6/7 for the rest of the year. The. Rest. Of.
The. Year. What was | thinking?

At the time, | am sure | was thinking, “I can do this! How hard can this be? This is just a slightly
younger grade than | am used to...” Let me tell you: teaching elementary school is IN NO WAY even
remotely similar to high school. Talk about out of my element! | was SO out of my element | was in an
entirely different periodic table!

Those eight months were the longest eight months of my life. Between negotiating parents who were
younger than | was, demanding to know how | was going to teach their kids how to multiply when they
couldn’t; students who cried, were dirty, or both; and the various “parties,” “assemblies,” and “special
occasions” important to eleven- and twelve-year-olds; | was ill-prepared, to say the least. Each morning,
as | drove over the Trans-Canada Highway to that little, old school, | looked east wistfully and wished

I could just pull off the road | was on and drive away.

It wasn't that | didn’t enjoy myself each day. I did. And the students and I easily fell into a routine.
Every morning, rain or shine, after the bell rang, we all trooped back outside and did numerous one
kilometre laps of the schoolyard. Some kids ran. Some kids ambled. Many followed behind me. And a
few walked with me and chatted the entire time. Back in the classroom, | also soon figured out what
needed to be done and how to do it. | was a quick learner, after all.

The issue was the teaching itself—the professional aspect of the job. It wasn’t what | wanted it to be,
which was...what, exactly? | am not even sure. But it wasn't it. It seemed like | spent more time juggling
personalities and tween-age crises than actually teaching anything. There was nothing wrong with this,
but it was not what I signed up for, and I looked forward to moving on.
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When the year finally ended, | could not get out of there fast enough. | had a yearlong contract
teaching in a high school the following September and | was thrilled. Finally, | would get to experience
all I had imagined teaching would be.

Then, around August of that summer, a funny thing happened: | missed the kids. Immensely. Like, tears
in my eyes kind of missing. | couldn’t believe it! | quickly reminded myself of how exasperated they
often made me with their pointless stories and non-sequiturs. And yet, here | was, barely six weeks
later, reminiscing. Suddenly it occurred to me what a privilege it was to teach those kids, and I realized
that | was honoured that | had been trusted with their care and education.

The complicated feelings that resulted from my temporary assignment as an elementary school teacher
would prove to have profound effects on how | conceive what it means to be a teacher. Indeed, these
feelings were the catalyst that prompted me to become more critical of the calling | had chosen and to
pursue graduate studies. Soon, | began to consider seriously the difference between schooling and
education, what it means to be a teacher, and what it means to teach. Who, | wondered, is a teacher
and how do we recognize them?

It has crossed my mind more than once that it might be nice to return to elementary school and the
challenge of being a teacher in a situation for which | was never prepared. It’s not as though | now feel
more prepared. On the contrary, as the gap (Levinson, 2018) between me and younger students
increases, | am actually less likely to understand them. But, understanding kids does not a teacher
make. In much the same way content knowledge does not instantly give one the ability to teach.

I suppose what | now possess, that | did not then, is an appreciation of my job as an entity with blurred
boundaries. To be a teacher, | learned, is to be in constant flux, ever-changing, always new, and wholly
dependent on the children in the schoolyard—some running, some ambling, some chatting, all following.

Pedagogy

In Theory

Pedagogy is what a pedagogue does, and, by this, pedagogy might then be anything and everything any
adult does in relation to a child with respect to leading them, showing them, or introducing them to the

world.

Pedagogy resists theorizing, in van Manen’s (1982) views, since it exists not in philosophy or theory, but
in the world of people being with one another. Throughout his writing, van Manen (1982; 2008; 2012)
describes the goodness or rightness of pedagogical contact and the meaning inherent in the pedagogical
relationship: “Pedagogy is the most profound relationship that an adult can have with a child” (p. 290)
and “[pledagogy involves us in distinguishing actively and/or reflectively what is good, life enhancing,
and supportive from what is not good or damaging in the ways that we act, live, and deal with children”
(p. 10). He describes the nature of pedagogy as “elusive” (1982, p. 287) and compares it to love and
friendship by saying it, “is to be found in the experience of its presence”—that it, “is here and here and
here, where an adult does something right in the beginning of a child” (p. 284). But, what if | don’t always
do something right?

I can choose to choose my words carefully, with care, caring to wonder about how they will be received.
| can be deliberate with my teaching and speaking with these children to whom | am bound. | can
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deliberate my pedagogical being and be deliberate with that being. And even still, my human being and
acting with them can have unintended enormous negative consequences—the likes of which I may never

witness.

[Ilt is important to realize that the explicit and the implicit influence may have enormous
consequences. We simply cannot predict in childhood how the latency of pedagogical influence
is felt and realized throughout life—even when the child has become an adult. (van Manen,
2012, p. 10)

| know that at the end of a busy day of teaching, | will reflect on all the moments when | was short or
snappy with my students, and | will regret the things | said, or the tone in which | said them. Or I will
regret the things | did not say and obsess over how | could have been kinder/more understanding/more
compassionate/gentler...better. | don’t always do “something right,” and | fear this makes me a bad
pedagogue but a human, nevertheless. Can | be both?

And Practice

She was tall, even at 13, towering above my measly five feet, four inches. She had the teenage girl
trifecta: she was a natural athlete, intelligent and kind, and beautiful. She was also shy and, in the one
term | had her, I only got to know her a little bit. She was, however, the kind of kid one impresses
without letting on she has been affected. But when she showed up in my class a couple of years later,
she was all smiles.

“Ms. G, you are one of my favourite teachers,” she told me. “I am so happy to be in your class.”

Of course | was pleased, who wouldn’t be? But | didn‘t feel | had earned this title. Once again it struck
me how much a teacher makes an impact on students—both positive and negative —without even
knowing it, or meaning to. van Manen (2008) puts it well when he writes, “In everyday life in
classrooms, the thousand and one things that teachers do, say, or do-not-do, all have practical
pedagogical significance” (p. 1). In this sense, pedagogical significance is understood as an adult
having an effect on a child. Obviously, | had affected her, and this had led her to my class all these
years later. | was happy to see her, and | looked forward to getting to know her better. Since her class
was small (21 students), and we had the whole year to become well acquainted, | looked forward to
the challenge.

I can’t quite recall the month it happened—though | am positive she recalls it perfectly. As I write this,
it occurs to me that it must have been just before Christmas. For, in the affluent socioeconomic
neighbourhood in which I teach, it was not unheard of for students and their families to take advantage
of off-season rates and abscond to sunny locales before the winter break officially began. Regardless, at
the time of the occurrence, she had been away from class for about a week, and | had not heard
anything about whether she was taking an impromptu vacation. Such behaviour was unlike the
conscientious student | knew, and | was feeling a bit put out by her unscheduled absence, when, one
day, she was suddenly back.

It was a lab day, the day when students get to cook a recipe that they had watched me demonstrate.

We went through the class as usual. Her class was the last block of the day and, after | had dismissed
them, | went over to the demo-table sink and proceeded to do the stack of dishes | had waiting for me.

146 | LEARNing Landscapes | Spring 2021, Vol. 14 No. 1



Pedagogy in Theory and Practice

As | began to wash, she walked up to me, and somehow it occurred to me she was going to give me
her excuse for being away without notice. | was actually about to preempt her apologies with a snarky
comment, but something held me back.

Instead, as she stood beside me, | simply said, “Hi...haven't seen you for a while...” | purposely wasn’t
looking at her as | spoke. Then she responded.

“Yeah, | know. I’'m sorry, Ms. G. My mom died.”

Time stopped. | finally looked at her. She had tears in her eyes. But, in that moment, | had no idea what
to say.

Actually, that is not entirely true. A multitude of things ran through my head, not the least of which was
the intense desire | had to take this five-foot-eleven, 15-year-old in my arms and hold her. In fact, I felt
that, given the look on her face, physical contact was not just warranted, but necessary. But, what did
I do? I faltered as I frantically ran through all the possible responses I could give, trying to find the one

I should give.

As [ write this, | don’t even recall what exactly | said. | know [ asked how (fast-acting cancer, one
month from diagnosis to death), and how she was coping. | also know that I realized that | knew
embarrassingly little about her family...about her. | felt like a fraud—both because I felt | had failed her
as her “favourite teacher,” and because | had failed myself by balking when she told me her mother
had died suddenly. What bothered me the most about this last part was that, when the time came to
behave like a human being, | was more worried about what was appropriate for the role of teacher

I was in.

Now, you may not know me too well, but propriety is not something to which I give too much thought
or reverence—which is not to say | go out of my way to push the envelope. Rather, as a teacher, | tend
to view conventions critically. | prefer to determine what is best for all involved in a situation, as
opposed to resorting to rote method or common expectations, especially if and when such behavioural
expectations contradict the urging of one’s humane inner voice.

In my practice, Parker Palmer’s (1998) concept of the undivided self influences so much of what |
believe about being and teaching. Palmer writes, “In the undivided self, every major thread of one’s life
experience is honoured, creating a weave of such coherence and strength that it can hold students and
subject as well as self” (p. 15). This concept was, | thought, the cornerstone of my teacher identity. |
was proud that | expertly traversed any division between my vocation and my self—that | had merged
the two, and lived and breathed both my self and my teacher self. It was all one and the same, or so |
believed, until that moment when | faltered. As I recount this, | am ashamed to conclude that when
events outside my being finally called upon me to be present and authentic in my interactions with
others—to be my whole self—I hesitated.

Yet, I am sure she did not even notice. Indeed, subsequent interactions between us have only been
positive. She is a lovely and gracious child, and, with time and space, | believe | have been able to
make up for my perceived inadequacies in that moment at the sink. But | can’t deny it happened, and
that it bothered me. It still bothers me —even though it likely has not crossed her mind since. But maybe
this is a good thing?

Perhaps van Manen’s (2012) ideas about pedagogy and reflection are relevant to my inability to let this

go. He writes, “The mother, father, teacher learn to understand themselves in new ways as they are
prompted to reflect on themselves and the children for whom they care” (p. 10). While embarrassing
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and regretful situations abound in a teacher’s practice, the biggest mistake we can make is to let such
situations fade into the past without reflection.

Pedagogical Relationships

In Theory

van Manen writes (1982) that, “childhood is something one must grow out of (educere: to lead out of)”
(p. 285), implying that what flows from the pedagogue is education—that a pedagogue is an educator
(even if not a teacher by profession) by virtue of the fact of her continued life and relationship to a child.
He goes on, “[alnd so my adulthood becomes an invitation, a beckoning to the child (educare: a lead
into),” further implying that the simple fact of a life lived beyond childhood—and amongst children—
necessarily lends itself to the being of a pedagogue:

So, in spite of what we think parents or teachers do, pedagogy is something that is cemented
deeply in the nature of the relationship between adults and children. In this sense, pedagogy is
defined not so much as a certain kind of relationship or a particular kind of doing, but rather
pedagogy is something that lets an encounter, a relationship, a situation, or a doing be pedagogic.
All our pedagogic being with children is a form of speaking with them. (p. 285, emphasis in
original)

To summarize, then, if | live long enough—most likely due to the diligence of (a) pedagogue(s) in my
own life—to exist in the world as an adult with other, smaller, younger beings and | speak with them,
then my being becomes pedagogic. This is not over-simplification. In the world there are both children
and adults. Because children are not born with an innate ability to care for themselves, or understanding
of the world, adults are charged with leading them such that they survive into adulthood themselves, and
can do the same for the next batch of children in their wake. And since humans have language as the
mediator between themselves (their selfs), speaking with one another is necessary to the relationship.
The proof, if you wish to look for it—though van Manen (1982, p. 290) does not feel the need exists—is
in the thing itself: in the provenance of the human civilization as a series of relationships between adults
and children; and in all the things that are said, remembered, and said again.

Through my reading and reflection, | understand that pedagogy is not necessarily a choice but, rather, a
response to the children with whom | share relationships. My position as pedagogue results as much from
my choice to be around them as it does from the chance interactions I have with kids in my everyday
being. And pedagogy is a result of that choice...that being. There is no pedagogy when one is alone.
van Manen (1982) is right: pedagogy is pretheoretical (p. 291). | cannot sit at home at my desk, determine
pedagogy, and then go and make it so. | can only act in concert with, and in response to children. | can
then reflect on what | have done by attempting to approach the being/doing/saying in remembrance, and
use the understanding | glean to inform my actions in the future.
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And Practice

In the year that | became a secondary school teacher, | also became a stepparent. The kids were 6 and
8 the summer their mother and | moved in together. When | first met my partner and she told me she
had kids, | was pleased. While | never wanted to have them myself, | enjoyed children and looked
forward to parenting. Indeed, | had turned to teaching after over a decade working with adults in
varying capacities, because | imagined that spending my days with kids would allow me to be my
enthusiastic and energetic self—something my peers often found odd or tiring. Plus, | looked forward to
nurturing the ideals of the young in an effort to stave off any inevitable negativity for as long as possible.
I looked forward to the same with my new charges at home, as well. | imagined sweetness and light.
But it was not to be. At least not at bath time!

One of the many new duties | had as a parent was bathing the kids. We had a routine whereby they
would take a bath before bed every night. This was both to wash off the day and to prepare them for
bed by lulling them into a slight stupor using hot water and lavender-infused bath products. I often
opted to bathe my 6-year-old stepson because he was smaller and, therefore, it seemed to me it would
take less time.

Initially the task was pleasant (as long as one didn’t expect to stay dry) and it gave me time both to chat
with him about his day, as well as teach him how to bathe himself. As | washed his hair, for instance, in
addition to assuring him (repeatedly) that | would not get shampoo into his eyes, | also explained to
him exactly what | was doing. My thought was that after a few times, he would slowly be able to take
over this part of the bathing process.

However, it quickly became apparent that, though | would verbalize my movements whilst washing his
hair numerous times over a period of weeks (and then months), whenever he was asked to mimic the
motions, he seemed unable to do much more that drop most of the shampoo off his hand into the tub.
If he was successful in getting some of it to his head, he would then proceed to massage it with just his
fingertips into only the crown of his head for approximately six seconds, before plunging under the
water to wash it off. Not that there was much to begin with. On the days he washed his own hair,

as | was drying him off, I often sniffed his head to determine its state of cleanliness, and every time that
funky door of young boy and playground dirt remained.

We went through this routine almost daily for what seemed like years. As he inexpertly washed his own
head, sometimes | would joke, other times | would instruct, and often | would huff in total exasperation.
It was amazing and disappointing to me that he just wasn’t getting it. | thought perhaps | was explaining
it wrong, so | tried different vocabulary and phrasing. | showed him my hands on my own head and let
him feel them on his. | showed and explained to him how to keep his cupped palm level so the
shampoo wouldn’t drop into the tub when we filled it. Failing this, | squirted the shampoo directly onto
his head—which succeeded somewhat—but he still refused to use his whole hand to work it into his
hair. He seemed physically incapable! When [ said, use your whole hand, he would then proceed to
flatten them and move them like two paddles, rubbing only where his ears would be if he were a cat. It
was enough to drive me insane. I did feel insane! Why was this so hard and why was it taking so long?!

And then, one day it happened. Suddenly, he could wash himself by himself. In fact, he even
graduated from a bath to a shower. | don't even know exactly when it happened, the change was so
gradual. He just kind of grew up and into his new role. As | write this, it seems obvious that this would
happen. Indeed, at 12-years-old now, it seems like he has been bathing himself forever. But, clearly this
is not true. There had been a time in the recent past when bath time was an annoyance we both had to
endure.
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To be fair, the annoyance was all mine: | was annoyed that bath time was not more efficient, and | was
annoyed that he couldn’t or wouldn’t learn to wash himself after repeated instruction. But, mostly,

I was annoyed with myself for becoming annoyed because | knew that this was just one part of our
parent/child relationship that would change over time, and | was not helping by being annoyed.

At the beginning of every new school year, | always go over the math of the year with my students.
On the whiteboard I explain that there are 180 instructional days in a school year, that, in a linear high
school, we meet for roughly half of these, and that at 70 minutes per meeting (give or take), all told,
they will spend about 100 hours in my class. We then proceed to look at those 100 hours in
perspective. | explain that 100 hours is about two and half weeks in a full-time job. It always surprises
the kids to realize that the amount of time they spend in school, while it may seem like forever,
amounts to very little in terms of their full, waking lives.

I go through the math partly to alleviate any students of unrealistic expectations they might have for
themselves. | also go through it to demonstrate to them that 100 hours can be spent well or less well,
but, that regardless, | will be there with them through it all. I tell them that, even though I will teach
them many things, they, inevitably, will decide what they learn and when. I then tell them the story

of my son learning to wash his own hair and ask them to recall their own graduation to self-sufficient
bathing. To a child, no one ever quite remembers when it happens. Using the bathing story, we talk
about how sometimes teaching can be deliberate but learning just doesn’t follow—at least not right
away—but that, if you give it time, eventually it comes. And by then, of course, something new to learn
has replaced the old, and the cycle starts all over again.

I am ashamed to say that, while | know and teach this to my students, | struggle with it at home. [ still
get exasperated with my kids when it takes them years (it seems!) to learn to do something simple like
turn off the lights when they leave a room, or write legibly. I find myself thinking them careless or
thoughtless, even though | know they aren’t being deliberately uncaring or unthinking. I have to remind
myself continually that learning to be a fully functioning adult takes time, and that, at 12 and 14, they
are not even remotely close. Moreover, | have to remind myself that | am there to help them as best
can, each and every time, for as long as it takes.

Conclusions: Pedagogy of Story

| began this paper by writing that pedagogy can be understood as methods and practices of teaching,
and/or a way of being with children. Hopefully I have made clear my alignment with the latter definition.
But, as the title of this piece suggests, pedagogy may also be construed as a theoretical stance that informs
methods and practices, often in a disembodied way—pedagogy per se, if you will.

In his moving and thoughtful work, The Courage to Teach, Parker Palmer (1998) writes, “good teaching
cannot be reduced to technique” (p. 10, emphasis in original). Yet, this is what we do when we construe
pedagogy as a “packet of information at the end of an educational transaction” (p. 94) between teachers
and the pedagogical course they take or theories they read.

Max van Manen’s (1982; 2008; 2012) work, however, describes a theory of pedagogy that resists
methodologizing or reducing to a list of instructions. He implores us to attend to the singular context of
moments and the individual bodies that inhabit them in order to recognize them as pedagogical.
Recognition means to know something based on previous experience. By noticing one’s “everydayness
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and our immediate participation in daily life” (Meyer, 2012, p. 86), and then by telling stories about this
interaction and reflecting upon them—only in this way do we recognize (our) pedagogy, and ourselves
as pedagogical.

In 2021, as we embark on yet another year of living, teaching, and learning, where all of these things
look starkly different to what many of us imagined when we first became students, teachers, and parents,
we may be tempted to turn to theory for answers to our most pressing questions about how best to be
pedagogical in the midst of a pandemic. My hope in writing this paper, is to show that theory alone is
never enough.

Hannah Arendt (1993) writes that education “is where we decide whether we love our children enough
not to expel them from our world, and leave them to their own devices” (p. 196). Taking Arendt’s
definition and marrying it to van Manen’s theory: pedagogy, then, lives in the moment(s) when we decide
how to practice that love.
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Slowing Down and Digging Deep:
Teaching Students to Examine Interview Interaction in Depth

Brigette A. Herron and Kathryn Roulston

Abstract

Teaching students to become critical consumers of interviews, which often serve as influential sources
for learning and interpreting world events, is important in today’s information-rich world. This paper
outlines an approach to teaching in-depth interviewing in which students examine excerpts from
interviews (e.g., archival collections, oral histories, or media interviews) using the tools of
ethnomethodology and conversation analysis to “slow down” and “dig deep” into the social aspects of
interviews. Using two case examples from undergraduate and graduate classrooms, we illustrate how
this approach helps students to notice how question-answer sequences unfold and encourages critical

consumption and participation in interviews.

Background

At some point in our lives, we are likely to find ourselves participating in an interview. Broadly speaking,
interviews are seemingly mundane social interactions where people ask and answer questions for a
particular purpose. In their many forms—from media interviews, celebrity interviews, job interviews,
medical interviews, to forensic interviews—interviews are ubiquitous social interactions we often take
for granted to help us access information we need. Undergraduate and graduate students alike will
encounter multiple opportunities to observe and participate in interviews in order to learn or share
important information. Regardless of a student’s particular field, area of interest, or career goals,
recognizing the social actions at play in various interviews is a valuable part of professional development
and an important life skill.

We often do not take the time to notice what is going on in interviews. By slowing down and engaging
in repeated viewing of interviews in a systematic way—we suggest using the tools of ethnomethodology
and conversation analysis—students can begin to think critically about the way questions are posed and
answered to communicate specific meanings, represent particular identities, and influence what can be
discussed next. By systematically examining what goes on in interviews, students can strive to make
intentional decisions about how they ask and answer questions, and what information they derive from

interviews available through various media sources.

Some scholars have argued that interviews have become so ubiquitous we actually live in an Interview
Society (Atkinson & Silverman, 1997; Gubrium & Holstein, 2002). Yet the proliferation of interviews as
a primary source for both knowledge and entertainment obscures the intricacies of interactions and the
challenges of conducting a “good” interview. Surprised by what happens in interviews, novice
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interviewers often struggle with artfully asking questions of research participants (Roulston, deMarrais,
& Lewis, 2003). Scholars have described a variety of approaches to teaching research interviewing.
For example, Hsiung (2016) described how archived interviews could be used to introduce students to
interviews. Literature on teaching qualitative interviewing focuses on practice in class, assignments,
or authentic projects (e.g., Charmaz, 1991; Chenail, 2011; Jacob & Furgerson, 2012; Wellin, 2007),
and reflection on practice (Hsiung, 2008; Uhrenfeldt et al., 2007; Roulston et al., 2008), or some
combination of the two (Lippke & Tanggaard, 2014; Sattin-Bajaj, 2018). In order for students to learn
how to interview effectively, scholars have written on multiple aspects of the research process, including:

e developing reflexive awareness and the skill of critical observation;

e learning how to listen;

e learning how to design research studies, conduct interviews, and practicing those skills; and,
e learning how to interpret and analyze interview data (Roulston, 2012).

This article examines the development of critical observational skills. We do this through the act of
slowing down and digging deep in examinations of interview interactions with the tools of
ethnomethodology (EM) and conversation analysis (CA). Concerning the idea of the philosophy of
slowness, Ulmer (2017) has suggested possibilities for scholars to find slower ways of scholarly being,
through writing a Slow Ontology, or “a state of being in which scholars chose to live writing and research
through locality, materiality, and artisanal craft,” (p. 201). We are inspired by the concept of Slow
Ontology, which explores alternatives to hurried, mechanical assembly-line writing. We see the
examination of interview practice as another locality where students may be encouraged to slow their
way of scholarly being, using specific tools that encourage an in-depth look at interview interactions to
nurture critical observation skills.

Our pedagogical approach is grounded in the scholarship of teaching interviewing, particularly strands
encouraging student reflection on interviews, whether their own interviews or those conducted by others
(Roulston, 2012). We ground our approach in a constructivist view of teaching and learning, which
focuses on being learner-centered, designing learning encounters that are active and contextualized, and
de-stigmatizing mistakes (Shah, 2019). This aligns with approaches to adult learning that emphasize
fostering critical reflection with adult learners (Mezirow, 2000). Elsewhere, we have written about our
approach to fostering critical reflection on interviewing by teaching with media interviews and other
sources from cinematic society (Roulston & Herron, in press).

We explore two examples of an initial activity for undergraduate and graduate coursework to orient
students to the complexities of asking and answering questions in open-ended interviews. The classes
where we used this approach were both interdisciplinary—one a first-year seminar on The Art of
Interviewing, and the other a graduate course on research interviewing. Although we focus on
undergraduate and graduate contexts, we believe these teaching strategies and the pedagogy of slowing
down and digging deep can also be used with various learners including high school students and adult
learners in general. This requires a creative and inclusive approach by educators to address diverse
learning needs and can be accomplished by carefully choosing interviews or interviewing practice
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assignments that are appropriate for specific teaching and learning environments. We argue that using
the tools of EM and CA in teaching can help students notice and make choices about how to conduct
interviews, participate in interviews, and interpret interviews in scholarly and critically minded ways.
We first define what we mean by EM and CA, before describing the methods we used to inform our
pedagogical approach.

Ethnomethodology

Ethnomethodology is an approach to research developed by the sociologist, Harold Garfinkel (1917-
2011). Garfinkel’s early work examined the organization of the everyday—how people (“members”)
make sense of one another to accomplish social actions, or what he termed “members’ methods.”
Garfinkel used unorthodox approaches to examine how people make sense of one another
(Garfinkel, 1967), encouraging his students to engage in breaching experiments to bring the “seen but
unnoticed” background features in everyday encounters into visibility (p. 36). For example, he prompted
his students to see what happened when they genuinely responded to the question “How are you?”
(which contradicts the norm in Western society to typically treat such questions as “greetings,” rather
than literally). His students” written examples of what followed indicated that interactions were marked
by conflict and problems when people departed from social norms.

In this article, we draw on EM to outline an approach to teaching qualitative research that helps students
to bring to the fore what is “seen but unnoticed” about interview practice. By keenly observing others’
interview practices as an initial activity, we argue that students will begin to develop the skills to examine
their own interviews (Roulston, 2016).

Conversation Analysis

Harvey Sacks (1935-1975) met Garfinkel at Harvard University when the latter was on sabbatical from
University of California, Los Angeles. Sacks went on to complete his PhD in Sociology at the University
of California, Berkeley in the early 1960s, and remained in touch with Garfinkel. When Garfinkel and
Sacks began looking at tape-recorded telephone calls from the Center for the Scientific Study of Suicide
where Sacks served as a fellow (Sacks, 1995, Introduction, xiii-xv), they were both surprised at the
“degree of order exhibited” (Garfinkel, 2006, p. 11) in the talk. Sacks began to focus explicitly on
the social organization of talk.

Sacks went on to describe the basic principles of turn-taking with his colleagues, Emanuel Schegloff and

i

Gail Jefferson (Sacks et al., 1974), along with phenomena such as “repair,” “recipient design,” and
“preference structure”—all basic concepts used in CA. Since that time, the field of CA has grown, with
practitioners working all over the world in diverse fields. Researchers typically provide detailed
transcriptions of talk-in-interaction, including pauses, overlapping utterances, and other features of talk
(e.g., speed of talk) using conventions first developed by Gail Jefferson (Atkinson & Heritage, 1999).
Using tools from CA, researchers have examined diverse topics, including medical interaction

(Heritage & Maynard, 2006), and in workplace contexts (Drew & Heritage, 1992), among others.
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Using EM and CA to Examine Interviews

For over 35 years scholars have used EM and CA to examine the construction of interviews, including
news interviews (Clayman & Heritage, 2002), standardized survey interviews (Houtkoop-Steenstra, 2000;
Maynard et al., 2002; Suchman & Jordan, 1990), and qualitative interviews (Baker, 1983; Hester & Francis,
1994; Roulston, 2006, 2019). The argument for using EM and CA to examine interview talk rests on the
idea that interviews are organized social activities that take place as part of everyday life. This is equally
true whether the purpose is generating data for research, spectacle for entertainment, or fact-based
information for news reports. From an EM perspective, there is no “time out” from the lived experience
of making sense of others’ actions and utterances. For these reasons, educators may find using the tools
of EM and CA useful in teaching their students, at various levels and across disciplines, to examine

interview talk.

Organization of Paper

The strategies we discuss enable students to become more aware of how interaction is accomplished to
inform their own practices as interviewers, and help them critically interrogate interviews they encounter.
Using two examples, we draw on the tools of EM and CA to help students examine interview talk
systematically, where they can “slow down” and “dig deep.” The selection of the types of interviews
used for these classroom activities serves as a place for educators to connect with students in meaningful
and authentic ways, for instance by selecting topical media interviews, or by allowing students to

participate in the selection of interviews examined.

We begin with an example from an introductory level course with undergraduate students. This provides
an example of how interviews featuring controversial or timely topics can be used with students and how
educators can use the tools of EM and CA to support deep thinking about asking and answering questions
without having to explain the intricacies of EM or CA to students. Next, we increase the complexity of
utilizing EM and CA in a subsequent case with graduate students, who were encouraged to engage in

complex reflections on interview practice.

Case 1: Asking and Answering Questions About Controversial Topics

As educators working with an interdisciplinary group of undergraduate students, we wondered if students
could be encouraged to examine interview interaction without having explicit knowledge of EM and CA.
Thus, as an initial activity in a first-year undergraduate class, The Art of Interviewing, we selected an
interview with Martin Luther King Jr. conducted on November 2, 1967, by Mike Douglas and Tony
Martin on the Mike Douglas Show—a televised daytime talk show. In this example, we were working
with undergraduate students in the southern United States who were very familiar with the legacy of
Martin Luther King Jr. as an icon of the Civil Rights movement. We selected this clip to align with the
upcoming MLK Jr. Day of service, in which students were encouraged to spend the day volunteering and
serving the community in some way. This connected the interview activity to the students’ lives in an
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authentic way. In this interview excerpt, the interviewer (Douglas) and another guest (Martin) confront
King on his views on the war in Vietnam, and his standing amongst the African-American community.
Rather than providing a transcription of the talk, we relied on students’ repeated viewings of the video
clips (see Appendix 1 for URLs and further interview details).

After repeated viewings, we asked students to select and write down several of the questions posed as
part of a reflection paper. Students were not required to use CA transcription conventions but were asked
to critically examine how questions were posed and how King oriented to these questions. There is
precedent in the literature for using an ethnomethodological approach to examine talk in police
interrogations in which the talk is not transcribed in detail (David et al., 2018). The power of these
scholars” analysis of police interrogations lies in their focus on how interrogations are handled by
speakers, and what the implications are for the parties present. In this case, we encouraged students to
consider how speakers co-constructed the King interview by looking at the same sorts of interactional
details noted in Case 2. The focus of this assignment was to have students critically analyze the questions
posed (what in CA parlance is the first-pair part of an adjacency pair), and then what happens next
(the answer, or second-pair part of an adjacency pair) (Sacks, 1995).

After viewing the first excerpt in class, we modelled how one might critically examine how questions are
asked and answered. Following this in-class demonstration, students were assigned the following
homework prompt:

Watch the other two sections of the MLK Jr. interview from class and write out the questions
posed. Next, write a two-page, double-spaced reflection paper about your impressions of the
remaining two sections of the MLK Jr. interview (2/3 & 3/3) that focuses on:

1) What are the questions posed to MLK Jr. in the interview?

2) How does MLK Jr. orient to and take up these questions?

3) How does the interviewer follow up?

Student Responses to the Activity

We found that students capably analyzed both the interviewers’ and interviewee’s actions. Below, with
students’ permission, we include some of their responses, which demonstrated their ability to observe
the adversarial moments that occurred in interaction and how these were downgraded. Specifically,
students commented on:

1. The changing tone across the interview interaction and how that was accomplished by
speakers.

2. How interruptions on the part of the interviewers contributed to aggressive lines of questioning.

3. How King’s orientation to aggressive questions worked to downgrade tension and forward
interaction.

4. How King repeatedly declined to offer defensive responses to questions, thereby demonstrating
his exceptional oratory skills in pursuing nonviolent interactions.

These excerpts from students’ reflections illustrate the kinds of observations that were generally made
across the class.
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Changing Tone Across the Interview

The first excerpt features a student’s description of how King artfully manages a critical question about
his relationship with President Johnson in a way that avoids responding to the question and changes the
tone of the interaction.

On another occasion, the interviewer cites Dr. King’s relationship with President Johnson,
asking whether or not their relations have fluctuated in light of Dr. King’s remarks. King
chuckles, lightening the solemn tone of the interview and creating a more casual environment.
He also somewhat avoids the question, taking attention away from himself and turning it
towards President Johnson with his response, “Well, | guess the president would have to answer
that question”.

Another student commented on King’s ability to influence the overall tone of the interview in a way that
was lighthearted, and dispelled tension.

How Interruptions Work in Interviews

The following student excerpt provides a clear description of how King deflects interruptions that
challenge his standing within the Civil Rights community by continuing his line of thought and agreeing
with the assumption in the question posed by the interviewer.

When asked about Dr. King’s thoughts of militant leaders taking over his movement, his
responses were interrupted with questions about the approaches of Stokely Carmichael and H.
R. Brown [activists in the Student Nonviolent Coordinating Committee (SNCC) in the 1960s].
King said he disagrees with their views philosophically before being interrupted again with, “Do
you have disagreements with them?” King said, “Definitely, | know them both very well-” and
was interrupted asking, “Do they agree with you?” Dr. King ignores this and goes on to explain
that both Carmichael and Brown are in on the movement and probably disagree with him quite
a lot.

How King Orients to Aggressive Lines of Questioning

In the next excerpt, another student provided an analysis of how Douglas posed a question directly
confronting King. The description notes the pivot in the interview interaction in which King disagrees
with the interviewer’s quoted assertion about his own standing that discredits King’s efforts.

During his interview with Mike Douglas and Tony D. Martin, Martin Luther King Jr. is frequently
on the defense concerning his actions involved with the African-American community and the
implications of these actions during the Civil Rights Movement...Whereas earlier in his interview
Dr. King remains relatively impartial in his defenses and avoids both agreeing and disagreeing,

a switch occurs in his response to this question. He immediately states, “I’'m sorry to disagree,
[but] | stand with my original statement that people who have been alienated as a result of
standing against the war have been alienated anyways.”
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Here, the student observed the way King avoided defending himself from the outside critique packaged
by the interviewer, instead using his response to reiterate an earlier assertion, and reframe the direction
and his approach to answering questions in the interview.

King’s Use of Excellent Oratory Skills to Manage Interview Talk

In the final example, we include a student excerpt describing King’s management of the overall interview
interaction where he is asked difficult questions and interrupted by the interviewers.

Although some of the questions posed to Dr. King were very difficult to answer with grace, and
despite several interruptions, he managed to answer more powerfully than one could imagine.
Many of the comments and questions given by Douglas and Martin had an attacking tone

and felt as though they were trying to corner Dr. King. He had to disagree with many of their
comments, but his excellent oratory skills and powerful views never waver. Another fault of
the interviewers in my opinion is the repeated interruptions of Dr. King. | believe that if you are
asking someone a question, you should wait and give them respect until they have finished
answering that question. Dr. King did an excellent job orienting to the difficult questions and
using both statistics and quotes to strengthen his thoughts and arguments.

Notable in this reflection is the student’s critical analysis of how the interaction was a collaborative
production and the application of her observations to evaluate the interview practices. This activity could
be expanded by having students write about what they have learned about good interview practice,
and how this might affect their future conduct as both interviewers and interviewees.

In the next section, we discuss our experiences having students work with a detailed transcript of a media

interview featuring a difficult interaction between the interviewee and interviewer.

Case 2: Examining Difficult Interactions

In this case we examine the use of a publicly available media interview in a graduate-level qualitative
research class focused on interviewing. We wanted students to gain experience examining more detailed
transcriptions than are typically used by many researchers (e.g., pauses, overlaps are included, along
with comparative volume and speed of talk), and reflect and relate this exercise to their own interview
practice. By having students work systematically through a transcript we provided, we alerted them
to possibilities occurring in their own interviews worth a “second look” (Baker, 1983). We selected a
well-known interview of film director, Quentin Tarantino, conducted by journalist Krishnan Guru-Murthy
of Channel 4 in the UK, where, shortly into the interview, Tarantino refuses to follow Guru-Murthy’s line
of questioning. The excerpt demonstrates how the formulation of interview questions is crucial for
considering what comes next, and how the interviewer and interviewee might pursue different agendas.
This excerpt shows Tarantino promoting his latest movie, and Guru-Murthy claiming to pursue a
“serious” line of questioning, while simultaneously instigating a “difficult interaction.”

We began the session having students reflect on their own interview practice (Appendix 2). After
discussion of students” reflections, we examined the example of a “difficult interaction” exhibited in
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Tarantino’s interview. Students were guided through an analytic process outlined by Pomerantz and Fehr

(1997),

where they were asked to identify various features of talk that occur in the interview using the

transcript we generated and provided for students. The full sequence for analysis involves the following

steps:

1.

Select a sequence.

Characterize the actions in the sequence.

Consider how the speakers” packaging of actions, including their selection of reference terms,
allows certain understandings of the actions performed and the matters talked about. Consider
the recipients’ options that are set up by that packaging.

Consider how timing and turn-taking allows for certain understandings of the actions and the
matters talked about.

Consider how the ways the actions were accomplished implicate certain identities, roles and/or
relationships for those involved (Pomerantz & Fehr, 1997).

We selected this sequence (Step #1) because it provided a provocative example of what can happen

when problematic interactions transpire. Later, students could examine interactions from their own

interviews. With basic definitions of various conversational objects and resources, students began by

characterizing utterances in the transcript under the following headings (Step #2).

Questions

Answers

Formulations (in which a speaker sums up what was said in a way that deletes information,
adds something, and transforms a prior utterance) (Heritage & Watson, 1979).

Accusations

Agreements/Disagreements

Repairs (clarifying or restating what was said in a way that sorts out misunderstandings)
Delays

The following excerpt is an example from the longer transcription (which is available from the authors;

the URL for the interview is found in Appendix 3).

Excerpt

46.
47.
48.
49.
50.
5T1.
52.
53.
54.

1.

R =but why are you so sure that there’s no link between
enjoying movie violence and enjoying real violence

IE [ don’t I well I'm n-gonna tell you why I'm so
sure don’t ask me a question like >that I'm not gonna<
I’'m not biting (.) I refuse your question=

IR =e$why?e

[E >because | refuse your question I'm not your slave

and you’re not my master<

IR I JU-
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56.

57.

58.

59.

60.

IE

you can’t make me dance to your tune [I'm nota |

[I can’t make]
[monkey]
[you $I] can’t make you answer anything$ I'm just I'm
asking you interesting questions=

=and I'm saying I'm saying | refuse

In line 46, the interviewer pursues a response from Tarantino regarding his view on the link between film

violence and actual violence (this interview was conducted soon after the school shooting at Sandy Hook

Elementary School in the U.S. in December 2012). At lines 48-50, Tarantino refuses to respond to the

question. Again, the interviewer pursues a response—this time asking for a rationale for the refusal to

respond. Here, Tarantino provides a response, with noticeably faster talk. At line 54, the interviewer

begins a response, but lines 55-58 show overlapping talk, as Tarantino abruptly interrupts the

interviewer’s utterance. This short excerpt shows how responses to questions do not always answer the

questions posed, as well as illustrating an accusation and denial. The disagreement evident in this excerpt

is marked by several interruptions.

Students then examined how the talk is “packaged” (Step #3) and how this contributes to the trajectory

of talk using the following headings.

Louder talk/Softer talk

Extreme case formulations in which speakers use “extreme” words such as “never,

ax

always”

and so forth as a way to legitimize claims (Pomerantz, 1986)

Faster/slower talk

Downgrades/upgrades (in which speakers present a revised version of what has already been
said in ways “downgrading” or “upgrading” claims)

The following excerpt provided an example of the text students used to examine the packaging of the

talk.

Excerpt 2.
89. IE
90. R
91. IE
92.
93. R
94.
95. IE

I-1 IT'S NOT MY JOB to flesh it out

>no it’s my job my job to try and ask you [to that's<
[and I'M

SHUTTING YOUR BUTT DOWN [heh hehhehheh
all [and that’s entirely that’s

entirely your your right

this is a commercial for my movie
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In Excerpt 2, we see louder talk, as Tarantino asserts his right not to respond to the interviewer’s questions.
Here, the interviewer responds with agreement and an extreme case formulation (“entirely”).
However, we see a difference in agendas—with the interviewer pursuing what he later asserts at line 206
are “serious themes,” while Tarantino claims the interview is a “commercial” for his movie,

Django Unchained.

As noticeable in Excerpts 1 and 2, students located points in the talk in which timing and turn-taking
were made visible via the close transcription of talk (Step #4), using the following headings.

e Overlapping talk
® Silences

Finally, students were encouraged to consider the membership categories (Baker, 2002) employed by
speakers, and the implications for the identities produced by speakers (Step #5). Students observed how
Guru-Murthy produced the identity of a serious interviewer, while Tarantino performed the identity of a
producer promoting his movie. By identifying the membership categories and identities in interview talk,
students began questioning the multiple purposes that interviews serve and readily identified the conflicts
resulting from different interviewing agendas. Through this examination, students gained preparation to
look more closely at their own interview practice. This is useful for examining motivations underlying
research interviews and the power dynamics involved in interview interaction. Student reflection on the
ethical implications of interview interactions were further encouraged by having students write responses
to a series of reflection questions (see Appendix 4). A detailed example of considering membership
categories employed and identities produced by speakers is found in Herron (2019).

This is an introductory-level activity to prompt students to examine how interview interactions rely on
collaborative achievement in order to generate research data. In particular, difficult interactions in
interviews are good places to encourage students to “slow down” and “dig deep” as they provide a clear,
interesting, and informative entry point. In our experience, we have observed students actively engage
in this activity, and readily identify what goes on in the talk. This activity may serve as a useful scaffolding
activity to get students to reflect on interviews as conversational interactions that serve more purposes
than simply the generation of information.

Discussion and Conclusions

In Case 1, we provided an approach to working with students that does not explicitly use EM or CA, but
encourages students to analyze interview interactions critically while considering various interactional
and interpersonal issues that arise. In Case 2, we illustrated how we used a transcript of difficult
interactions from a media interview, using methods drawn from CA as a way to examine the kinds of
social actions that can occur in interviews. This encourages students to reexamine their own interviews
with a view to understanding unexpected interactions and surprises. When students view a news
interview with a politician or world leader, we hope they take the time to think about how the questions
asked set the tone for the answers that follow. We hope they slow down to question the motivations and
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intended messages that are communicated, with an eye toward examining the actions accomplished
when people ask and answer questions.

Threaded throughout these cases are moments where students are invited to reflect further on
implications for their own interview practice and participation—whether for the purpose of conducting
and participating in any number of interview types (i.e., job interviews, journalistic interviews, oral
history interviews, clinical interviews, and research interviews). For example, how might students be
encouraged to deeply reflect on the kinds of actions that go on in interviews, such as the use of
interruptions to pursue an agenda, in Case 1¢ How can novice researchers be encouraged to consider
the ethics of their pursuit of an interview agenda which is not aligned to that of the interviewee, as in
Case 22

We encourage educators to use these strategies as a starting point for getting students to slow down and
dig deep into interviews, and to use their own creativity to expand and develop these tools in ways that
serve the needs of their particular student populations. For instance, educators might choose to select
interviews that will resonate with issues that are important to their students or have the students
themselves select interviews. Through consideration of the variety of interview styles and actions
disseminated in contemporary society, we hope educators can draw from these strategies using EM and
CA to encourage students to critically analyze the information derived from interviews they view, along
with those they participate in as interviewers and interviewees.
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Appendix 1: Interview Details for Cases 1 & 2

Case 1:

Martin Luther King Jr. on the Mike Douglas Show.

Part 1:

https://www.youtube.com/watch?v=9SfH2 uMavks

Part 2:
https://www.youtube.com/watch?v=_FQIIE-WIM8&t=2s
Part 3:

https://www.youtube.com/watch?v=tvB5a9 X]3I

Case 2:
Interviewer: Krishnan Guru-Murthy
Interviewee: Quentin Tarantino

https://www.channel4.com/news/quentin-tarantino-im-shutting-your-butt-down

Appendix 2: Reflection on Interview Practice

What was it like for you the first time you transcribed your own talk?
What did you notice about your own conversational mannerisms?

What did you notice about your interviewee’s conversational mannerisms?
What aspects of talk were challenging for you to transcribe?

How did you deal with these transcription challenges?

Have you changed your interview practices since that first interview? If so, how?
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Appendix 3: Transcription Conventions

The following transcription conventions were used in the creation of the transcripts referenced in this

paper.

4

Rising intonation

!’

Slightly rising intonation, or incomplete
intonation contour

!

Downward fall in intonation

Upward rise in intonation

1

Elongated syllable or sound

CAPITALS

Louder volume than surrounding talk

[

A single left bracket indicates the point of
overlap onset

A single right bracket indicates the point at
which an utterance or utterance part terminates
vis-a-vis another

Researcher notes about activity

Timed pause, half a second
Timed pause, 5 seconds

Untimed pause, short, beat

Underline indicates stressed word

No space between utterances, latching

[}

Utterance parts bracketed by degree signs are
quieter than surrounding talk

Right / left carets bracketing an utterance or
utterance part indicate speeding up

#

Creaky Voice/ Vocal Fry

Adapted from the following:

Liddicoat, A. ). (2007). An introduction to conversation analysis. Continuum.
ten Have, P. (2007). Doing conversation analysis, a practical guide (2nd ed.). SAGE.
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Appendix 4: Reflection Questions

e What is this interview about?

e What questions are asked? (write down as many questions as you can)

e How does the interviewer show that they are listening?

e Does the interviewer make additional comments that are not questions? If so, what?

e How would you describe this “interview” (e.g., conversational, confrontational, structured,
unstructured)

e What is the context in which this interview is conducted?
e What is the purpose of this interview?

e How successful do you think the interviewer was in achieving his/her purpose?

¢ In what ways did the questions posed facilitate (or not) an effective interview?
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Preservice Teachers and the Kairos Blanket Exercise:
A Narrative Inquiry
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Abstract

This narrative study inquired into the experiences of preservice teachers who participated in the Kairos
Blanket Exercise. During research conversations, participants shared stories that demonstrated an
expansion of their knowledge and awareness. Three themes emerged: the Blanket Exercise and the
research conversations were spaces where participants felt safe to ask questions; some participants began
to rewrite their understanding of the history of relations; and some participants began to consider how
they might contribute to decolonizing. Moreover, participants enriched by the experience were more
ready and able to deliver related curricular outcomes, engage reflexively, and consider allyship.

Background

The Department of Education at Cape Breton University (CBU, 2018) has as part of its mission and core
focus to “prepare teachers, who will be knowledgeable, skillful, flexible, research-minded, culturally
responsive, caring pedagogues” (p. 1). As part of their efforts to meet this focus, the department created
a professional development series for its preservice teachers: the Pre-practicum Professionalism Series
(O’Rourke, 2017). The series, now a tenet of the CBU’s Bachelor of Education (BEd), was designed to
complement and enrich the experiences of preservice teachers. Guided by Nova Scotia’s Action Plan for
Education (2015), which states Treaty Education must be part of the grade primary to 12 curriculum, and
the Truth and Reconciliation Commission Calls to Action (TRC, 2015), the Kairos, Blanket Exercise (KBE)
is part of the professionalism series. Participation in the KBE provides opportunities to develop, deepen,
or shift understandings of the shared history of relations between settlers and Aboriginal people," while
thinking about how said history continues to influence students, communities, teaching, and learning.
It also affords participants opportunities to explore white privilege, “a built-in advantage, separate from
one’s level of income or effort” (Collins, 2018, para. 13).

Description of the Kairos Blanket Exercise

The Kairos Canada, Blanket Exercise, utilizes a participatory methodology. The goal is to build
understanding about our shared history as Indigenous and non-Indigenous peoples in Canada by
walking through pre-contact, treaty-making, colonization and resistance. Everyone is actively
involved as they step onto blankets that represent the land, and into the role of First Nations, Inuit
and later Métis peoples. By engaging on an emotional and intellectual level, the Blanket Exercise
effectively educates and increases empathy. (Kairos Canada, 2020, para. 2)
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The Kairos, Blanket Exercise includes descriptions of historical and current-day events. Participants are
invited to read aloud or listen as brief descriptions of the events are shared. This reading, listening, and
responding provides opportunities for the participants to reflect on what they know and how they learned
it. As participants move through the KBE experience, they are afforded opportunities to think about, and
later, during the Talking Circle, discuss what they learned and what their learning means to them as
individuals and soon-to-be teachers. Somers (1994) helped us to understand this process when she wrote,
“all of us come to be who we are by being located or locating ourselves in social narratives” (p. 606).
The KBE supports preservice teachers as they work to understand who they are and who they might
become within reconciliation narratives and soon to be teachers, charged with delivering Treaty related
educational outcomes.

On the day of the KBE, the facilitation team arrives early to thoughtfully engage in creating a physical
space (See Figure 1) that supports the text and evokes responses, while also being safe. Because we have
worked together on numerous KBEs, we understand participants’ reactions and comments, while normal,
can be wide ranging and impactful. We appreciate our quiet conversations as preparation and as time to
shore ourselves up as individuals, and as a team to be fully present in our efforts to facilitate the creation
of a safe and caring space.

Fig. 1: Together we place coloured blankets on the floor. We do this slowly and reverentially, knowing they represent northern Turtle

Island (present-day Canada). The facilitation team is led by Aboriginal colleagues and supported by settler allies (Regan, 2010).
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Participants remove their shoes, step on the blankets, and enter the dynamic precontact world of
Aboriginal People. They are handed cards, scrolls, and artifacts and invited to “perform” the experiences
of Aboriginal mothers, fathers, or family members. The performance is purposeful in that it “draws our
attention to what matters” (Fels, 2011, p. 340). The narrator commences by describing events endured
by Aboriginal People at the hands of colonizers. Some of these events include loss of land, children being
forced to attend Indian Residential Schools, forced relocations, loss of language, culture, family, and
economies. Some of which results in death. When a death occurs, participants are directed to step off
Turtle Island. As the exercise continues, the land inhabited by Aboriginal people shrinks dramatically,
as does the population. Interwoven throughout the narratives of loss, the narrator shares stories describing

efforts by Aboriginal people to interrupt the ravages of colonization.

Fig. 2: Participants remove their shoes and step on the northern part of Turtle Island. Facilitators distribute handmade dolls
representing the children who were forcibly removed from their homes and sent to Indian Residential Schools and/or children who
died from disease. Some participants hold numbered scrolls, which they are invited to read when the number is called. The scrolls

contain information about the history of the relations.

At the completion of this section of the KBE, participants are directed to recall Turtle Island and the
number of people who were on the blankets at the beginning of the exercise. They are asked to hold the
image in their mind as they look at the dramatically decreased and non-connected landmass, which is
represented by reserves, tracts of land set apart for Aboriginal People (See Figure 2). After moments of
quiet reflection, participants are invited to join a Talking Circle led by the Elder in Residence who
introduces and explains the tradition of a Talking Circle.” As well, he graciously shares his story.
The Talking Stick is then passed around and each participant is afforded the opportunity to share.
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Why the Kairos Blanket Exercise

Understanding and acknowledging the shared history contained within the KBE provides preservice
teachers opportunities to “challenge racial constructs and boundaries [and] face challenges in a society
in which racial categories have profound meaning” (Diangelo, 2018, p. xvi). Moreover, Taiaiake (2010)
argues, “non-Natives must struggle to confront their own colonial mentality, moral indifference, and
historical ignorance as part of a massive truth telling about Canada’s past and present relationship with
the original inhabitants of this land” (as cited in Regan, 2010, p. x). As educators of preservice teachers,
it is our responsibility to include opportunities for students to explore and reflect on their beliefs, deepen
their understanding of our shared history while preparing to teach it.

Theoretical Underpinnings

We were interested in understanding the experiences, the stories to live by of preservice teachers before
and after they participated in the KBE. We were interested in their stories because we understand, “if we
change the stories we live by, quite possibly we change our lives” (Okri, 1977, as cited in King, 2003,
p. 153). Connelly and Clandinin (1990) used the term “stories to live by,” as a narrative term for identity.
Clandinin (2013) wrote stories to live by, “allows us to speak of the stories that each of us lives out and
tells of who we are, and are becoming” (p. 52). We inquired into stories because “narratives are the form
of representation that describes human experience as it unfolds through time” (Clandinin & Rosiek, 2007,
p. 40). We held this notion in our minds as we thought deeply about the stories and the wonders
preservice teachers shared. Dewey’s (1981) notion of experience guided us: “things and events belonging
to the world, physical and social, are transformed through the human context they enter, while the live
creature is changed and developed through its intercourse with things previously lived” (pp. 256-257).
Moreover, Dewey’s (1938) notion of continuity of experience informed the work. It helped us understand
how early familial®> and school curriculum-making* stories were shaping influences on who participants
were, and who they imagined they might become (Greene, 1977). Another Deweyan (1938) notion that
informed this work was the idea that an experience is educative or mis-educative; it helped distinguish
between experiences “that have the effect of arresting or distorting the growth of further experience”
(p. 25), and those that supported the preservice teachers as they worked to shift their stories to live by,
expanding their knowledge of our shared history.

Methodological Framework

Narrative inquiry (Clandinin & Connelly, 2000) is a relational, recursive, reflexive, and qualitative
research methodology and a way to understand experiences narratively. It is grounded in the view that
humans individually and socially live storied lives (Clandinin, 2013). “To use narrative inquiry
methodology is to adopt a particular view of experience as phenomena under study” (Connelly &
Clandinin, 2006, p. 375). The stories of preservice teachers before and after they experienced the KBE
was the phenomena under study.
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Leaning into Huber and colleagues’ (2013) notion of narrative inquiry as pedagogy, Jack-Malik and
Kuhnke (2020) pushed their thinking to include narrative inquiry as andragogy, the art and science of
helping adults to learn (Mews, 2020). This was purposeful because much of what happens in classrooms
is focused on pedagogies to support students to achieve learning objectives, leaving little time for teachers
to participate in and learn from reflexivity activities related to their own practices (Finlay, 2012, 2017).
Naming narrative inquiry as andragogy, the authors were purposeful in their intention for the research
methodology to include opportunities for participants to engage in reflexivity, and thereby encourage
them to understand the importance and value of continuously knowing themselves as learners, and
subsequently making time for inquiry and self-reflection into their learning. Decolonization, including
efforts to create counterstories to existing, often hegemonic institutional narratives, are complex
processes. Lindemann Nelson (2001) described counterstories as “narrative(s) that take up a shared but
oppressive understanding of who someone is, and set out to shift it” (p. 95). The methodological
framework therefore was carefully and purposefully selected to allow participants to deeply engage with
the subject matter, while also allowing opportunities to reflect on who they are as preservice teachers
and who they might become.

Our inquiry utilized the metaphorical three-dimensional narrative inquiry space’ (temporality, sociality,
and place), allowing us to think through the three-dimensional space to understand the experiences of
the participants. Four preservice teachers, Justin, Mitt, Rick, and Marg,® were invited to participate in
research conversations, six months after they participated in the KBE and having just completed their 16-week
practicum experience. During the research conversations, they shared stories, including those from early
school and familial curriculum-making experiences (Murphy et al., 2012). We attended to the temporality
of the stories, when they took place, the contexts in which they occurred, the sociality, and physically
where they took place. Specifically, we inquired to understand how the stories were shaping participants’
understanding of the history of relations between Aboriginal and non-Aboriginal people and their
privileges. Stories included tensions, which became places of inquiry (Clandinin, 2013). Tensions
occurred during practicum, while reflecting on early home and school curriculum making, or when
attempting to compose future-looking stories of who they were becoming as they moved from preservice
to practicing teachers.

Conceptual Framework

Connelly and Clandinin’s (1988) notion of personal practical knowledge—the experiential, moral,
emotional, embodied knowledge teachers hold and express—helped us understand the narratives that
participants shared. Furthermore, their concept of “stories to live by” helped us understand how the stories
reflected their identities as teachers in the making.

The Importance of the Work

This work is important because it inquired into stories, shared by preservice teachers about how their
knowledge and awareness related to the shared history of relations between Aboriginal and non-Aboriginal
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people and was influenced by their participation in the KBE. It is also important because it investigated
implications for teacher educators within the framework of the Calls to Action of the Truth and
Reconciliation Commission (2015) and the Nova Scotia Teaching Standards (2018).

Our Positioning

The authors are tenure-track, assistant professors at CBU. They identify as settlers and allies
(Regan, 2010), working to decolonize themselves, their practices, and the academy. Jack-Malik also
identifies with her maternal L'nu’ relations. Working with an Elder in Residence and Aboriginal
colleagues, Jack-Malik and Kuhnke help to facilitate the KBE. O’Rourke is the designer and course
instructor of the Pre-Practicum Professionalism Series.

Mitt® Shares:

| had not done the KBE before. | had heard of it, and | had heard of the Africville kit. And | know
the Africville Kit has nothing to do with the history, the KBE explores; however, it has the same
concept of getting kids physically seeing the changes. It touched me more than | thought it would
because you physically got to see the blankets taken away and people getting pulled off the floor,
which meant they died. And some people got tuberculosis. Seeing how at one time the Mi’kmaq
people had this huge plot of land and then they were down to little crumpled up blankets,
scattered around put it into perspective, how much trauma they went through.
(Research conversation, May 2019)

Inquiry Into Mitt’s Story

Fels’ (2011) notion of performative inquiry is a way of “drawing our attention to what matters” (p. 340).
What mattered to Mitt was making links to his preexisting knowledge of the Africville Kit (Africville
Museum, 2020), an educational resource designed to increase awareness of 150 years of resistance and
protest by African Nova Scotian families. His comments focused on the participatory nature of the
two experiences and how they are good for kids. Moreover, he described tensions (Clandinin, 2013) as
he “saw” Turtle Island shrink, and “saw” Aboriginal people dying from tuberculosis.” Mitt’s participation
and observations allowed him to deepen his understanding of some of the historic trauma endured by
Aboriginal people. Furthermore, thinking like a teacher, he made pedagogical connections between the
experiences. He commented on the benefits for children; however, he stopped short of making
connections to the ongoing, systemic racism, suffering, and injustices endured by Aboriginal peoples and
the need for individual decolonization by settlers (Regan, 2010). Mitt did not make connections to self,
nor did he use the opportunity to engage in decolonization of self. Rather he reflected on “safer”
pedagogical concerns for future students. Richardson et al. (2017) helped us understand when they wrote:

The path to participation and accountability may be long, and in its early days, but it must
continue in the post Truth and Reconciliation Canada. And while many learners are prepared, at
various points, to take up a stance of “giving back” or living differently, not everyone is ready to
make a social justice commitment. (p. 340)
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Moreover, Regan (2010) sheds additional insight when she wrote:

That settlers fail to see the importance of accepting responsibility for the IRS (Indian Residential
Schools)' is hardly surprising. Maintaining a comfortable intellectual, psychological and
emotional distance from the harsh realities that the system engendered enables us to retain an
identity as well-intentioned, humane citizens - benevolent peacemakers. (pp. 42-43)

Mitt made links; however, he did not use the KBE experience to interrogate his positioning and privilege
as a white male. The question that lingers with us is: Can a settler educator teach the history of relations
between settlers and Aboriginal people without having begun the process of interrogating their own
privilege? Richardson and colleagues (2017) described the importance of work done by allies to interrupt
ongoing narratives of racism:

The victims of racism are not responsible for stopping it; that is ally work where White folks from
the dominant culture can help their brothers and sisters when they go off track. She asks us to
“lean in”, and not away, when one of our group members behaves badly, both including the
person and challenging the person’s unethical or dangerous behaviour. (p. 340)

How will Mitt be able to do this in his classroom if he has not begun to interrogate his beliefs and
privileges? We don’t think he can; however, we remain hopeful because of his willingness to participate
in the KBE and the research conversations (voluntary activities). We also understand the importance of
creating teaching and research spaces that are experienced as safe. We are therefore reluctant to describe
Mitt’s inability to draw himself into the decolonization process as a failure. We understand if we are to
continue to make progress, we must remain open to all openings, not only those we label as the most
educative (Dewey, 1938). Mitt engaged with us, shared his thinking, made links to his developing
pedagogies; these are steps forward on his path to decolonizing.

Justin Shares:

I am the height of privilege being a white, native English-speaking male. | was the third person
exiled off of ‘my” blanket during the KBE and that was a feeling | have never felt before. We talk
about the importance of differentiating between one’s privileges (whiteness, male, native English
speaker) and one’s personal story (my mental health issues). In a social, public environment,
being exiled was something | had never experienced. | felt the exclusion in personal ways. In
terms of being in a group of people and then all of a sudden, being told to ‘book it’, that is
something that has never happened to me. However, if | were black, it wouldn’t have even had
an impact on me, maybe. My reaction was a very powerful feeling and | thought ‘oh my gosh,
this is crazy that I'm being excluded in the KBE!" I also had a physiological thing that happened
in my throat when | was exiled. In other situations, | have felt excluded in personal ways because
of my mental health. | don't know if that's an appropriate link. | think it's different but | think
empathy can come from that. | am not trying to equate experiences of Mi’kmaq people with
my mental health; however, it has helped me see through a more empathetic lens.
(Research conversation, May 2019)
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Inquiring Into Justin’s Story

Justin begins by stating his privileges (Kendall, 2002) and positioning. However, the moment he was
directed to step off Turtle Island resulted in what Applebaum (1995) described as a “stop”—a moment
when his privileges came into tension (Clandinin, 2013) with the role he was enacting. Justin did not
appreciate this. He had a physiological reaction. Regan (2010) states:

Viewed in this way, settlers’ questions, especially the difficult ones that spring to mind as we
listen and that we might try to suppress, are precisely those that most urgently need our attention.
Settler response to Indigenous testimonies, our questioning, may reveal themselves not only, or
even primarily on an intellectual level, but in the feelings and physical reactions that such
testimonies engender. (p. 190)

Justin struggled to temporarily perform the role of an Aboriginal person. His reactions were grounded in
tensions that resulted when his privileged positioning came into conflict with the racist, exclusionary
experiences endured by the Aboriginal person he was asked to enact as part of his participation in the
KBE.

The inquiry that follows is complex and dichotomous. Justin stated a Black participant of the KBE would
not have been affected by being asked to step off. This indicates an awareness of hierarchies related to
skin colour. As well, it speaks to messages he internalized about the lives of racialized individuals. Justin
is able to name racialization as hierarchical; however, he does not connect his whiteness and unearned
privileges as part of the issue. Moreover, Justin’s language choice was repeatedly harsh, including terms
such as “exiled” and being told to “book it,” when in fact the script reads, “will you please step off the
blanket” (Kairos Canada, 2020, p. 3). As well, he names the blanket “my blanket,” suggesting ownership
of the blanket and the land it represents. Justin’s comments have us asking questions about the messages
he inculcated and internalized about racialized people and their lived experiences, alongside messages
of white superiority, resulting in unearned privileges.

As educators inquiring into Justin’s research conversations, we experienced a stop (Applebaum, 1995).
We reflected in dialogue, quietness, and with the research literature. We felt ourselves engaging in
dangerous conversations'' (Le Fevre & Sawyer, 2012). Applebaum (1995) helped us to frame our stop
and our conversations when he stated:

The stop hides in a most hidden place. This is a place that is both near and obvious. As if being
of the same polarity, our habits impel the gaze toward what is distant and complicated. To gaze
is in fact to look far off, toward the unapproachable, the not-at-hand. It is a look of dis-satisfaction,
peering behind, around, in back of, rather than directly at what is in front. It is an averted look.
The habit is of ignoring the call of the personal, cultural, and human...That what lurks might hold
up a mirror to the self and its fears and desires is a repugnant possibility. (p. 16)

Greene (1995) described this as seeing big and seeing small."”> We understand from Justin’s position of
power—possible because of his privileges—he was able to see small, from a distance. He was not
however able to see big—close up, personal, from the lived experiences of the Aboriginal person he was
invited to perform. In some ways we felt implicated by his comments, as if we failed to support him to
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interrogate his privileges. Diangelo (2018) guided our thinking when she wrote, “racism is so deeply
woven into the fabric of our society that | do not see myself escaping from the continuum in my lifetime
however [as educators, we want to be] actively seeking to interrupt racism” (p. 87).

When Justin spoke, we did not follow up with questions about his comment as to how a Black participant
would have experienced being asked to step off Turtle Island. We did not name this a racist comment,
nor did we support him to engage in self-awareness (Greene, 1995). We now understand this as a missed
opportunity to support his decolonizing journey. We also understand this as a moment of tension
between self as educator and researcher (Clandinin, 2013). Moreover, we understand this as part of our
privileged positioning (Regan, 2010).

Justin was able to describe his uniqueness as one who lives with mental health issues. He described his
ability to connect this uniqueness through empathy to the lives of people marginalized. He was also
able to name the unearned privileges he enjoys. However, he was not able to suspend his unique
self-perception to see the wider impacts of societal racism and the suffering endured by marginalized
individuals and communities, and how he is implicated as a member of the white people group.

Marg Shares:

| enjoyed the opportunity to reflect on my KBE experience during the Talking Circle and while
holding the Talking Stick. It was interesting to hear the comments from my classmates as we
passed the Talking Stick around. Everyone’s comments and reflections helped me in my own
process of taking in knowledge and reflecting on the KBE. The Talking Circle experience allowed
me to take time to concentrate, reflect, and learn from others’” perspectives of the KBE experience.

It has been over 10 years since | graduated from high school. We definitely learned about
different things that happened to Aboriginal people in Canada and there was a timeline set up,
but the KBE was more extensive and different from what | was taught in high school. History was
definitely not presented so that we understood traumatic colonization is ongoing, still happening
today.

I have always tried to be aware of who my students are, what traditions are celebrated and to
what extent, because it varies from family to family and from school to school. | think I will bring
my awareness of Aboriginal histories to my classroom. | will ask what are the traditions in
this country, or, what are the different family backgrounds represented in my classroom.
(Research conversation, May 2019)

Inquiring Into Marg’s Story

Marg speaks about the value she experienced as part of the Talking Circle. Mehl-Madrona and Mainguy
(2014) describe the Talking Circle as follows:

A Talking Stick is held by the person who speaks... When that person is finished speaking, the
Talking Stick is passed to the left...Only the person holding the stick may speak. All others remain
quiet. The circle is complete when the stick passes around the circle one complete time without
anyone speaking out of turn. The Talking Circle prevents reactive communication and directly
responsive communication, and it fosters deeper listening and reflection in conversation. (p. 4)
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We understand participation in the Talking Circle as performative inquiry (Fels, 1998). The performance
allows time to explore, reflect, and learn; to develop knowledge of the history of relations between settlers
and Aboriginal people. The listening and reflecting time allowed Marg to rewrite her knowledge of the
trauma endured by Aboriginal people. Specifically, she shifted what she knew as historical events to a
knowing that trauma and systemic racism are not things of the past. She came to understand that
Aboriginal people continue to experience trauma, exclusion, and suffering (Regan, 2010).

Marg previously worked as a teacher at an international school. We were not surprised therefore when
she applied what she learned from the KBE experience and “imagined up,” how she would implement
her learning in an international classroom. Greene (1995) helped us to frame Marg’s imagining when
she, leaning into Dewey’s (1981) work, wrote:

When it came to the meeting of past experiences with present ones... [Dewey] emphasized the
ways in which the formed matter of an aesthetic experience (Marg’s KBE and Talking Circle
performances) could directly express meanings also evoked when imagination begins to work.
(p. 76)

Marg’s imaginings allowed her to describe a desire to pay more attention to children and their families.
Specifically, she talked about acknowledging and including individual customs and traditions.

We understand her imaginings through three lenses. First, the performative inquiry of the Talking Circle
and KBE allowed Marg to rewrite her understanding of relations between settlers and Aboriginal people.
Next, she began to imagine up what her new understanding would look like pedagogically in an
elementary international classroom. And finally, she imagined one further step in that she described a
desire to be more informed about the cultures and traditions of her future students and their families
(Lemaire, 2020). Greene (1995) stated, “the role of imagination is not to resolve, not to point the way,
not to improve. It is to awaken, to disclose the ordinarily unseen, unheard, and unexpected” (p. 28).
We understand these three steps as Marg’s awakening, moving from seeing small, to seeing big
(Greene, 1995). And as her focus shifted from seeing small to big, the potential for her to come
alongside" the children in meaningful and educative ways also grew (Dewey, 1938).

Discussion: Interrupting Privileged Narratives Is Possible

Regan (2010) helped us understand the shaping influence of the KBE and the stories participants shared
during the Talking Circle and the research conversations when she wrote: “under what circumstances
would those who are beneficiaries of colonialism stop denying and choose to act differently” (p. 66).
Holding this wonder, we began to understand the KBE as one tool to nudge participants towards calling
out unearned privileges, and acknowledging a history of relations that accurately reflects what occurred.
Moreover, participants’ performance (Fels, 2011) during the KBE, their engagement with the Talking
Circle, and the research conversations, created andragogical spaces where they felt safe to engage
complex subject matter and have difficult conversations (Le Fevre & Sawyer, 2012). They described
privileges they enjoy based on “their whiteness.” Participants “question[ed] colonialism as an ongoing
system that establishes unfair and wide-spread domination and privileges” (Lemaire, 2020, p. 308).
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Diangelo (2018) helped us to understand how white appearing regularly results in an individual
benefiting from ongoing colonialism, including experiencing unearned privileges. The KBE and
we would argue narrative inquiry as andragogy, creating circumstances where participants, through
self-reflection, questioning, discussion, and performance, were, as Regan (2010) suggested, able to shift
narratives of denial and unawareness. They experienced a stop (Applebaum, 1995). Fels (2011) described
the experience of a stop as follows:

... a moment of risk, a moment of opportunity. Applebaum’s stop moments are those moments
that interrupt, that evoke new questioning, that make visible our habits of engagement, our
biases, issues we have overlooked or have never considered. It is through our questioning and
reflection of these stop moments that new learning becomes possible. Such moments of
recognition are those moments when we see a situation or issue from a new perspective, and
while we may or may not embody this new learning within the role drama, it may influence us
in future interactions. A stop is a moment that calls us to attention; a moment of recognition
when we realize that there are other possible choices of action, other ways of being in
engagement. (p. 341)

Having experienced a stop, participants were then able to, as Laenui (2000) described, engage in
imagining up future educative (Dewey, 1938) stories that include a time when “the full panorama of
possibilities is expressed, considered through debate, consultation, and building dreams on further dreams
which eventually become the flooring for the creation of a new social order” (Laenui, 2000, p. 155).
For preservice teachers then, their participation in the KBE was educative (Dewey, 1938), in that they
engaged in imagining future stories that include Aboriginal perspectives, while engaging in more
meaningful relationships with Aboriginal students, colleagues, communities, and nations.

Conclusion

Narrative inquiry as a research methodology resulted in andragogical spaces (Jack-Malik & Kuhnke,
2020) where participants felt safe to listen, ask questions, trouble their understandings, and share their
stories related to the history of relations between Aboriginal and non-Aboriginal people. Within these
safe spaces they also began to imagine future stories reflecting an increase in confidence to deliver Treaty
Education outcomes within classrooms where students feel included. This is important because, like Okri
(1977, as cited in King, 2003), we understand changing our stories can result in changes to our lives and
to the lives of our students. As we look backward on our individual decolonizing journeys, we understand
the truth-telling content embedded with the KBE, the participatory engagement, the resulting feelings,
and the hoped-for subsequent actions must be known as a single experience upon which educators can
choose to scaffold future learning (Lemaire, 2020). The KBE must not be framed as a one-time professional
development experience that results in teachers becoming decolonized allies. Regan (2010) reminds us,
“without a truth telling in which we confront our own history and identity, and make visible how these
colonial practices continue today, there can be no ethical or just reconciliation with Indigenous peoples”
(p. 235). Moreover, it is therefore important to learn more about other teaching and learning activities
that help preservice teachers and teachers to continuously learn about the shared history, while becoming
and nurturing allyship. Finally, if the intention is indeed to train preservice teachers to become allies,
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then provincial teacher competencies must include statements to this effect. Currently, Nova Scotia
Teaching Standards (2018) do not include a single reference to Treaty Education. This “story” will have
to change if we want to nurture decolonization (TRC, 2015; Call to Action 44) and reconciliation stories
(TRC, 2015; Call to Action 53 iii), while building strong and enduring allyship (Battiste, 2013).

Notes

1. In this paper we lean into the nomenclature suggested by Battiste (2013) when she wrote: “I try
to use [the word] Indigenous when considering the people beyond Canadian borders and use
Aboriginal or First Nations, Metis, or Inuit for students in First Nations programs in universities”
(pp. 13-14). We therefore make use of the word “Aboriginal” when referring to people who
inhabited what is now referred to as Canada, prior to colonization. Content Warning:
decolonization.

2. Elder Lawrence Wells leads by example, and is always ready to participate in activities with
children and youth that incorporate the sacred in everyday life. He is a noted wood and stone
carver and has crafted pipes for prayer. Lawrence is perhaps best known for his positive attitude,
his generosity with his time, his knowledge of the Seven Sacred Teachings and ways we can heal
ourselves, and for his affinity for nature. He does not believe in barriers and is available to
students for support as needed (Unama’ki College. CBU, 2021). “Elders are recognized because
they have earned the respect of their community through wisdom, harmony and balance of their
actions in their teachings” (Indigenous Elder Training, 2020, para. 1). (Indigenous Corporate
Training, 2020, para. 1). https://www.ictinc.ca/blog/indigenous-elder-definition.

3. Familial curriculum making is the curriculum making in which children engage with members

of their families and communities (Clandinin et al., 2012, p. 9).

4. School curriculum-making is the places where the lives of children, families and teachers
intersect and overlap (Clandinin, 2013).

5. Narrative inquirers and participants are situated within a “three-dimensional space with
temporality, sociality, and place” serving as the three dimensions...thinking narratively means
thinking through the three-dimensional space to understand lived experience (Clandinin, 2013,
p. 38).

6. Pseudonyms for the four preservice teachers who engaged in follow-up research conversations.

7. Augustine (2016), states L'nu are “people of the earth,” Mother Earth, and so we call ourselves
lInu (p. 21).

8. Participant direct quotes are edited for clarity.
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9.

10.

11.

12.

13.
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The occurrence of tuberculosis remains disproportionately high in First Nation, Inuit, and Metis
peoples (Jetty, 2020). https://www.cps.ca/en/documents/position/tuberculosis-among-first-
nations-inuit-and-metis-children-and-youth

Over “150,000 Indigenous children were removed and separated from their families and
communities to attend Indian Residential Schools (IRS). While most of the 139 IRS ceased to
operate by the mid-1970s, the last federally run school closed in the late 1990s. In May 2006,
the IRS Settlement Agreement (SA) was approved by all parties to the Agreement.
The implementation of the SA began in September 2007 with the aim of bringing a fair and
lasting resolution to the legacy of the IRSs” (Government of Canada, 2019, para. 1).
https://www.rcaanc-cirnac.gc.ca/eng/1100100015576/1571581687074

Le Fevre and Sawyer (2012), state: “We began by discussing the meaning of the concept of
dangerous conversations: What did the topic mean to us, and how could we locate ourselves
and our research questions in it?” (p. 262).

Greene (1995) wrote about seeing big. She argued that by seeing big, we refuse epistemologically
to consider people as objects; rather we view them embodied in the particularities of their lives.
From this standpoint, Greene believes we can see people in the midst of their living and if we
are attentive listeners, we can be privy to their plans, initiatives, and the fears they face.

Alongside: our ontological commitments shape how we live in the world...and come alongside
participants. These commitments include attending to “the lives, the experiences, of those with
whom we live in relation. Our commitments...are to the lives of the people involved”
(Clandinin et al., 2015, p. 23).
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Coming Into Mindfulness: A Practice of Relational Presence to
Cultivate Compassion in One Rural School

Sonal Kavia and M. Shaun Murphy

Abstract

This narrative inquiry explores personal and professional stories of two educators, nurtured and supported
by their school leadership, in a rural school setting, who have had diverse experiences with the
contemplative practice of mindfulness. Our research primarily focused on the following wonders:
How does the experience of mindfulness practice shift teacher identity and awareness, and the quality
of time educators spend with children and youth? As educators, how can the practice of mindfulness
expand our experience of listening, loving kindness, and compassion within educational spaces?
We explore how their unique experiences of mindfulness are woven into the fabric of their school and a
mindful pedagogy.

Vignette ~ A Warm Welcome

The soft and playful flowers on the wall welcomed me into the front doors of the school. Not sure what
to expect, | felt compelled to move slowly into the small circular entrance where | see three words on a
plant pot:

grateful, thankful, blessed

My head turned, and what | saw next was a beautiful visual canvas sharing an artful definition of the
word ‘family’,

family: people who share a common start and grow to share a common heart.

I instantly shared my feeling with Shaun, my coresearcher; a feeling of warmth one often feels when
they are home. | even said it already reminded me of the sanctuary of the schools | had once worked in
with kindred spirit educators in the distant past. My heart space felt open so quickly in this new space
and | remember saying, “My people are here!”

A few moments later, down the hall, on the way to the gym, the principal smiled and said to one of the
children, “This is my new friend Sonal,” I felt welcomed.

At the gym, we met a young man who regularly practiced mindful yoga with the children. There was
giggling and smiles and high fives as the kids walked in and found their space. The process of arriving in
the gym seemed soft and joyful. The first to come patiently waited as the last ones trickled in. The
principal welcomed all adults and children with her smile and found her seat also on the floor with the
children. | remember smiling at this unfolding process.
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The mindfulness teacher rang the bell, invited us to close our eyes and take a deep breath. | witnessed
a slight raise in the chest of many children around me as their lungs expanded, and then the deep let
down of the chest and shoulders. | remember feeling my own shoulders relax and shift down away
from my ears, as the children relaxed. There was a collective sigh and | remember feeling a sense of
peace as | became aware of my breath.

It was clear, the intention was to make children and community members feel welcome. It occurred to
us that the symbol of a flower invites young people to come in and bloom. Even strangers like us, upon
entering the school, know that there is something kind here, something seemingly soft and nourishing.
The ease we felt coming into this place was unusual. Seeing the words “thankful, grateful, blessed”
alongside a definition of “family” offered the sense that connectedness was important here.

Sonal was careful and cautious as she and Shaun spent time in the front entrance. This was a mindful
way to enter, whether into a building or into an experience with another person. As we moved into an
unknown environment, we observed the language of space, the power of words, and the actions of others
to make sense of that which we once did not know. Inside this rural school, in which this narrative
inquiry unfolded, we instantaneously felt welcomed and at home. As visitors, any caution and care
quickly turned into curiosity and intrigue. Sonal realized she moved slowly and carefully, when she
moved from outside/outer to inside/inner spaces. The power of language all over the walls and the
behavior of the principal, secretary, staff, and children all set an inclusive tone for the visit.

The mindfulness experience in the gym, involving the whole school, had us in the most intimate of
explorations, breathing life force slowly in and out of our bodies in a kind and gentle way. A gathering
this big, and in this way, is a significant happening, especially in this mindful way of learning to breathe
together. lyengar (1999) stated that, Pranayama, a breathing practice, “is a conscious prolongation of
inhalation, retention and exhalation” (p. 10) and that “the practice of Pranayama develops a steady mind,
strong will-power and sound judgment” (p. 10). Sitting and breathing brought us all together in a moment
of time. Hanh (2015) suggested, “when we breathe mindfully, we reclaim our territory of body and mind
and we encounter life in the present moment” (p. 17). Sonal’s first impression and observation of this
school was certainly affected by the commitment of the leadership and staff to the development of the
whole lives of the children. Their actions were reaching towards wellness for themselves and the
children.

In her own teaching and learning journey, Sonal had come into mindfulness years before while teaching
at an elementary school in an urban centre. She had been exploring breath awareness and yoga in her
personal life when the principal at her school sent out a short clip about mindfulness in schools to all the
teachers. The principal had been developing an understanding of how to nurture teachers to experience
such practices for themselves and, furthermore, to understand how children’s well-being might be
enhanced. At that time, in her work, Sonal was considering how to nourish the inner awareness of
children, because she realized that outer awareness was predominantly encouraged. Sonal realized that
teachers often lack the ability, time, experience, and education to honor children’s experience in a
holistic manner. She began to learn what mindfulness was and why it mattered in education.
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What Is Mindfulness?

As she developed an understanding of mindfulness, Sonal came to increase her own practice of bringing
her attention into the present moment. Kabat-Zinn (2005) shared that mindfulness can be thought of as,
“an openhearted, non-judgmental, present-moment awareness, the direct, non-conceptual knowing of
experience as it unfolds, in its arising, in its momentary lingering, and in its passing away” (p. 128).
Barbezat and Bush (2014) suggested that, “mindfulness is being aware in the present moment, not judging
but accepting things as they are” (p. 98). Over time, Sonal realized she felt more present and attuned to
others and her environment. She also felt more connected to her breath. Sonal felt the quality of her
personal and professional relationships became significantly more meaningful. The following quote by
Kabat-Zinn (2013) highlights the true essence of mindfulness:

When we speak of mindfulness, it is important to keep in mind that we equally mean heartfulness.
In fact, in Asian languages, the word for “mind” and the word for “heart” are usually the same.
So if you are not hearing or feeling the word heartfulness when you encounter or use the word
mindfulness, you are in all likelihood missing its essence. (p. xxxv)

Murphy-Shigetmatsu (2018) suggested that a mainstream image of mindfulness is “that it means being
self-centered, yet we can better reframe our inner work as a collective, communal, and connected way
of being” (p. 13). The harmony of inner experience with outer awareness leads to a sense of well-being
that can be holistic, preventative, integrative, and compassionate (Yeager & Howle, 2013). We realized
our research school had undergone changes over time and they were trying to prevent children, teachers,
staff, and people in the community from feeling disconnected. They had been building a language of
mindfulness based on the experience and understanding of the principal and wellness educator, and felt
kindness and compassion was central to their community building. In our multiple visits to this school,
we witnessed and became familiar with the diverse layers of experience and intentions of the research
participants and how they came into mindfulness.

Here We Are...In This Place

Sonal came to understand that this small rural school, G. F. Meyer Elementary," two hours away from a
major city centre, was home to leadership and a group of educators who based their learning and
teaching in the practice of mindfulness. By the end of the first day of Sonal’s initial visit, she had had
conversations with two educators and the principal. Although the encounters were brief that first day,
Sonal recognized the diversity of experience with mindfulness that the participants possessed. The place
reflected a quality of interrelatedness of a thoughtful group of people. A young teacher (Russell), the
wellness educator (Willa), and the principal (Patti) shared their unique story of coming into mindfulness.
This narrative inquiry primarily wondered about the experiences of Russell and Willa, inquiring into how
each of them came into this practice and way of being. We briefly share details of the principal, Patti, to
give a richer picture of the supportive nature of the leadership at the school. Additionally, conversations
with other staff members formed a fuller picture of how changes took place at this school over time.
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G. F. Meyer Elementary School is a home for 199 kindergarten to grade 6 children and 26 staff. There
are 15 teachers who teach in 11 classrooms. It is a small community-based school with a strong sense of
inclusion, connectedness, and relationship building. The children at the school enjoy a wide diversity of
experiences as a result of the generous vision of a leadership and staff who aim to make well-being a part
of their careful work. Sonal smiled much of the time as she observed, interacted, and took part in the
happenings of the day.

Understanding Beginnings

As Sonal spent more time with the research participants, Patti, Willa, and Russell, it was clear that
significant, thoughtful attention was being placed in the environment, the learners, and teachers.
It became evident that a commitment was made to learning about mindfulness and to engaging in
practices of mindfulness. A language and dialogue around mindfulness had been built over time with
teachers, administrative staff, caretakers, and the larger community. All members of this community
engaged and stepped into the process as they felt comfortable.

Patti, the principal, seemed especially gifted in the art of creating a safe and comfortable space for
explorations for the educators, staff, and children in the school. She was strong, energetic, and loving. In
a first interview regarding mindfulness, she exclaimed that she could see the possibilities of mindfulness
and a mindful way of being in her personal and professional life, and we spoke of unconditional love in
leadership. Patti’s message to her staff, and especially the young teachers, was, “that | will love you no
matter what, and | know there is going to be hard days, whatever | can do to help, I will help. I tell them
it will all work out” (Patti, March 9, 2018). Her vision grew and expanded from inside out, and she
definitely wanted her “family” at the school to feel supported by her. We found out that, over time, the
school came to flow more easily at a relational, pedagogical, and communal level as mindfulness was
explored over numerous years. Personal and professional explorations of our research participants
affected the happenings in the day-to-day lives of adults and children at the school. Our research interests
in these personal and professional shifts were guided by narrative inquiry research.

The Narrative Inquiry Method

This research was designed to gather the storied experiences of teachers and an administrator who came
into mindfulness on a personal or professional landscape. Narrative inquiry, the research methodology
used within this study, is, as suggested by Connelly and Clandinin (2006), “the study of experience as
story” (p. 477). The stories of the research participants, as told through interviews and dialogue, provided
a base for understanding the experience of the participants and the school community from the
“three commonplaces of narrative inquiry — temporality, sociality, and place” (p. 479). These
three commonplaces allow an understanding of each participant in a holistic and expansive manner.
Temporality, having to do with the notion of time, allows the researcher to understand participants’ lives
as in a process of change, and flowing between past, future, inward, and outward, “simultaneously in
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these four ways” (Clandinin & Connelly, 2000, p. 50). Sociality, having to do with relationship, attends
to the personal and social situations of both the participant and researcher (Connelly & Clandinin, 2006).
Lastly, place has to do with the location in which the experiences occurred. Connelly and Clandinin
(1999) viewed place as storied and “having a history with moral, emotional, and aesthetic dimensions”
(p. 2). Clandinin and colleagues (2013) shared that narrative inquiry allows for inquiry into the lived
experiences of participants, and may also be attentive to “social, cultural, linguistic, familial, and
institutional narratives” (p. 45). Finally, in a narrative inquiry, we try to understand significant personal,
practical, and social justification (Clandinin & Huber, 2010). We, as researchers, engage in the questions
“So what” and “Who cares?” to understand why this particular narrative inquiry research can be
significant on a wider societal level (Connelly & Clandinin, 2006).

Sonal’s original research puzzle questioned: How does the experience of mindfulness practices shift
teacher identity and inner awareness and promote compassionate educational communities? She was
interested in the quality of time spent with children and youth, and the relational aspects of listening,
loving kindness, and compassion within that time. The three commonplaces of time, sociality, and place
unfolded within our inquiry in which the participants told their stories during five visits over five months.
In listening to the stories of the participants, these questions developed our understanding of their
experiences as related to our research puzzle: How did Russell and Willa come into mindfulness? How
did they come into new understandings and ways of being? What was it about them that was making
relationships flow and bloom at the school?

In their personal lives or within the school landscape, Russell and Willa had come into an understanding
or experience of mindfulness in their own way and at significantly different times or circumstances in
their professional lives. Each participant storied their experience, and within those stories an
understanding of the tensions that affected their identity and awareness became clear. Clandinin et al.
(2010) suggested these are the stories of “who they are and who they are becoming as they interact with
children” (p. 82) and shared that they came “to see tension as a central component in understanding the
experience of people in relationship” (p. 88). In hearing the stories of the participants, similar and variant
threads of the participants’ experiences of coming into mindfulness emerged, as did the tensions each
felt with their new and growing knowledge, a blend of the personal and the professional. This
combination of the personal and practical is understood by Connelly and Clandinin (1988) as personal
practical knowledge, which is described in the following manner:

[It is a] term designed to capture the idea of experience in a way that allows us to talk about
teachers as knowledgeable and knowing persons. Personal practical knowledge is in the
teacher’s past experience, in the teacher’s present mind and body, and in the future plans and
actions. Personal practical knowledge is found in the teacher’s practice. It is, for any teacher, a
particular way of reconstructing the past and the intentions of the future to deal with the
exigencies of a present situation. (p. 25)

The participants told of impacts on their lives personally and professionally and it became apparent that
their “personal practical knowledge” (Connelly & Clandinin, 1988, p. 25) had changed the landscape of
their school. The unique tensions that were present in each participants’ journey of coming into
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mindfulness were catalysts for shifts in identity, knowledge, and awareness. These tensions encountered
by each participant were important in how their personal practical knowledge unfolded. In telling their
stories, considerations of sociality, temporality, and place are given attention (Connelly & Clandinin,
2006), as are the tensions they experienced.

Russell

Russell, a young beginning teacher, was hired the day he finished his practicum in Eastern Canada. When
asked about his introduction to mindfulness, he said it was the principal that introduced it to him one
August afternoon when they met in person for the first time. He had not heard of mindfulness before he
came into his work as a beginning teacher.

He was in his third year as a classroom teacher at the time of our first interview. At Russell’s first interview,
we asked him what his understanding of mindfulness was, and he responded that he would now describe
it as, “in the most basic terms, and like | said, this is constantly changing for me, just being in the present
moment and being aware” (Russell, March 9, 2018). As we interacted with Russell, it was apparent that
he was deepening his knowledge and experience of mindfulness practices with support. We observed
that Russell was open, eager to share, and thoughtful while sharing his experiences about how he came
to know about mindfulness, new understandings of curriculum, and his own shifts, as he moved through
his first years of teaching.

Understanding Mindfulness as Unspoken Curriculum

We recognized a tension of teaching mindfulness in relation to mandated subject matter. Early that first
year while going through his timetable, Russell noticed a block for mindfulness time. He engaged in a
conversation with his principal inquiring into what mindfulness was and why they included this practice
in their school day. Driven by provincial government mandated curriculum, Russell had many questions.

Russell shared that during his early teaching days his time was “purely allotted to curriculum”
(Russell, April 19, 2018). He would teach right up until the bell and felt he had to use all the time to
teach the mandated curriculum. Russell found the concept of mindfulness abstract, which posed a
nervous tension around teaching it to students. It was beneficial for him to have the wellness educator,
Willa, come into his class to teach these sessions. Russell was reflective after these sessions in which the
wellness coordinator worked with the children. He was developing his ideas of how these practices might
be valuable to children:

If we can slowly introduce this to kids it will be so important in understanding their emotions or
feelings, kindergarten all the way to grade 6 here, and they can slowly pick up the pieces. It’s
going to be so important to them...being in the present moment, it could be huge for them,
especially with all these problems going on right now, | think with bullying or mental illness, or
whatever right? (Russell, April 19, 2018)
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Russell understood why the principal, coordinator, and other staff were working towards a language of
mindfulness at the school and his idea of curriculum was evolving over time. There were both small ways
and big ways that shifts had happened for him. In the classroom, it was in the way he felt more relaxed
about what he felt should be happening and allowing things to unfold as they did. Russell had shared
that he saw his relationships in the classroom and in his personal life change over time. He was clear
that he had noticed the way that he responded to others was evolving in his classroom and even in his
personal life with his family.

Understanding how to best bring curriculum to life in the classroom is a challenge and journey for any
new teacher. Russell’s idea of what to teach and what not to teach was changing. He shared, “there were
more important things to teach than the curriculum at times” (March 9, 2018). The more he was referring
to has been highlighted by theorists as “implicit” or “hidden curriculum” (Inlay, 2016, p. 24),
“inner curriculum” (Ergas, 2018, p. 78), and “curriculum-as-lived-experience” (Aoki, 1986). Inlay (2016)
stated, “every school has an implicit curriculum of messages sent by every structure and process, and by
every person in the school’s environment” (p. 24). When a school or educator also takes time with an
inward focused curriculum, it can privilege what Owen-Smith (2017) described as “connected knowing,
interiority, and engagement with the self and others” (p. 25). In this new time of coming into and making
meaning out of mindfulness practices, classroom management, and making connections within
curriculum, there was a period of becoming for Russell. He was becoming familiar with a wider, more
expansive life curriculum. He was also becoming less driven by provincially mandated curriculum,
noticing growth in his own capacity to be empathetic and compassionate.

Slow Evolution—Shifting into Compassion and Empathy

Russell’s ideas of what a classroom and a school should be began to change over time. He experienced
tensions around what a traditional classroom or school should look like. When asked the question:
“What if you didn’t find mindfulness?”, Russell answered:

Well, | certainly know, the type of teacher | would be, | would be a very, for lack of better words,
a traditional teacher. You know we would be sitting in our desks, there would not be tons of
collaboration, there would not be flexible seating, it would be ‘sit down - be quiet’ you have a
job to do. (Russell, March 9, 2018)

Russell felt he was developing a greater relational capacity to empathize and care for the children
because of his mindfulness experiences. He shared,

[a] shift has happened, by being mindful, and being aware and empathizing and caring...three years
ago, | would have said the most important part of teaching is connecting with the
curriculum...and that shifted for me and | honestly believe it is because of the building I am in.
I’'m not saying teaching curriculum is not important, but I think giving students what they need
is sometimes more important. (Russell, March 9, 2018)

Burrows (2011) stated, “relational mindfulness can help educators to address the management, teaching,
and emotional challenges of classroom and school environments more successfully” (p. 24). Kyte’s (2016)
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suggested, “with teachers gaining inner strength, they become more present and responsive to their
students’ needs, thus becoming more effective teachers, role models, and guides to healthy behaviors”
(p. 1147). What we learned from Russell is that mindfulness is a way of attending to the child. The other
things are extras and not the focus of Russell’s work with mindfulness. Through his words we came to
understand that this work helped him pay attention to their lives, and curriculum then became something
more than a sole focus on subject matter.

Russell grew through the challenge of questioning the un-traditional mindfulness blocks; he continued
to participate in the mindfulness sessions that were offered to his class; and he began to take part in staff
professional development, some of which involved mindfulness sitting practice and a weekly staff
gathering for gratitude practice. In the following passage, Russell remarks on the support that he received
from the principal:

Then it slowly started to evolve into what it means to me. As [the principal] gave us PD or we
practiced with our kids, it's something that is ever changing for me. Something that has actually
become very important in my classroom actually, which | would have never said three years ago.
(Russell, March 9, 2018)

Russell shared about shifts he noticed in himself as time went by. He noticed how others worked with
mindfulness practices and saw that the school had become a place of compassion. Bai and Cohen (2007)
highlighted that educators “teach others by being an authentic and living embodiment of what they deem
to be valuable and potentially meaningful to learners” (p. 52). Inlay (2016) shared that, “the affective and
overt behaviors of individuals within the school’s culture, convey messages of the implicit or hidden
curriculum of a school that subtly but powerfully influence the school’s culture” (p. 23). As a researcher
attentive to the impact of the introduction of mindfulness on a beginning teacher in a school, wonders
arose for Sonal: What if Russell had been introduced to mindfulness practices during the course of his
higher education experience in university? What if he had the opportunity to explore and embody a
practice before he began teaching? Russell was just one participant that shifted the essence and fabric of
the school. He acknowledged his experience was affected by another research participant, Willa, the
wellness coordinator, who role-modeled mindfulness experiences with the children in his classes.

Willa

Willa holds the wellness coordinator role at the school and collaborates with the teachers and leadership
to integrate possibilities for wellness experiences for children and adults. Of the three research
participants, Willa has been at the school the longest and works closely with Patti, the principal, in
building the culture of the school. Her position arose historically out of a need that the local school board
deemed important. Wellness coordinator positions were created for many schools within that division.
In Willa’s 10 years, she has been able to observe changes in her role and the school, in her words,
“evolve over time” (Willa, March 9, 2018). There were times when she was unsure of what this role
should look like.
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Willa began a personal contemplative meditation practice nine years prior to our conversations with her.
A mindfulness practice had benefited her personal life in various ways, and she recognized possible
benefits to young people. She explained that to her, mindfulness was like “a process and journey for
oneself in kind of being gentle with yourself everyday” (March 9, 2018). A tension in Willa’s story
involved her questioning how she could meaningfully bridge her personal learning of mindfulness and
meditation into her professional offerings. Connelly and Clandinin (1999) “developed the notions of
personal practical knowledge and professional knowledge landscape, both narrative educational
concepts, as a way of understanding teacher knowledge” (p. 3). Willa shared, “for me it’s so intertwined,
I can’t just talk in a school sense, because they intertwine” (Willa, March 9, 2018). She was expressing
that her ways of being in personal contexts and professional contexts were weaving into each other.
Willa was questioning how what she knew [her mindfulness practices and learning] informed her
teaching practices and her identity as a teacher. In the following interview excerpt, when asked what the
value of the practice was for her, she tells us that her practices of mindfulness are connected to her
identity:

| guess because | feel like if I don’t practice my life is going to get out of control! [laughs]. So
maybe it is not a hard question, it’s a simple answer. | don’t think | can rate it, or put it on a scale
because it has just become who | am. | can’t even say that | have, it's just a part of me.
(Willa, March 9, 2018)

Willa is situated in a supporting and impactful role and her relationships with teachers and children have
changed over time. Clandinin et al. (2013) suggested that lives are composed as a process of change,
involving the “temporal unfolding of their lives in different places and in different relationships” (p. 48).
Willa expressed that her relationships, with regards to herself and others, had shifted as a result of coming
into mindfulness. Although she does not recall the moment she was introduced to mindfulness, she
shared, “I have seen a big shift...that my role has shifted” (Willa, March 9, 2018). Goldman-Schuyler et
al. (2017) stated, “a radical shift is needed for most people to develop a conscious, sustained effort toward
being mindful in the context of work” (p. 87). Willa shared that a significant personal shift happened in
her experience of taking a Mindful Schools course online. She began identifying herself within the school
as someone who could share some of the practices. Willa was developing a “story to live by” in the
context of her school (Connelly & Clandinin, 1999, p. 4). A story to live by refers to identity and is “given
meaning by the narrative understandings of knowledge and context” (p. 4). When asked, “What if you
didn’t find mindfulness?”, Willa shared: “I would be, you know, constantly searching for something, and
with this practice | don’t feel like I'm searching for anything in this job, | really feel like mindfulness is
such a base foundation” (Willa, March 9, 2018).

Willa was finding purpose in the practices of mindfulness to inform her time with children. Byrnes (2012)
stated, “teachers’ transformative experiences have the potential to develop and enhance their ability to
teach with compassion, integrity, and mindful awareness” (p. 25). Willa was developing her
understanding of how mindfulness could be a base foundation from which to engage, and she highlighted
deep listening as beneficial to her teaching journey.
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Deep Listening...Receptivity

Willa’s significant shift in deep listening strengthened her attunement to others. Siegel (2017) shared,
“interpersonal attunement is the focusing of kind attention on the internal subjective experience of
another” (p. 227) and “two differentiated individuals to become linked in that moment as a we” (p. 228).
Willa was deepening her connection to others and her moment-to-moment awareness was her practice.
Barbezat and Bush (2014) stated, “deep listening is a way of hearing in which we are fully present with
what is happening in the moment without trying to control it or judge it” (p. 137). Willa said,
[mindfulness] offers her the tools to “be responding instead of reacting” (Willa, March 19, 2018) within
her personal and school relationships. She further told us that being responsive versus reactive, “was like
a practice to me, a practice of deepening my listening practice.” (Willa, March 9, 2018). She felt adults
and children would benefit as she herself had benefited from a mindfulness practice that gave her tools
and strategies that were empowering for her to listen well within her life relationships. Willa’s personal
practice consisted of practicing meditation both by herself and in community (she lived in a neighboring
city) and to continue to explore being open and present in her daily interactions. Willa said that, over
time, she has noticed her ability to respond versus react had grown. She and the principal of the school
were exploring mindfulness through personal experience and practice, books, and each other. There was
no local community group offering a gathering to practice mindfulness meditation. She identified this
deep listening as something that contributed to her receptiveness in her school relationships. Hruska
(2008) described being receptive as entailing, “being still, open, looking, listening, perceiving, and
waiting” (p. 32). Development of receptivity, which is a slow process, often involves a deep listening
when reflecting both outwardly and inwardly. Willa recognized receptivity as important for both adults
and children in the culture of the school.

Vignette—Inner Voice in Education

I followed Willa to her small office attached to the library. I noticed a lamp was lit and there were
pictures on the walls. There were books on peace and mindfulness on the counter. It was quiet. It felt
like a place to pause and seemed a quiet sanctuary within the school. As we sat together, she shared
that she felt like children need to have time to spend with themselves. She explained that she herself
had spent much time listening for her own inner voice in this space and wanted this to be a space for
the children to do the same.

Willa described her intentions to hold space so that children can have time for quiet reflection. Willa
shared the following,

We are always telling kids to go find an adult, and talk about things, and that is a great strategy,
but | really feel like kids need to start spending time with themselves, reflecting and listening to
that inner voice that | feel we don’t talk about in education. (Willa, March 9, 2018)

She saw herself as a means to which some of the children would have “a chance to listen to their inner
voice” (Willa, April 19, 2018). Willa’s story involved the tension of something missing in our educational
spaces. She alludes to the sense that our inner voices are not attended to, acknowledged, or given space.
She shared that, “mindfulness practice gives answers or ease maybe to the internal dialogue or the
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internal struggles” (Willa, April 19, 2018). Byrnes (2012) reminded us, “contemplative education begins
with the most intimate relationship possible—relationship with oneself” (p. 36) with a movement
“both outward into the world and inward into one’s own mind, body and heart” (p. 37).

Willa was attending to her own inner voice by being receptive and deepening her listening abilities. We
observed that she was reaching towards whole experiences for the young and trying to create space
within the context of her professional offerings. Willa was engaging in her own personal and professional
development by honoring the ontological question: why is contemplative pedagogy important for holistic
education? Willa recognized, from her own experience, the importance of “teaching kids more about
themselves as a whole” (Willa, May 16, 2018) and being a facilitator for experiences to unfold for young
people which encourage “social and emotional needs” (Willa, April 19, 2018) and well-being. The
harmony of inner experience with outer awareness leads to a sense of well-being that can be holistic,
preventative, integrative, and compassionate (Yeager & Howle, 2013). Willa shared her understanding
that children and others want to be around “somebody who is calm and somebody who is not going to
react to what’s being said in that moment and that builds that trust” (Willa, April 19, 2016). Her intuition
and intent were strong in her explorations with mindfulness practices and her impact on the development
of these practices within the culture of the school.

Profundity of the Gift of Compassionate Presence

We realized what these research participants had come into by expanding their experience of
mindfulness. It was presence. The participants themselves did not use the word presence to describe their
experiential evolution. Rather, these words came to us as we stepped back to consider common threads
in their stories and experiences. Compassion and receptivity were common threads. This presence we
speak of here was the expression of the unique effect of mindfulness practices that each had experienced
over time. A profundity of the gift of compassionate presence is that mindfulness is not being reached for
or sought out as an integration into the school, but rather that it is an embodiment of various qualities of
awareness by the very people that bring the space alive.

Merriam-Webster’s (2011) Canadian dictionary defines presence as “the fact or condition of being in a
certain place” (p. 330) Connelly and Clandinin (1999) suggested, “matters of professional identity are
intimately interwoven with spatial and temporal borders on the professional knowledge landscape”
(p. 112). We realized the research participants had both spoken about the spaces of their classrooms and
the unfolding of their awareness over time. Rodgers and Raider-Roth (2006) defined this “presence in
teaching” as

a state of alert awareness, receptivity, and connectedness to the mental, emotional, and physical
workings of both the individual and the group in the context of their learning environments, and
the ability to respond with a considered and compassionate best next step. (p. 265).

Boccio (2004) described mindfulness as a “lived understanding” (p. 20) and goes on to share that
compassion is cultivated so that there is “no sense of separation” (p. 20). Teachers in this compassionate
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presence would see themselves in others and recognize their connectedness to others. The experience
of coming into mindfulness occurred for both these participants after they began their practical
knowledge building in the classroom and school. They were both given the space and time to attend to
the nuances of cultivating compassion, receptivity, and presence into the school culture. The qualities of
deep listening, present moment awareness, direct perception, and empathy are imperative for enriching
our teaching and learning spaces. The teacher participants in this inquiry, with the pillar of support of
the leadership, were given the opportunity to experience and explore a relational mindful pedagogy.

Conclusion

This small rural school has become a positive centerpiece of the community as a result of experiential
shifts. The participants have grown and developed in ways that contributed to a common language or
foundation of mindfulness. It was beneficial to have the opportunity to engage with both a seasoned
teacher practitioner and a beginning teacher. It is worthwhile to continue investigating our wonders:
What if beginning teachers were introduced to mindfulness practices during the course of their higher
education experience in university in a safe and supported way? What if they had the opportunity to
explore and embody a practice before they began teaching? University and college teacher education
classes, which include an understanding and practice of mindfulness, would allow for a platform for
insight and growth before young teachers figure out “a way of relating that requires time, attention and
care” (Schneider & Keenan, 2015, p. 12). The shifting identities of these teacher participants over time
create the possibility that mindfulness practices can have an impact, not only on the lives of children and
adults, but also on the culture of a school.

Note

1. All names of places and people are pseudonyms.
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Abstract

This article emerges from an approach to transformative learning where students are challenged to
explore taken-for-granted assumptions about their experiences in the world. We outline the 6-Part Story
Method (6PSM), which uses abstract images to provide a structured storytelling process that enables
reflexive learning. This is documented through conversations between a university teacher and three
Masters students about the method used in their course on practical ethics in process consulting. Using
individual stories that emerged from a common set of cards, we illustrate how the method enabled us to
critically explore our practices as teacher and student consultants.

Background

This article emerges from the assumption that, as a transformative learner, the practitioner can
“work through experiences that challenge his or her tacit, taken-for-granted assumptions, beliefs, values
and expectations” (Graham Cagney, 2014, p. 789). In our work, we have used the 6-Part Story Method
(6PSM) to aid in this process. We document this through a dialogue between a teacher and three Masters
students about the method used in a course on practical ethics in process consulting. A collective
autoethnographic case study illustrates that the practitioners found that the method enabled us to
“become more open, transparent, flexible, authentic and capable of change” (p. 789).

Specifically, the 6PSM is used as a pedagogical tool to enable reflection amongst students on their own
approaches to ethical practice. It draws on three student consultants’, and the professor’s, reflection after
using this tool. Using a collective set of cards, we include here the four stories that responded to the
prompt, “reflect on the use of the cards as a pedagogical tool.” In the process of telling these stories,
“each card has its particular place and purpose so building the story enables participants to layer
experiences and engage in reflection as the story is created” (Linds & Vettraino, 2008, para 31).
Transformational learning emerges through our lived experiences with these cards and structure.

The 6-Part Story Method (6PSM)

The 6PSM originated from collaborative work between two dramatherapists, Mooli Lahad and Ofra
Ayalon (1992, 2013), who worked with children traumatized by conflict in the Middle East. The purpose
of the 6PSM was to act as a diagnostic tool for therapeutic assessment of trauma-coping methods, and
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the model has its roots in the work of Alida Gersie (1997), Lahad’s dramatherapy instructor, who
developed the Story Evocation Technique (SET).

The 6 PSM framework is similar to Gersie’s original model, which contains a particular structure:

A character.

A task the character has to accomplish.

A helpful force that will help the character undertake the task.

A hindering force that is an obstacle or stops the character from accomplishing the task.

Action where the character goes about coping with the challenge or problem and/or doing the task.
The ending to the story. This is not necessarily a conclusion but a way of understanding what
happened to the character once their problem or task has been dealt with.

In Lahad’s implementation of the original SET model, he would ask participants to draw an image for
each of the six elements of the story. In later versions (see Dent-Brown, 1999; Vettraino, 2017), picture
cards were used instead of drawings, and this process was retained and adapted for the exploration of
pedagogy in this article. The reason for this relates to working with adult participants, rather than
children. Adults feel significantly less free from judgment when it comes to artistic expression, and
particularly drawing (see Kowalchuk & Stone, 2000; Miraglia, 2008; McKean, 2000). Elinor had
commissioned the cards from a local artist. The only parameters set were that the images had to be
abstract rather than of specific people, places, or things.

Warren'’s Story of Learning About the Method

I had known Elinor from meeting her at various Theatre of the Oppressed conferences in the United
States. During a sabbatical in 2012-2013, | was having an online conversation with her about her
research. She was in the middle of doing her D.Ed. Psychology research into the 6PSM where, through
Image Theatre (Boal, 1992), she was exploring with educational professionals their own teaching and
professional lives. They engaged in embodied storytelling—creating, telling, listening, and embodying
their own, and each other’s, fictional stories. The purpose of the research was to examine how an
embodied process could aid the experience of “reflexing” (reflexively processing in action). So, she asked
me to participate in that research at a distance.

One of my approaches to continuing to develop my own pedagogy is to learn new tools and experience
new approaches to teaching. | am an experiential learner in that | have to experience something “from the
inside” in order to learn a new approach. The introduction to 6PSM during a year off researching and
writing was fortuitous and intriguing. When | returned to teaching, | began to apply the 6PSM to my
teaching and research work, experimenting with it, and adapting it to new contexts and circumstances.

The program in which | was a professor, and Tejaswinee, Linthuja, and Antonio were graduate students,
integrates theory, values, and skills in organization development and a systems approach to intervention.
The program is designed to develop the expertise of students as process consultants (Schein, 1999) for
future organizational leaders and consultants who are interested in facilitating change processes within
human systems. An understanding of this approach to consultation evolves through developing a learning
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community where students engage with theory in order to reflect on their experience and interaction
with others.

The professors who developed this cohort program, based on Schein’s approach, write that the purpose
of intervention “at a process level is to enable the client system to catalyze its own learning and renewal,
to change normative patterns to be more proactively adaptive; that is, to become a learning system”
(Taylor et al., 2002, p. 361).

In the course | taught, the design is rooted in the concept of “ethical know-how” (Varela, 1999), which
means that the development of an understanding of our values requires us to become attuned to, and act
appropriately in, our environment. Through repeated engagement, our ethical know-how is identified
and, through feedback, modified. What we experience is determined by what we do, and what we know
how to do is determined by what we are open to doing. We further understand this when we approach
this process through enactive and embodied knowing. Enactive knowing means that ethics develops not
only as principles, but also emerges collectively through engagement with others in joint and shared
action, involving embodied knowing. This means our ethical practices depend upon being actively
attuned to, and in, the world (Merleau-Ponty, 1962; Varela et al., 1991).

The 6 PSM is used particularly in the final class in this course as a way for students to reflect on their

24

journey “into’” ethical practice, and on all the questions that emerge for them.

Reflecting on the Method Through a New Story

About six months after the end of the course, | invited students who had used the 6PSM in their final
papers to collaborate with me on a reflective process well after the experience of using the cards. This
reflective process led to this article.

One of the first things we did was use the cards as a way into “reflexing” on the cards as a pedagogical
and reflective tool. So, using Elinor’s cards and picking random cards, then turning over the cards one
by one, we found ourselves creating four different stories from the same set of cards:

Fig. 1: Cards drawn for our group to make stories from
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Warren’s Story

I was a small seedling just popping out of the ground. Someone had watered me, but I didn’t know who
they were, but | sensed | had been nourished carefully, but I did not know who or what had done so.

As slowly my leaves sprouted out of the ground | saw a kite high in the air and | wanted to fly free like
the kite but still be tethered to the ground because | had come from the ground and needed it as a
connection to my history of being this seed waiting to sprout. But | did not know how I might rise up into
the air flowing with the winds.

I looked for something to guide my way. There were many such things around me but how do I choose
between them all? | would see something like a light and follow it with my gaze and then wonder if it
was the right light to follow.

| feared that people would look at this plant still growing from the ground and wonder why my gaze was
looking ever upward. People laughing at me scared me because | knew there were others that might be
laughing or discounting my quest.

Then I smelled something, and I looked around and saw high up a forest of fruit bearing trees that smelled
so heavenly.

I knew then | was not alone; there were others on the same quest but taking different forms and

movements.

These fruits would then drop seeds that would then become new seedlings that would then engage in
the quest to fly.

Tejaswinee’s Story

One fine day, this little child sprung out of bed like a daffodil rises out of the darkness in the early weeks
of spring. She wanted to climb greater heights, where she hadn’t been before, to get a different view of
her world, a broader view. She wanted to be a full-grown flower! The early sunlight dispelled the
darkness, allowing this little flower to see in the darkness—and so she set out on her mission.

She had only taken a few strides, when fear came crawling into her mind, completely uninvited. This fear
limited her, just like it did when | first looked at these cards. One limitation with these cards is what our
mind does with them, but this limitation can also be a strength if we choose it to be. This little flower
wanted to stand taller, to see more, but worried what others may think if she stood out. Would they laugh
at her for being too tall, too different? What if she wanted to be something else? What if she wanted to
be a fruit tree, and not a daffodil anymore? “That’s it, I'm going to be a magical fruit tree!”, she said.
“I'll stand tall, I'll see the world, and I’ll spread my seeds and encourage others to be what they want to
be, not what they’re told to be.” She finally saw what she never could have imagined—views limitless
and wide, massive and microscopic, and monotonic and vibrant. Smiling at herself, she realized—how
tiny we all really are!
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Linthuja’s Story

She was grounded ... oh so grounded, to the extent where her roots were interconnected with and
wrapped around all those who were sharing her space. The ground, the dirt—that’s all she ever knew,
and the sky, the earth, that’s all she ever felt. Her dream was to dive deep ... deep deep into the ocean
where she was forbidden to be—to dive deep and swim besides the red jellyfish, who so stunningly glows
amidst the dark and stands up to the test of time. The winds were strong, and the tides were heavy—just
strong enough to possibly swift her into the sea with her friends to explore the unknown. It wasn't at all
easy, as easy as it seemed to be, for no matter how deeply she was rooted, the power of touch is all it
would take to guide her off her path. She reaches her neck out to her neighbors, who were slightly taller
and stronger than her. “Help me,” she asks. “Help me travel to the sea, that’s where | wish to be.” The
ground, the dirt—that’s all she ever knew, and the sky, the earth, that’s all she ever felt. Her dream was
to dive deep ... deep deep into the ocean where she was forbidden to be...

Antonio’s Story

I am a growing being.

I am for new understanding and new heights.

A light shines a way forward onto me. | feel warm, whole.

But this is fuzzy, | have no control. This is not a game, it’s serious.
But what if it was. So I let go and imagine. | play in the unknown
And | see. Me.

Analysis

We are writing about transformational learning through our lived experience of working with these cards.
The story is inspired by the cards we pull, so we don’t know the story until we write it.

As we see above, there are different patterns in the storytelling. Some of us wrote in the first person; some
in the third person. Each strategy is a reflection of self. Struggles emerge through the storytelling process.

There is also an interplay between the literal and the abstract. Some stories are quite descriptive; others
use the cards as jumping off points that spark something, which may not be directly related to the cards.
Even the kind of story points to the different ways people think and work. Even if the stories are different
and differently told, we see overarching themes of growth and fear.

Warren: | see my story as a journey into my subconscious mind and bringing its thoughts to the surface
through words. There’s a playful element to my story that has engaged my inner child that may be helping
him to learn and unlearn how to confront fears and challenges.

The idea of “ending” the story with a climax helped me think beyond just a moment or a feeling in the
story. It forced my mind to go a step forward. This was an empowering element that enabled me to be
able to create my own story/narrative. When I think of that, I think of how I might enable students | work
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with to do the same with regards to “dealing with” ethical dilemmas in their professional and personal

lives.

Tejaswinee: The storytelling was a way of re-inventing myself through a narrative offered to me by my
“subconscious” mind. In some ways, it enabled me to uncover the person | knew | was longing to be.
Without necessarily knowing it, the story I told is the story | needed to tell, perhaps even a story | knew
all along, but may have been afraid to accept directly. Similar to how we often learn through resonating
with others’ life experiences and stories, the characters in my story are who | resonated “with,” even

though these characters were created by me and were a mirror of myself all along.

Linthuja: The story | told enabled me to create my wishful, ideal state. It expresses a longing for
community and a breaking away of social and psychological barriers. The cards bring me to a place of
deep imagination and the ability to write freely without overthinking on what my mind may be
percolating. This method allows my pencil to write before my mind fully builds its thoughts. The capacity
to unleash myself from my daylong thoughts, processes, and tasks, allows me to enter a realm of creativity
to build a story where | am who | want to be. In deeper reflection, these free-flowing thoughts are not
truly free, they are in fact pieces of me that are often submerged deeply in my subconscious. The cards

act as my vessel to release me from me.

Antonio: The theme that emerged so far for me is reaching out— breaking free, going above and beyond
by dispelling myths about myself. It enabled me to go beyond the limitations of the mind and a way to
project/externalize ourselves from our own life to take a conceptualized view. By seeing myself through
the characters | was able to get in touch with how | was truly feeling about the situation. The pull to
“desire” a certain outcome as it was unfolding was something | could become aware of and focus on.
I was able to draw on many of the myths and artifacts from stories | heard around me but turn it into “my
narrative,” rather than something that exists separate of me. | realized | didn’t want my story to have a
clear ending. That it was in the uncertainty that | still had a desire to stay in, and that it was the experience
of exploring the question that much of my learning was coming from.

As we see, the comments of the authors point to themes of looking at ourselves through these fictional

worlds.

Reflection

Our graduate program is oriented to enabling student practitioners to reflect on their own learning selves.
In particular, we draw on Chris Argyris and Donald Schon’s (1974) use of the terms “single and double
loop learning” to distinguish between deepened forms of reflection. This idea in part is based on Gregory
Bateson’s (1972) notions of “levels of learning.”
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Context Assumptions Actions > Results
A A A

Single-Loop Learning

Are we doing things right?

Double-Loop Learning

Are we doing the right things?

Triple-Loop Learning

How do we decide what is right?

Fig. 2: Sokolov’s (n.d.) description of Triple Loop Learning

The first loop occurs “whenever an error is detected and corrected without questioning or altering the
underlying values of the system” (Argyris, 1999, p. 68). This involves doing things better without
necessarily challenging our underlying beliefs and assumptions. The goal is improvements and fixes that
often take the form of procedures or rules.

In the second loop, one not only learns but also simultaneously learns how to learn by questioning what
one learned in the single loop. Thus, individuals are able to reflect on whether the “rules” should be
changed, not only on whether deviations have occurred and how to correct them. This kind of learning
involves more thinking outside the box, creativity, and critical thinking. This often helps participants
understand their operating assumptions, so that they become observers of themselves. “To learn to
double-loop learn implies learning to carry out the reflection on and inquiry into the governing variables,
values and norms underlying organizational action” (Tosey et al., 2012, p. 5)

The third loop (which was inspired by Argyris and Schén’s work [1974]) concerns underlying purposes
and principles: “a corrective change in the system of sets of alternatives from which choice is made”
(Bateson, 1972, p. 293). The realizations, emotions, and implications that this entails represent an entirely
new set of alternatives. This involves “learning how to learn” by reflecting on how we learn in the first
place, going beyond insight and patterns to context. The result creates a shift in understanding our context

or point of view. We produce new commitments and ways of learning.

Gregory Bateson (1972) proposes that this level of learning is “beyond the reach of language” (p. 302). It
is generative learning that is unpredictable, emergent, and, by definition, not controlled. Bateson
emphasized the role of the unconscious and aesthetic, saying that learning entails a “double involvement
of primary process and conscious thought” (Brockman, 1977, p. 61).

6PSM speaks to this notion of single-, double-, and triple-loop learning. The challenge is to understand
how one makes the shift between loops. What might enable these changes? The cards show you
possibilities that you wouldn’t be able to see in other ways, like enabling you to see a blind spot we
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otherwise wouldn’t notice. In driving instruction, one is told to always check one’s blind spot when
changing lanes. This is done by using a “shoulder check.” In some ways, the 6PSM is that shoulder check.
It is a bit like an interruption or disruption of the circuitry and facilitates the jump to reconnect the
circuitry.

In some senses 6PSM taps into both the second and third loops of learning. In order to investigate this
further as a group, we looked at our stories derived from the same set of cards. The first level of reflection
we did was for each of us to read each other’s stories with the following questions in mind that would
help us shift from loop to loop:

1. What are the overarching themes that these stories are telling us? What are they telling us about
transformative learning?

2. What questions about transformative learning and change/new ways of knowing emerge for
you!?

3. What are the consequences or effects of this method of looking at learning?

Warren: | find the process is a way for the subconscious mind to surface. The cards and the process bring
up uncooked thoughts, beliefs, wishes—what could be, what | would like to be, what my vision for the
world is. They serve as things that are complementary, or compensatory to what already exists in our

lives, for example, what there’s maybe too much of, or not enough of. Dilemmas emerge.

There is also a playful element to these cards that engage our inner child—that may be helping learn and
unlearn where we confront fears and take on challenges. It also enables insecurities or unresolved
moments from one’s past to emerge. | think the process of the ending with a climax helps think beyond
just a moment or a feeling. It forces the mind to go a step forward and provides an empowering element
where we are able to create, and have a hold on, our own story/narrative.

Tejaswinee: What | find especially powerful is what happens when you give voice to your subconscious
mind to express itself, without consciously imposing a problem statement when embarking on this
method. The theme that seems to be emerging so far is a reaching out, a desire to break free and to go
above and beyond what binds us at the “event” levels of our life. The process helps me dispel myths and
labels about myself, moving past the limits of the mind. Taking this step away from our own life to take a
meta or macro view on it allows for and has often helped me review the gap between when I think | was

doing, versus how | might have been showing up to others.

Linthuja: | find the cards and process create a wishful ideal state where our longing for community takes
form as we break away from social and psychological barriers. It allows me to access moments that ['ve
unintentionally or intentionally hidden in my mind, and the process allows me to build a story of an
alternate reality. These alternate realities reflect a version of me that exists and does not exist, all at once.
What I find to be the most moving about this process is that the story cannot be created twice. Each
moment, each time—a different story unfolds, one card at a time. It is almost as though the process
mimics reality, in that no two events are truly ever identical, regardless of how much you try to retrace

steps. It allows me to reflect on where and who Id like to be versus who | am today. It allows me to
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reflect on why this story, and why now? It helps me to create meaning around events in my life as the
images allow me to externalize the issue or challenge. All the cards—all those parts of me suddenly
become much easier to speak about—to write about. That is the power of the 6PSM. I feel that it is magic,
allowing you to slowly uncover yourself, so differently each time.

Antonio: | found that | didn’t know the story until | told it. Uncovering each card meant that | wouldn’t
know the full story until all cards are uncovered, uncovering one’s true self and allowing me to become
comfortable in my own skin. This enables me to reinvent myself as this fictional character in this fictional
world, but coexisting in the Unexpected. It also gave me a sense of control in my actual life. Like if | could
dictate the story through these cards, maybe my own life isn't so out of my control, maybe | do have
more power over the “narrative” unfolding around me. Much of the value | personally gained through
this method came through these more “meta” realizations.

In our experience, our stories were dependent on the circumstances when we were telling or writing the

story. This storytelling method does raise questions:

What provokes the story? Is it just the cards? The environment? The moment? Your day prior to seeing
the cards? The people you are surrounded by?

You have the story pretty clear in your head before you open your mouth and release it, and as you
release it, it starts to shift and move, creating something new in the telling. How much of the story shape
shifts in the telling?

In attempting to explore these questions, we turn to the notion of the “enactive” pedagogical
environment. Jerome Proulx (2010) writes that

the concept of fitting is not a static one in which the environment is constant and only the species
evolves and continues to adapt. Darwin explained that species and environment co-evolve;
Maturana and Varela (1992) add that they co-adapt to each other, meaning that each influences
the other in the course of evolution. In other words, the fit is an evolving one, with both parties
evolving, leading Capra (1996) to assert that this creates a shift from evolution to co-evolution
(p. 56).

This co-evolution is called structural coupling by Maturana and Varela, because both environment and
organism interact with each other and experience a mutual history of evolutionary changes and
transformations. Both environment and organism undergo changes in their structure in the process of
evolution, and this makes them adapted and compatible with each other. From this notion it follows that
the environment is a “trigger” for the organism to evolve, much as the organism acts as trigger for the

environment to evolve in return.

If we take this idea and connect it to the storytelling, the learner or participant is not necessarily triggered
by the cards, but the story co-emerges within the reflection that is in the story itself.
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The cards thus become a process of “occasioning” (Davis et al., 2000), which is where possibilities arise
when things are allowed to fall together. To occasion something is to bring something about, but not
always deliberately, through changing the conditions of interaction.

These notions have significant implications for the use of “tools” or “activities” in pedagogical
contexts. As Proulx (2010) points out, participants’ learning and change are not seen as causal events
determined by an external stimulus (even though they are triggered by that external stimulus). Rather,
learning and change arise from the participants’” own structure as it interacts with its environment. This
underlines the importance of the “learners” in the learning situation as they influence how storytelling
may unfold.

Conclusion

Throughout the experience, a number of key themes arose from the work, namely safety, difference
between want and need, and creative exploration. Reflecting here on these themes, we will consider
next steps for the work. We will each explore the themes of safety, the difference between want and need
and creative exploration that emerged for us.

Safety

Elinor: For me, the theme of safety relates to the way in which distance is created through the fictional
storied process. Given that the stories being created are “of me but not me” (Boal, 1995), there is an
important element of aesthetic distance being created that enables the creator/teller to explore an
experience as one step removed from it. The reality with transformational learning experiences is that
they are borne out of a disorienting dilemma (Mezirow, 2008) and this is not necessarily a comfortable
event. The use of the story process and the images in particular, creates both a temporal and an aesthetic
space in which the learning can take place.

Warren: The question has emerged for me after using the cards multiple times: what happens when we
tap into the subconscious with visual images as we often don’t know what the impact will be?
There should be a certain level of trust in the group so that it is what | call a “safe enough” space for each
person. | say safe enough because it was safe enough for each individual at that time. This brings me to
the question about scaffolding (Vygotsky, 1978) the use of this card process. Elinor used this process over
several months in her research; | have used it several times with different purposes in the class

environment. Each time | have seen new possibilities.

Antonio: Drawing off of Warren’s comments of safe enough, | could see how the 6PSM facilitated my
ability to be vulnerable in the face of a situation that felt ethically ambiguous, with no clear path forward.
As the cards and story method externalized this process for me, I felt more comfortable bridging the gap
with how I was truly feeling about the situation. The tension of pulling a card that forced you to confront
a reality you may have been trying to ignore is something that challenges your own integrity on whether
it makes sense to step into that space or not.
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Difference between “want” and “need”

Elinor: Often when | worked with this process in the past, the story that individuals would come to the
experience to tell was not the one they wound up telling. There was a difference between the story that
a teller wanted to share and the one they needed to share.

Antonio: While the awareness | gained from the 6PSM was a gift and it also pushed me to have to let go
and trust in the story that emerged. The question always would arise, up that the random nature also
meant there may be a limitless number of possible new interpretations of our stories. | continuously
struggled with the uneasiness between wanting to hold the belief that the story that needed to emerge
will come through in this method. As I look back I realize that this also developed my capacity to trust
not only the process but myself. That what | discovered was “right,” reminding me of the concept of
equifinality, that the same place can be arrived at from many different places. While the cards facilitate

many different branches, the end place is one that gave me the awareness | needed in the moment.

Linthuja: Although the process is random, each time I've used the 6PSM, it has allowed me to tell a story
I thought I never would explore. These stories often represented pieces of me that needed to emerge, but
in a way that was implicit. It helped to not use my voice in the first person, and it helped not to exploit
the challenge or the issue | was having. It was easier to tell my story through the cards and reflect on
what that meant to me. Why this story and why now? Each story represents a root part of me, and it
cannot be explored as separate from me, but as a part of me. As | continue to evolve, my reflection and
emotions from the story, from the time | drew the cards, continue to evolve as well. The stories themselves
feel like seeds—seeds of me deeply planted in the ground, that continue to be nurtured and watered the
more | reflect and retell the stories. In doing so, | become more and more aware of that moment in time
and it no longer feels like a story “out there,” but a story that defines me. Suddenly, | become one with
my roots, while also holding the awareness of the complexity and layers that exist in all of my stories,
since no one story or instance can be defined without the telling of another story.

Creative exploration

Warren: Gregory Bateson (1979) introduces the idea of learning as emerging from dual stochastic
processes. By this he means that creative thought relies on some initial randomness, which is then
assimilated into a preexisting system of beliefs according to a requirement of coherence or rigor (which is
a nonrandom process). In the 6PSM, the cards that are turned over one by one to enable the building of
the story are totally random. The teller must then improvise through engaging with the cards as they are
turned over, as well as the mindspace environment which the prompt for the stories has provided.
(For example, in my class, the prompt might be “think about your experience exploring ethics in this
class”). But the story structure is nonrandom and very structured. Without the randomness, nothing new
would emerge and creativity wouldn’t be able to wander. Without the linear structure, the process of
storytelling would lack reference to the world of the storyteller.
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Several times when this process has been used in class, a student would shout out, “how did the cards
know my story!?” This interplay between fiction and reality has enabled that student to experience
transformative learning. A transformative learning approach helps us to become aware of, and change,
our frames of mind and action. In the 6PSM the story enables us to ‘see’ our original frame, and the
process of recognizing that gives us the opportunity to reframe.

Antonio: | draw inspiration from the roots of the word exploration, “explorare,” which mean to
investigate, or search out (Online Etymology Dictionary, n.d.). While unexpected and random in nature,
there is a quality of searching | found myself experiencing. While | am hesitant about making a comparison
with “tarot,” there is a quality that | was discovering in the “future story” of a “past experience.” With the
drawing of each card both giving me awareness while also helping me rewrite the story of an experience.
I was making meaning in the moment, with the difference being it was not a meaning that emerged from
an external source, but rather socially constructed rooted in my own context and interpretation
(Gergen, 2001).

Tejaswinee: What or how we’re thinking could be based on the intensity of emotions and the
circumstances we're experiencing in those moments. If the cards are being used with a specific thought
in mind, an “in the moment” story card use may look very different than if you are in a more reflective
space, thinking back to an event that happened a while ago. I think the same applies for when we use
the method to just tell a story, tapping more into the subconscious mind and trying to uncover what may
be happening there.

Either way, we have found that the cards provide a space of learning, introspection, and reflection. When
used with children and adults alike, | have found it to be an effective way of plunging quickly into a

creative space by distancing ourselves from our own stories just for a little while.

When [ initially came across this method, | found the structure challenging and limiting. | then asked
myself, “Is the structure limiting you or are you limited by the structure?” Through using the cards a
couple more times, | realized that in fact the structure the method offered was helping me create and
articulate novel stories from my subconscious that | didn’t know | was capable of. Instead of my mind
going everywhere and nowhere, the pictures provide a branch for my leaves to spring from, and
sometimes make beautiful buds, flowers, and fruit. Then when I look back at my stories, | most often find
them to just be a mirror of my internal condition, even though | rarely start with that intention in my

mind.

I find this method, like some other imaginal approaches, helps my very divergent mind flex muscles in
sensing, articulating, and meaning making, all of which are key in the systems-change work | often find
myself engaged in. | have also recently started using it with individuals and teams | work with. | look
forward to collectively reflecting with them on how they are experiencing the process.

Linthuja: Each card, each turn, invites a new story to be told. Despite the structure that is created in the
6PSM, the options are limitless with the turn of every card. The process itself creates a little rigidity in
me—not knowing what might come next, what if it’s a trigger that opens up a story that | hadn’t thought

