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Abstract

This research is part of a collaborative effort pursued by faculty and
graduate students at Simon Fraser University. The project name, LUCID, is an
acronym representing the overall research goal: Learning for Understanding
through Culturally Inclusive Imaginative Development: A community-university
research alliance to build culturally inclusive schools through imaginative

education.

The purpose of this research is to address teachers’ efforts to implement
the Imaginative Education approach. Of special concern is how their perceptions
of “flourishing” are implicated in these efforts. Collaborating teachers work in

elementary schools with high populations of First Nations (Aboriginal) heritage.

This research shares with the LUCID project an action research approach
but also explores cooperative inquiry and portraiture methodologies. By critically
witnessing their own daily struggles to affect change in schools and sharing those
efforts with others, the participants contribute to the understandings of teacher

flourishing and its relationships with Imaginative Education.
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Chapter 1

1.1 Introduction to the Research Project

The research I have conducted is part of a collaborative effort pursued by a
number of faculty and graduate students at Simon Fraser University. The project
name, LUCID, is an acronym that represents, at least in part, the research goal:
Learning for Understanding through Culturally Inclusive Imaginative
Development: A community-university research alliance to build culturally

inclusive schools through imaginative education.!

1.1.1 Statement of Research Problem

Many challenges face public school teachers, especially those who teach in
schools with diverse student populations. In such multicultural schools, teachers
who choose to instruct with an emancipatory agendaz must be creative both in
their approaches to teaching in the classroom and in finding successful ways to
work within a bureaucratic school system. Regrettably, many educators striving
to create positive, sustainable educational change either become numb from what
they perceive as failure of their efforts and resigned to not undertaking further
attempts, or they become so overworked trying to meet their diverse students’
needs that they are unable to grow and learn in their positions (Hargreaves, Earl,

Moore, and Manning, 2001). The latter state of self-deprivation I call the

1 Appendix 1 outlines the details of the project.
2 As discussed in works such as Paulo Freire’s Pedagogy of the Oppressed (1970) and bell hooks’
Teaching to Transgress (1994).
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“Gandhi Effect.” This problem emerges when teachers starve themselves to feed

their students.

The specific research that I have conducted as part of the LUCID project
team has been directed at addressing teachers’ efforts to teach imaginatively. I
have focused particularly on their perceptions of how their own sense of
“professional flourishing” is implicated in these efforts. Flourishing3 is a word
often used - but not to describe teachers - and much of the research being
conducted with and about teachers is centred on teacher change, professional
development, and programmatic efforts to increase student performance in the
face of high accountability with few resources (Hargreaves, Earl, Moore, and
Manning, 2001). Teacher’s voices are still not often heard in the outcry for
educational reform, nor are they often recognized in academic research settings.4
My decision to research teacher flourishing is driven by my belief that efforts to
insure teacher’s professional health helps to insure the health of our children,
and thus, our future. As Bateson suggests in Composing a Life (1989), “The need
to sustain human growth should be a matter of concern for the entire society,

even more fundamental than the problem of sustaining productivity” (p. 55).

Always more than a master’s thesis, this research was born from my own
strivings to maintain vitality and flourish as an educator. After teaching in
secondary schools for over six years in a manner my peers judged to be

successful, I nevertheless became disheartened by the state of schools in the

3 An exploration of this term will follow.

4 Kathleen Casey discusses the silencing of teachers, especially minority women, in her
introduction to I Answer with my Life: Life Histories of Women Teachers Working for Social
Change. (1993). New York: Routledge.
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United States and the magnitude of demands placed on teachers who desired to
be agents of change. When I left teaching to attend graduate school, my desire to
do research that would support teachers became more urgent. Questions
concerning ties between human flourishing and teaching continued to dwell with
me. I did not want to become entrapped in the ongoing discussion concerning
teacher burnout, as I see the state of human flourishing to be a deeper,
multifaceted phenomenon. An active teacher and a flourishing teacher are
analogous to a lit candle and a flourishing fire. When a candle burns out, it leaves
a lump of wax. When a flourishing fire is extinguished, it leaves an expansive

area of barren ground. The loss of a flourishing teacher is of such magnitude.

As I became involved in the Imaginative Education Research Group, I
began to see connections between teachers’ use of their imaginations and their
ability to improvise in the classroom. Could a more developed understanding of
the power of our imaginations enable teachers to flourish professionally? Were
our imaginations the key to moving from the alienated, fragmented persona of
post-modern discourse to a self who can not only “articulate her own coherence”
but also aid others in doing so?5 Although dozens of questions attend to the
relationships between teacher flourishing and imagination, some of the questions

which guided my initial work are as follows:

> How are educators using imagination to improvise teaching practices?
» What factors (administrative, collegial or other) support a climate in which

teachers can flourish professionally?

5 Casey, K. (1993). Using Mikhail Bakhtin’s theory of the subject, she states that “acting within
the limitations constructed by the other, she [all individuals] nevertheless has some choice, and
she has some power.” p. 18.
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> How might this flourishing be implicated in teachers’ imaginative work to

create inclusive classrooms?®

Due to my chosen methodology, I did not enter the research scene nailed
to these questions, but rather allowed the urgent questions of my fellow inquirers
to emerge and to be addressed. Since I have sought to write a text that
transgresses boundaries, that “seeks to create a social science about huran life
rather than on subjects,”(Lincoln and Guba, 1981, p. 184) allowing the focus of
the inquiry to emerge and yet maintain my own interest in teacher flourishing
required constant resculpting of my philosophy, my methodology, and my

relationships with the teachers involved in the project.

1.1.2 Philosophical, Theoretical, and Political Grounding

Initially, this thesis was grounded in the philosophical theories of Aristotle
and Nietzsche and the discourse on democracy as outlined by Held. As my
research progressed, the sociocultural theories of Dorothy Holland, Mikhail
Bakhtin, Clifford Geertz, and Michel Foucault emerged as being relevant to my
findings. Because of this occurrence, I have included philosophical, theoretical,
and political frameworks in Chapter 2. I have also included brief summaries of
contemporary attempts to establish collaborative, democratic research to
illustrate the “progress” research has made based on these philosophies. I feel
that this “broadening” of research scope illustrates my personal growth a

researcher.

6 In order to narrow the scope and account for what emerged in my research, the focus on
tnclusion in this third question was omitted.
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1.1.3 Approaches to Research

This research shares with the LUCID project an action research approach.
However, this research also encompasses qualitative, cooperative and feminist
elements especially relevant to the purposes with which I am concerned. Because
of my quest to find a suitable methodology for researching teacher flourishing,
this thesis has become a documentation of many explorations: that of the
relationships among teacher flourishing and Imaginative Education, the
methodologies of cooperative inquiry and portraiture, and of implementing
Imaginative Education itself. The methodology I have used is a blend of two
approaches — cooperative inquiry, and portraiture. Instead of being bound by a
single approach, I found this blend to better suit both the participants’ and my

needs as the research progressed.

1.1.3.1 Cooperative Inquiry

In my research, I have attempted to conduct a study with people, not
about them. This is a point of divergence from traditional qualitative research
but represents the key aspect of an approach referred to as cooperative inquiry
(Heron, 1996). Cooperative inquirers do research with people, who are invited to
be full inquirers with the initiating researcher and become fully involved in
decision-making (Heron, 1996, p. 3). Researchers choose to explore any aspect of

the human condition through the instrumentality of their own experience.

The outcome of good research should not be just books and academic
papers, but also the creative action of people to address matters that are

important to them. Cooperative inquiry thus correlates with the approach of
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action research, but it is also concerned with revisioning understandings of our
world (in this case, the world of public schools), as well as transforming practice
within it (Reason and Heron, “A short guide...” p. 1). It is essentially tied to the

idea of human flourishing,.

1.1.3.2Portraiture

With its focus on narrative and its use of metaphor and symbol,
portraiture intends to address a wider, more eclectic audience than traditional
ethnographies that focus on specific cultures (Lawrence-Lightfoot, p. 10). My
intention has been to move beyond a solely academic audience by writing in a
language that is not specifically coded or exclusive and is instead evocative for
readers who are interested in how imagination and teaching are related. I have
attempted to highlight one teacher’s experience with hope that it will resonate
with others. While sculpting the portrait, I considered two central questions: (1)
What in this life would have resonance in other lives? and (2) How might this
individual experience inform others? (Lawrence-Lightfoot, p.153) My hope is
that by creating a portrait of a teacher, others may be able to see an image that
reflects their own state of being in some way. Perhaps readers will reflect on
what leads to and deters their own flourishing and consider how imagination is

tied to this reflection.

1.1.4 Approach to Relationships

The teachers involved in my research volunteered their time and effort to

explore the nature of teacher flourishing and Imaginative Education. I encourage
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those represented in this thesis to see my representation as a reflection of my

experiences. As Bateson (1977) suggests:

There are two things about dealing with creative people. One is
acknowledging their creativity, exploring it with them, getting them
to do something other than just talking about it, and the other is
helping them, because it’s a hard process, and they can get
discouraged. The advantage is that they really want to finish their
creations. The thing that keeps them going isn’t charisma—that’s
what hooks them in—it’s achieving. Frequently, when you're
exploring some blockage, just doing it is like holding up a mirror, so
they can see what they have achieved, and that’s more important
than the actual advice you give. (Bateson, p. 182)

This thesis is a mirror that reflects my beliefs, my research experiences,

and the relationships between teacher flourishing and Imaginative Education.
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Chapter 2

2.1 Philosophical Framework

2.1.1 Definition of Terms

I will first present the various definitions of the term, flourishing, and
illustrate its symbiotic relationship with the word, imagination. Flourishing
means to “grow well...thrive...to do or fare well...to prosper” (Webster’s Revised
Unabridged Dictionary, 1998). These definitions could describe a person, a
plant, or an industry, among others. However, further definitions relate more to
human beings: “to be in a period of highest productivity, excellence, or influence;
specifically of authors, painters, etc.; to be in a state of activity or production.”
These definitions seem to suggest that flourishers are “in the zone,” in athletic
terms. For instance, Lance Armstrong, professional cyclist, has been flourishing
since overcoming cancer and winning the Tour de France six years in a row.
These definitions also may conjure images of passionate painters, stroking their
canvasses with a frenzy, perhaps even with a flourish, as represented by the
following definition: “to make bold, sweeping movements...to play with fantastic
and irregular motion...to execute in an irregular or fanciful strain of
music...”(Webster’s Revised Unabridged Dictionary). These last definitions tie
flourishing to creativity and risk taking, both of which are, arguably, key aspects
of master teaching. As a whole, these definitions describe processes that can be

said to be highly imaginative.
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Imagination is what gives flourishers creative potency. Is it not striking,
then, that the definition of the word imagination is rife with references to power:
“the imagine-making power of the mind: the power to create or reproduce ideally
an object of sense previously perceived; the representative power: the power to
reconstruct or recombine the materials furnished by direct apprehension; the
power of recollection: the power to recombine materials furnished by experience
or memory for the accomplishment of an elevated purpose”(Webster’s 1913
Dictionary). Imagination instils people with the ability to confront and
resourcefully deal with unusual problems (WordNet, 2005). It is also regarded as
responsible for “fantasy, inventiveness, idiosyncrasy, and creative, original, and
insightful thought in general, and, sometimes, for a much wider range of mental
activities dealing with the non-actual, such as supposing, pretending, 'seeing as’,
thinking of possibilities, and even being mistaken” (Dictionary of Philosophy of

Mind, 2005). It is the power to improvise.

The potency of the imagination relies on the mind’s capacity to decompose
its conceptions and then recombine the elements of them at its pleasure. People
who harness this imaginative power not only survive, but flourish. One would
think that such flourishing individuals would also be happy, but this is not
necessarily so. An analysis of the relationship between flourishing individuals

and their state of happiness follows.

2.1.2 Aristotle: The Telos and its Relationship to Happiness

The concept of human flourishing was first recorded by Aristotle (384-322

BC), who described happiness (eudaemonia) as “human beings flourishing in
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their natural environment,” (Belliotti, 2004, p. 6) and an “activity of the soul in
accord with excellence” (Belliotti, p. 11). His definition of happiness as
flourishing extends to “living well and faring well: having and exercising the
moral and intellectual virtues, while enjoying a measure of material, worldly, and
personal success” (Belliotti, p. 11). His recipe for happiness includes attaining
these five virtues: “wisdom, understanding, prudence, temperance, and
generosity,” while benefiting from a number of “goods”: “a congenial home life,
friends, leisure time, freedom, health, an acceptable physical appearance, and
material prosperity” (ibid., p. 11). Aristotle explains how and why achieving this
recipe makes us happy by referring to our telos—our innate goal based on our
distinctive human function. Because of our biological constitution, he believed
we are fulfilled only through requisite intellectual and moral activities that lead to

a goal, all carried out within a social context (Belliotti, p. 6).

Although Aristotle’s concepts have been highly influential in Western
philosophy, he failed to address the tragic nature of human life and its
relationship to happiness, instead offering only a picture of a middle-class male
citizen who enjoys leisure, contemplation, civic participation, relatively good
luck, and congenial social and family relations.” In addition, his appeal to a fixed
human telos as the link between happiness and value is less persuasive today
than when he wrote, as his views can be considered reductionist in a pluralistic

society. Most important, his definition of happiness as “faring well” could

7 Belliotti, p. 15. Aristotle denied that women, slaves, manual labourers could be happy due to the
virtue of their social positions, which did not grant them the mental capacity or social conditions
to fare well. As a feminist, I obviously have issues with this ideology, but, then, he was a man of
his time and accurately saw how poorly women were positioned.
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describe those who would not consider themselves happy. Individuals like
Abraham Lincoln, Martin Luther King, Jr., Mother Teresa, and John Lennon
could be described as flourishing in their time, but it is difficult to determine if
they were happy. Thus, Aristotle’s definition has been understood more as the
concept of human flourishing, a contemporary designation which does not
require a person to consider themselves happy. Although meeting his list of
“faring well” increases our chances for happiness, it would seem that a conscious
subjective response entailing sustained joy, contentment, exuberance, or peace is

necessary for happiness (Belliotti, 2004, p. 18).

2.1.3 Nietzsche: Enjoying the Struggle

How does struggling with challenges, even tragedies, influence our
capacity for flourishing? Nietzsche understood that achieving greatness
necessarily involves suffering and the overcoming of grave obstacles (Belliotti, p.
55). Since we cannot eliminate suffering, he said, we should use it creatively;
consequently, he evaluated people by their ability to transform suffering to
spiritual advantage. Because suffering and resistance can stimulate our highest
creative energies, by changing our attitude toward suffering from pity to
affirmation, we can open ourselves to greatness. For Nietzsche, the joy and
strength built by such creative struggle surpassed the “happiness” of the “banal
masses” (Belliotti, p. 56). Although as elitist in his viewpoints as Aristotle,
Nietzsche thought the ability to understand and celebrate the unpredictable
nature of existence and the fragility of our social structures and to find happiness

in the process of experiences that are affirming could grant even those not born
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into aristocracy the highest mentality of amor fati, the unconditional love of life
(Belliotti, p. 91). The trick to creative living is to use suffering as a springboard
for robust creative striving, which creates meaning and purpose for life. People
who live in such a way become “grand transcenders” who are deeply and self-
consciously engaged in the project of deconstructing, re imagining, and

recreating the self (ibid., p. 116).

Applying Nietzsche’s ideology to the lifestyle and practice of teachers can
evoke interesting insights regarding teacher flourishing. Since teachers
encounter daily challenges as they are confronted with students of diverse needs,
ever-changing curriculum, increasingly mandated tests, and concerned parents,
how they respond to these struggles has important implications for their
possibilities for flourishing. These notions are echoed and specified in Holland’s

(1998) sociocultural orientation to improvisation, which is explored below.

2.2 Theoretical Framework
2.2,1 Improvising Worlds

Whereas Nietzsche posited the importance of transcending boundaries
and reimagining the self, he did not indicate much about how this process could
be undertaken in the social spaces we live in, most of which are more
bureaucratic than democratic. The work of sociocultural theorists suggests how
this work might be taken up by individuals in the positions to which they find

themselves assigned.
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In their work, Identity and Agency in Cultural Worlds (1998), Holland,
Lachicotte, Skinner, and Cain state their objective: to recognize human beings as
bounded social and cultural creatures, but to recognize the manner in which
individuals and groups sculpt their identities, “led by hope, desperation, or even
playfulness, but certainly by no rational plan” (p. 7). Holland et al. seek to move
beyond the culturalist and constructivist approaches by building upon elements
of Vygotsky (1978), Bourdieu (1977), and Bakhtin’s (1981) theories of culture,

identity, and discourse.

Culturalists theorize that people are socialized in given cultural milieus to
internalize morals, beliefs and knowledge valorised in those settings.
Constructivists put forward that social positions (based on unequal distributions
of power and privilege) have major implications for the participation or exclusion
of people from the milieus they inhabit. In Holland et al.’s perspective, neither
socialization nor positioning tells the whole story of persons’ lives. Rather,
Holland et al. theorize that actors respond to these socio-cultural elements in

creative ways, often improvising novel activities (Holland et al., 1998, p. 13).

People constantly face disjoint circumstances in which they need to
improvise a response. Hence, who we are (our identities) may be under constant
reformulation. As we relate to new circumstances and with new people, we
change in a multitude of ways. Four specific ideas help to indicate how this
change might occur: figured worlds, positionality, the space of authoring, and

imagined worlds (Holland et al., 1998).
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2.2.1.1Figured Worlds
In Holland’s terms, “A figured world is a socially and culturally

constructed realm of interpretation in which particular characters and actors are
recognized, significance is assigned to certain acts, and particular outcomes are
valued over others” (1998, p. 52). In the figured world of the Catholic Church, for
example, the Pope is the recognized leader, attendance, prayer, and confession
are significant acts, and the dissemination of the Christian faith is highly valued.
The rules of the Church are authoritative discourses (Bakhtin, 1981) that shape its

realm. Those who violate these rules may be condemned and ostracised.

2.2.1.2 Positionality

Positionality is one’s relational identity. It concerns one’s social place,
entitlement, and how one identifies one’s position relative to others in terms of
power, social affiliation and distance (Holland et al., p. 127). Persons look at the
world from the positions into which they are cast consistently and often act

accordingly (Holland et al., p. 44).

In this realm of identity, one’s acts constitute relations of hierarchy. One’s
acts and comfort level are determined by her own assessment of her place in the
world. This perceived position may lead minority groups to silence themselves
and Presidents to attempt to conquer the world. Positionality affects confidence,

and being “low” in position can inhibit creative action altogether:

Such persons [in reference to those who hold a “low” position] lose
their creativity: because they are compelled to assume the identity
of the Other—in exchange for academic success—they cannot
represent themselves; they are forced to masquerade as the
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authentic, idealized ‘Other.” (Fordham, 1993, p. 26, cited in
Holland et al., p. 132)

Much of the space of our lives is a masquerade. Through acknowledging our
identities as being tied to the communities we inhabit but allowing for individual

agency in the fashioning of these identities, we create spaces of authorship.

2.2.1.3 Space of Authoring

Mikhail Bakhtin (1981) brings attention to the process of “dialogism,” in
which sentient beings always exist in a space of being ‘addressed’ and in the
process of ‘answering’” (Holquist, 1990, p. 169). In this space, there is no human
action that is singularly expressive. The author works within and alongside a set
of constraints that are also a set of possibilities for utterance (ibid., p. 171). “In
‘answering,’ the self “authors” the world—including itself and others” (ibid).
Identities are thus social forms of organization, public and intimate, that mediate
a development of human agency. Subjectivity happens at an interface between
the social and embodied sources of the self. This is called the self-in-practice, or

the “authoring self” (Bakhtin, p. 32).

The space of authoring is a social space of struggle, and intentionally

joining this struggle has a powerful effect on one’s identity and agency:

This process...becomes especially important in those cases where a
struggle against such images has already begun, where someone is
striving to liberate himself from the influence of such an image and
its discourse by means of objectification, or is striving to expose the
limitations of both image and discourse. The importance of
struggling with another’s discourse, its influence in the history of an
individual’s coming to ideological consciousness, is enormous.
One’s own discourse and one’s own voice, although born of another
or dynamically stimulated by another, will sooner or later begin to
liberate themselves from the authority of the other’s discourse.
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This process is made more complex by the fact that a variety of
alien voices enter into the struggle for influence within an
individual’s consciousness. (Bakhtin, 1981, p. 348)

The writing of this thesis, for example, represents my own struggle with various

limitations of schools of thought, methodologies, and relationship boundaries.

2.2.1.4 Imagined Worlds

School often begins through play, and play happens through the world in
which it is observably set. When we master play, we master our imagination, for
“the social practice of ‘acting otherwise’ becomes the grounds for ‘thinking
otherwise’” (Holland et al., p. 236). The capacity to formulate other social
scenarios through imagination ensures one’s individual agency (ibid., p. 236). As
Weber (1978) proposes, there may be an iron cage around us, but not within us,
as long as we can imagine other possibilities. Imagined worlds can be potent
cultural resources that help us envision new identities and act to bring them to
fruition. Once developed, discussed, and otherwise “played with,” new worlds

can become foundations for changes in greater society.

Individuals labouring in isolation cannot author identity. Since creativity
is collectively enabled, it takes a group of active players to create an imagined
world and pass it on to others (Holland et al., p. 275). Just as identity cannot be
authored individually (ibid., p. 272), the boundaries of Imaginative Education
must be played with collectively. This social play develops competency in newly
imagined communities. Such newly imagined worlds “build in their rehearsal a
structure of disposition, a habitus, that comes to imbue the cultural media, the

means of expression, that are their legacy” (Holland et al., p. 2773). This has
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interesting implications for a consideration of teachers’ imaginative acts and their
relationships to other players, be they students, peers or members of the
Imaginative Education Research Group (IERG). How these players are
positioned relative to one another may contribute to (or hinder) their possibilities

for collective imagining. This will be considered in more depth in Chapter 5.

2.2.2 Fossilization

Improvisations, although seemingly fleeting acts, can lead to lifestyle
changes in whole societies. According to Bourdieu’s “practice theory,” (1977)
improvisations happen when “our past, brought to the present as habitus, meets
with a particular combination of circumstances for which they have no
programmed response” (Holland et al., p. 18). Through improvisation,
significant changes occur in lifestyle from one generation to another, for the
initiatives of the parent generation are the beginning of a new habitus for the
next generation. In other words, sediment from one woman'’s experiences
grounds her improvisations, which are influenced by the cultural resources
available and are subject to the positions afforded her in the current
circumstance. The more habitual the “new” improvisations become in a present
generation, the more prone they are to “fossilization.”8 These whims of
improvisations may one day become an icon for future practices, a process of
heuristic development (Holland et al., p. 40). Therefore, teachers who improve
their ability to improvise by strengthening their imaginative ability may, in

creating opportunities for improvisation for their students, act as catalysts for

8 “Fossilization” is Vygotsky’s term (1978).
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societal change. If their students have opportunities to improvise they may feel
more secure and confident in their abilities to do so not only in the figured world

of the classroom, but also in other worlds they may encounter.

2.2.3 Improvising and Composing Lives

In Composing a Life (1989), Bateson suggests that the compositions of
individual improvisations be shared as models of possibility for future
generations (p. 232). As each person does identity work by improvisation, she
discovers the shape of her creation along the way, rather than simply pursuing a
vision already defined. Composing a life means integrating one’s own
commitments with the differences created by change and the differences that
exist between the people of our pluralistic society (Bateson, p. 59). To compose,
we must be open to possibilities and gather the capacity to put these possibilities
together in a way that is structurally sound (ibid., p. 263). The first process is
improvisational, requiring the imagination to gather the resources available,
create new resources, and combine them in various ways; the second process is
one of memory, requiring the imagination to reproduce, recollect, and
reconfigure past solutions to challenges (ibid., p. 34). Composing a life as an
artistic task requires individuals to find a way of taking what is simply ugly and,
instead of trying to deny it, using it in a broader design (ibid., p. 211). Following
Nietzsche’s ideal of amor fati (1954), artists grapple with all aspects of their

environment and incorporate them unconditionally into their work.

Bateson shares Held’s viewpoint (1984), which is discussed in the

following political framework, that human beings must evolve toward a more
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accepting, open, democratic society in order to flourish. She believes that “one of
the great steps forward in history was learning to regard those who spoke odd-
sounding languages and had different smells and habits as fully human. The next
step, which we have not yet fully made, is the willingness to question and
purposefully alter one’s own conditions and habits, to learn by observing others”
(Bateson, p. 57). When she teaches anthropology, she encourages students to
think in terms of three cultures, because they could too easily reduce true human
diversity to a single dimension of difference - us and them, civilized and savage
(ibid., p. 70). She also stresses to these students that the fundamental problem
of our society and our species today is to discover a way to “flourish” that will not
be at the expense of some other community or of the biosphere, that we must

replace competition with creative inter-dependence (ibid., p. 239).

The struggle to combine commitments in order to flourish is really a
search for ways to make the combinations mutually enhancing. Bateson says,
“Implicit in everything we do is a longing for synergy, a hope that when there are
competing demands on our time or strength we can find a non-zero-sum
solution—not this replacing that, but this enhancing that” (Bateson, p. 238). It is
not sufficient to reject one tradition and embrace another, nor is it sufficient to
“camp out” in a new tradition without commitment, taking refuge in relativism to
avoid responsibility and using distance to avoid the need to criticize the culture
one comes from (ibid., p. 66). We must create new ways of being as our lives, and

our world, evolve.
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Bateson believes it is time to explore the creative potential of interrupted
and conflicted lives, in which energies are not narrowly focused nor pointed
toward a single ambition (ibid., p. 9). These are lives in which commitments are
continually refocused and redefined; these are, in my opinion, the very lives of
teachers. By observing how teachers have coped with discontinuities in their
lives, we may discover important clues that will help others cope with the

unfolding education agenda.

Bateson, like Nietzsche (1954), and Hargreaves (2001),9 believes that
within discontinuity is implied possibility as well as loss and the need to
construct a new model of self-preservation that proclaims commitment without
dependency (Bateson, p. 197). The central survival skills are building the capacity
to pay attention and respond to changing circumstances, to learn and adapt to
new environments (ibid., p. 231). While immersed in the changing milieus of
educational practice, each teacher searches for her own kind of integrity, learning

to improvise in a culture where she can only partly be at home (Bateson, p. 13).

2.2.4 Interpretation as an Imaginative Act

Conducting research with integrity while also allowing for creativity is the
work of qualitative researchers, especially those attempting to interpret culture. I
see three significations for imagination in my work as it relates to the following:
ethnography, the work of teachers, and the theoretical framework of Imaginative

Education. Interpreting these overlapping layers of meaning is a complex task.

9 Hargreaves’ research is discussed in the Political Framework.
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According to Clifford Geertz in The Interpretation of Cultures (1973),
“What the ethnographer is faced with is a multiplicity of complex conceptual
structures, many of them superimposed upon or knotted into one another...which
he must contrive somehow to grasp and then to render” (p. 10). In a place like
schools, what most prevents those of us who grew up in separate cultures from
grasping what people are up to is not ignorance as to how cognition works, but
“lack of familiarity with the imaginative universe within which their acts are
signs”(Geertz, p. 13). Anthropological writings are second and third order
interpretations, so to construct descriptions of the involvements of teachers is
clearly an imaginative act (p. 15). This thesis is thus an imaginative act relating
to the imaginative work of teachers involved in implementing Imaginative

Education.

Although the appraisal of an ethnographic account rests with the degree to
which the writer is able to clarify what goes on, (Geertz, p. 16) “nothing has done
more to discredit cultural analysis than the construction of impeccable depictions
of formal order in whose actual existence nobody can quite believe” (ibid., p. 18).
Thus, I have written about how I understand what I observed and trust that it is

not necessary to know everything to understand something (p. 20).

When we apply the philosophical and theoretical frameworks of human
flourishing, identity, and imagination, “teacher flourishing” becomes a term that
describes professional educators possessing the power to utilize their
imaginations to create vibrant classroom climates and engaging curricular units

that allow spaces for self-fashioning. Although such teachers may maintain these
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characteristics in adverse educational environments, it would seem that the
suggested freedom and camaraderie of a democratic climate would foster a
community of flourishing teachers. It becomes necessary, then, to look into the
variety of ways “democracy” is interpreted currently, and what such a setting can

offer as far as foundational support for educational institutions.

2.3 Political Framework

Democracy is a term heralded across mountaintops and placed on the
tallest pillars of North American society, but it remains a concept heatedly
debated. In today’s postmodern society, meaning making is a pluralistic, evolving
phenomenon, and reform efforts to restructure governmental power and civic
structure are aimed to equalize the capacities of humankind to make these
meanings. It is no longer an acceptable democratic practice to invite anyone
interested to participate; instead, “spaces” are “created” by those intending to
minimize privileged voices and evoke those often silenced. The question
remains: how much democracy do we need? The seductive aspects of “unity”
and “justice” that pervade political discourse create assumptions and invite
patterns of repetition. These same patterns are replicated in research

methodologies, so it is important to look at their origin and evolution.

Democracy has evolved significantly since the time of Aristotle. For
instance, contemporary liberals agree that liberal educational institutions need to
disconnect their evaluation and functioning from a teleological understanding of
human beings or the designation of the activities and practices signalling human

flourishing (Mara, 1998, p. 2). According to this viewpoint, democracy seen as a
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regime characterized by freedom and equality accommodates a variety of
competing conceptions of “the good life.” By refraining from endorsing a single
vision of the “good” human being, democracy allows its citizens substantial
freedom of choice. While this openness accepts the possibility of serious mistakes
about private goals, democratic citizenship stands independent of the practice,
and perhaps even the possibility, of human excellence, and thus human

flourishing (Mara, p. 301).

Is it possible, however, for a democratic setting to exist separate from a
participatory public? Aristotle's teleological understanding of human practice
challenges this separation. For him, it is illusory to expect that even moderate
regimes can encourage the development of “good” citizens without also
attempting to foster the growth of people who are also “good” human beings
(Mara, p. 301). Thus, as Holland et al. (1998) suggest, the educational processes
of socialization and individuation are interconnected and are influenced by the
political culture. Constructive education within democratic societies therefore
requires a knowledgeable appreciation of the liberal institution’s influence and
limitations. For Aristotle, the best available education does not require the
creation of a more communitarian culture that challenges liberalism. Instead, it
relies on the encouragement of a choice - worthy human practice that is
accessible within liberal democratic political culture (ibid., p. 301). Although
human beings need a strong social aspect of their lives to flourish, they do not
need to be part of a commune or find consultation for every choice they need to

make.
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Presently challenging one another in the democratic arena are the New
Right and New Left theorists. In general, the New Right, often called neo-
liberalism or neo-conservatism, holds that political life should be a matter of
individual freedom and initiative, like economic life (Held, 1984, p. 175).
Therefore, a free market society that works alongside a “minimal” state is the key
political objective. New Right thinkers insist that individual freedom and
responsibility have been compromised recently due to bureaucratic agencies
increasingly regulating and controlling people’s activities. They call for an
advancing “liberalism” against “democracy” by limiting the state’s use of power.
They believe that the ideas behind distributive justice are unjust because
“equitable distribution” always requires a central authority to act as if it knew
what people should receive for their efforts and how they should behave. They
therefore put their collective hope in the free market, a “sufficiently sensitive

mechanism for determining ‘collective’ choice on an individual basis” (Held, p.
175).

The New Left theorists, on the other hand, question the extent to which
individuals are “free” in contemporary liberal democracies. To enjoy liberty, they
say, means to not only enjoy equality before the law, but also to have the
capacities (the material and cultural resources) to be able to choose between
courses of action (Held, p. 176). The existing relationships between men and
women, working, middle, and upper classes, various ethnic groups, homo and
heterosexuals do not allow formally recognized rights to be realized. They believe
that the rights stated in democratic theory are impotent if they cannot be

practiced in everyday situations, and they view the current privileges of
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individuals to be highly unequal. One illustrative comment from the Left: “The

doors of the Court of Justice stand open to all, like the doors to the Ritz Hotel”
(ibid., p. 177).

Held (1984) identifies two main problems with current democratic society
that encapsulate issues from the Left and the Right. First, the structure of civil
society, which includes private ownership of productive property and vast sexual
and racial inequalities, does not create equal spaces for effective participation,
thoughtful political understanding, and equal control of the political agenda.
Second, the structure of the liberal-democratic state, which includes large, often
unaccountable bureaucratic apparatuses, institutional dependence for capital
accumulation, and politicians distracted by pending elections, does not create an
organizational force that can adequately regulate civil power centres (Held, p.
181). It is necessary, therefore, to look beyond the polarizing forces of the Left
and Right to create a form of democracy that addresses these two issues

creatively. Held does so through his concept of “democratic autonomy.”

Held’s “democratic autonomy” position commits to the idea that the
liberty of some individuals should not be allowed at the expense of others, and
seeks to place at its centre the right of all citizens to participate in public affairs
(Held, p. 186). “For democracy to flourish© today, he proclaims, “it has to be
conceived as a double-sided phenomenon: concerned, on the one hand, with the
reform of state power and, on the other hand, with the restructuring of civil

society” (Held, 182). If we choose democracy, we must choose to operationalize a

1o Emphasis added.
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radical system of individual rights while eroding the systematic privileges enjoyed

by some social groups at the expense of others.

Held admits his ideology raises profound questions, but he models a
recreative stance that Nietzsche would surely applaud. At any rate, it is quite
evident that although the concept of democracy has evolved significantly since its
conception, it still is in need of refashioning. Currently, researchers are exploring
democratic methods and representation as they work collaboratively with
teachers. I have found the works of Miller (1990), Clift (1995), Rosenholtz (1989),
and Hargreaves (2001) instructive in helping me to work towards a democratic
approach to conducting research with teachers. What follows is a brief

description of their work.

2.3.1 Miller: Educational Researchers as Creators of Space

In Creating Spaces and Finding Voices (1990), Miller traces the steps of
five teachers and a university professor as they experiment with collaborative
inquiry to determine constraints and possibilities for teacher empowerment as
co- researchers. Questioning the democratized research process that became
popular during the 1980’s, Miller wished to examine the ways in which their own
research processes might unintentionally reproduce the same oppressions as
traditional research by their imposing meanings on situations, rather than
constructing meaning through negotiation with other research participants
(Miller, p. 14). They sought to challenge their research processes, even if
described as reciprocal and liberating in intent, to see if these processes were

contributing to a situation of power in which the university researcher alone
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remained an “expert” (Miller, p. 15). It is her opinion that freedom emerges
through risk taking, challenging, and taking initiative. Like Bateson (1989), she
suggests that “By knowing the ways of others’ histories,” she quotes, “we may be
encouraged to see beyond and through our own” (deLauretis, 1986, as cited in

Miller, 1990, p. 15).

Together, the researchers articulate three main obstacles: barriers of
time, layers of assumptions, and ambiguity (Miller, p. 1). As the group continued
to meet, Miller clearly explained that she could provide no definitive answers for
the forms that teacher-oriented research might take. However, what she could
offer is “a detailing of the processes as well as problematic aspects of dialogue
and collaboration that characterize our particular forms of inquiry...the
constantly changing and emerging nature of our voices, and the questions and
points of dissonance that accompany our explorations” (Miller, p. 7). She found
that meeting on their own time assured that all were motivated by a true sense of
curiosity and a sense of possible meaningful connections and that focusing on
gaining understanding of forces that guide and shape daily practice helped to

clarify ambiguity (Miller, p. 28).

Quite insightful are her comments on the seductive aspects of “unity,”
which can threaten to obscure the positive and necessary differences among
group members: “In my desire for the comforts of unity, I was ignoring the
overlapping yet varying experiences that marked each of our understandings of
our teacher-researcher work” (Miller, p. 91). One can become entrapped within

collaborative assumptions just as easily as within individual assumptions (Miller,
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p. 103). As a result, group members must explore the balancing points between

personal and collective interactions.

2.3.2 Clift: Collaborative Leadership

Clift explores collaborative leadership in a project titled “Time for
Reflection: A Project in Collaborative Leadership for Working More Effectively in
Multicultural Settings” (Clift, 1995). Based on an action research approach over
three years, their model for collaboration, termed professional reflective activity,
is too relationally distant for my preferences, but it offers many tools for research,
nonetheless. The most pervasive metaphors presented are those of the “parlour

guests” and the “interior designers.”

Parlours, well-kempt rooms at the front of many older homes in North
America and England, were used to entertain guests (Clift, p. 3). While guests
were entertained, family members were able to maintain their daily routines
behind parlour doors safely away from scrutinizing gazes, and guests were not
subjected to the “messiness” of their associates’ daily home lives. In the parlour
tradition, educational researchers often seek to study aspects of schooling
without interfering or becoming personally involved in the entire school context.
Carefully structured visits and interviews ensure that researchers gain the
information they desire while remaining apart from the private worlds of the

people and places studied.

While parlour guests remain only in the parlour area, “interior designers”
may sometimes venture into the living areas, often for the purpose of helping

occupants rearrange the metaphoric furniture or “redecorating” (Clift, p. 3).
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Sometimes invited, sometimes not, these guests intend to “fix” what is “broken.”
Although sometimes their advice is helpful, irritation can occur if occupants
decide not to implement suggested “renovations” or when scholars are perceived

as uncaring and unrealistic.

Their project was quite a helpful guide for planning how to structure and
“lead” the cooperative inquiry group that could venture beyond the parlour in a

respectful manner. I will discuss this approach in Chapter 3.

2.3.3 Rosenholtz: Organizing for Commitment

In Teachers’ Workplace: The Social Organization of Schools (1989),
Rosenholtz examines the school as a workplace, combining quantitative and
qualitative research methods to gauge school effectiveness and, more
importantly, how school organizations affect teachers and their teaching. She
determined that teachers’ workplace commitment, which relates directly to their
professional fulfilment, is determined by three workplace conditions: (1)
teacher’s empowerment, which gives them the sense that student growth and
development results directly from their instruction, (2) teachers’ learning
opportunities, which offer them a sense of continuing challenge and growth that
makes greater environmental mastery and control possible, and (3) teachers’
psychic rewards, which ensure their continuous school wide contributions
(Rosenholtz, p. 7). These conditions and the daily school structure influence
teachers as they seek to make sense of their school world in order to simplify,

predict, and control events (Rosenholtz, p. 11). If teachers are uncertain about
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the technology of teaching, they will be unable to “rally” in a single-minded
pursuit, to ask for help from their peers, and to have faith in their students’
abilities to learn. Like Holland, Rosenholtz sees this attitude as being determined
socially rather than objectively (Rosenholtz, p.11). Her work adds a needed
dimension in my research — that of the influences of workplace conditions,

organization, and leadership on teacher flourishing.

2.3.4 Hargreaves: The Nature of Teacher Change

The purpose of one of Hargreaves’ latest work (2001), which he conducted
with Earl, Moore, and Manning and portrayed in Learning to Change: Teaching
Beyond Subjects and Standards, is to determine how and to what extent teachers
were able to integrate changes into their practice, to examine understandings that
teachers developed of changes embedded in new curriculum, to identify what
conditions, supports, and processes were necessary for them to do so, and to
understand their experiences of the changes involved (pp. 11-12). His results
focus on recommended actions for school leaders who hope to help teachers

weather change.

Hargreaves insists that we cannot raise standards for students by
“dumbing down their teachers with inflexible systems of standardization”
(Hargreaves et al., p. 196). In contrast, his “action implications” for school
leaders involve time for teacher reflection and experimentation with current
reforms; building teams carefully to ensure trust is fostered instead of thwarted;

getting involved on an administrative level to witness firsthand the messiness of

uTechnology is her term for the skills needed to operate in a classroom of students.
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change and to act as consistent leadership, and according high priority to both
emotional and intellectual goals (Hargreaves et al., p. 194). He states that a gap
exists in the educational change literature and standards-based reform
concerning the emotional aspects of teaching and change (ibid., p. 193). Thus,
there is an acute need for more narrative inquiries (such as Bateson’s work) or

otherwise qualitative methods to evoke voices in this area.

2.3.5 The Democratic Process

In response to this need to evoke and portray often unheard voices, I have
attempted through conducting a cooperative inquiry and presenting a respectful
portrait of a participating teacher, to follow a process that is strikingly
democratic. However, from a Foucaultian (1975) perspective, “any alternative
discourse runs the risk of emerging as a new ‘regime of truth’ with its own set of
disciplinary practices and its own unique forms of oppression” (Anderson, p.
331). Since power is not wielded but embedded in social situations, people are
caught up in power situations of which they themselves are the bearers (ibid., p.

334).

According to Barker (1993), “the relative success of a certain approach
hinges not on reducing control but on achieving a system of control that is more
effective than that of other systems” (p. 433, cited in Anderson, 1983, p. 337)
Concertive control is much more subtle than a director giving orders to a group of
workers. In a concertive system, “the workers create a values-based system of
control and then invest themselves in it through their strong identity with the

system” (Barker, p. 434).
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Collaborative action research can either open up authentic spaces or
discipline (bind) school professionals through what Foucault calls “pastoral
power” (Anderson, p. 343). Foucault argues that participatory methodologies are
no less oppressive than traditional methodologies. This is the line of thought that
caused Miller to scrutinize meaning making in her collaborative research
experiences. Although I see their point that our perceptions of our positions
within these structures may be limiting, I recognize levels of oppression. Asking
for someone’s opinion and creating a space for them to share it, willingly, is less
likely to be oppressive than liberating. In addition, even the most oppressed
individuals still have some agency over their own thoughts and imaginations. For

instance, they can absent themselves in the case of this project.

For Foucault, transgressing (protesting and attempting to break) the
limits imposed by discourses and disciplinary practices is the highest
achievement of human subjects (Anderson, p. 345). Although I am not in entire
agreement, I have striven to push the boundaries of research methodology

through my work.
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Chapter 3

3.1 Introduction: Approach to Research

This thesis documents many explorations: the relationship between
teacher flourishing and Imaginative Education, the implementation of
Imaginative Education in one setting, and the blending of two methodologies —
Cooperative Inquiry, and Portraiture. This chapter describes the combination of
research methodologies used in this research and elaborates on how they were

improvised to fit the needs of the research participants.

Researchers involved in the LUCID project incorporate an action research
methodology. According to Grundy and Kemmis (1982), action research is
characterized by its repeated patterns of planning, acting, observing, reflecting,

and replanning, and it involves a high degree of participation and collaboration:

In action research, all actors involved in the process are equal
participants, and must be involved in every stage of the research
process. Collaborative participation in theoretical, practical, and
political discourse is a hallmark of action research and the action
researcher. (p. 87)

Action research is an important part of current, ongoing practice by
practitioners for practitioners (Zuber—Skerritt, 1992, pp. 11-17). To accomplish
the objectives of the LUCID research project, a sustained research alliance is

essential (Fettes, LUCID research proposal, 2004). For a transformation of
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teaching practices to take place on a foundational level, knowledge must be

shared and developed among a professional community of educators.!2

The purpose of action research is to evoke change; thus, the process
involves determining a problem to be solved, determining a plan of action to
address this problem, and following through in an appropriate manner.

However, researchers focused solely on problem solving do not usually delve
deeply into theories of the human condition (Heron, 1996). Because my focus
has been the dynamics of a human condition, that of teacher flourishing, action
research alone with its singular focus on problem solving would have constrained
both the research and its interpretation. With this in mind, my research has been
qualitative in style with a strong focus on inquiry. In particular, for reasons I will
explain more fully in a later section of this chapter, I found Portraiture

(Lawrence-Lightfoot and Davis, 1997) useful for portraying research data.

Qualitative research focuses on people in their own social settings and the
meanings actors bring to their situation (Denzin and Lincoln, 1994, p. 2).
Researchers seek to negotiate three things with these actors: (1) access to their
setting, (2) issues involved in ongoing management of the research, and (3) the
delivery of the interpretations of the research (Heron, 1996, p.3). Given the
political consequences of some current research, “which seems to solicit teachers’
understandings only to sit in judgment upon them”(Casey, 1993, p. 5), I searched
for the most democratic form of research currently available, and initially settled

on Cooperative Inquiry.

12 See Appendix for an overview of the overall LUCID research team structure.
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3.2 Cooperative Inquiry

3.2.1 Defining Characteristics

Cooperative Inquiry, a methodology coined by John Heron (1996) and
further developed with Peter Reason (2001),3 stresses the importance of fully
involving participants in all aspects of the research process (Heron, 1996, p. 3).
This includes determining the focus of the research, structuring the inquiry
sessions, and compiling the findings. In my research, I have attempted to conduct
a study with people, not about them. This involvement on a participant level is a

point of divergence from traditional qualitative research.

Cooperative inquiry is a method of working with others who have similar
concerns and interests in order to (1) better understand one’s world, make sense
of one’s life, and develop creative ways of looking at things, and (2) learn how to
act to change things that one chooses and find out how to do things better
(Reason and Heron, 2001, p.1). Researchers choose to explore any aspect of the
human condition through the instrumentality of their own experience. A
systematic approach to developing understanding and taking action, in
cooperative inquiry, groups engage themselves in cycles of action and reflection,
like most action research. However, in this form of inquiry, the process has four

distinct phases.

In Phase One, a group of co-researchers, usually ranging in numbers from
5 to 12, form and establish a common interest. They discuss their concerns and

share their interests regarding an essential human activity or state, then establish

13 John Heron is the Director for The International Centre for Cooperative Inquiry, Auckland,
New Zealand. Peter Reason is a professor at the University of Bath, England.
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an inquiry question. They agree to undertake some action that will contribute to
exploring this question and establish a procedure for recording both their own

and each other’s experiences (Reason and Heron, 1999, p. 3).

For example, in September, 2004 in the Fraser Valley of British Columbia,
Canada, a group of 12 people committed to joining an inquiry group to explore
relationships among teacher flourishing, Imaginative Education, and cultural
inclusion. These participants were already a part of the LUCID research team as
practicing teachers and administrators. After a brief demonstration on the
process of cooperative inquiry, all of the district teachers and administrators who
were part of the overall project decided to join the inquiry. Over six months,
participants held seven inquiry sessions and I spent over a dozen additional days

in teachers’ classrooms.

After several meetings designed to explore the concept of teacher
flourishing and to establish group procedural norms, the participants decided to
focus on the inquiry question, “What is and is not Imaginative Education?”
Journals were distributed for recording their explorations of both this question
and how their strivings to incorporate Imaginative Education affected their state
of flourishing as teachers, and meetings were designed as workshops for
discussing and designing imaginative education lessons with their peers. At this
time, they sought no aid from the university and decided not to pursue master’s
degrees as an Imaginative Education cohort, an option that LUCID participants

in other participating districts took.
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In Phase Two of the inquiry process, participants apply their agreed
actions to their everyday life. All should initiate, observe, and record their own
and each other’s actions and the effects of these actions. At first, they may simply
reflect on their own experience, and then begin trying out new forms of action
based on their understandings gleaned from these reflections (Reason and

Heron, 1999, p. 2).

Members of the group implemented Imaginative Education lessons and
units according to their present understandings of what constitutes imaginative
education. Some participants fully engaged with the approach by redesigning
their classrooms, designing whole units, and modifying their methodology at a
foundational level. Others observed and recorded how they already incorporated
imagination in their standard lessons and methodologies, and a few designed
new mini-lessons by using and adapting lesson frameworks provided by the
LUCID research team. At meetings sponsored by a different school each session,
they discussed their experiences, both frustrating and invigorating, and shared a

meal.

In Phase Three of the inquiry process, participants should be more fully
engaged in the experience than in Phase Two, according to Reason and Heron.
This involves potentially being more open to the research process, more
confident in themselves as researchers, and more substantially committed to
acting, observing, and reflecting on their experiences. They may deepen and
problematize inquiries so that superficial understandings are elaborated and

developed, or they may venture away from the original inquiry into unpredicted
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actions and unique insights (Reason and Heron, 1999, p.4). It is even possible
that they become so enmeshed with their practice that they forget they are an
essential part of a research group: there may be personal, practical crises, they
may become enthralled, or they may simply forget. The “touchstone” (ibid., p. 4)
of this methodology, Phase Three is a time when many practical skills and new

core understandings arise.

For the inquiry group, this was a period when teachers either opted out of
the process or more fully committed to it. For reasons that will be discussed in
the following chapters, attendance at meetings became erratic. However, to
illustrate, one of the participants who had fully engaged in the approach was so
confused by the current state of her classroom and the lack of clarity regarding
the approach that she ceased participating for several months. Those who kept
attending inquiry sessions expressed that the contact provided at the meetings,
not only with peers but also with university researchers, helped them to continue

implementing the approach.

Phase Four completes the cycle of inquiry. At an agreed time, the
participants meet to consider their original questions in light of reflections on
their experience. They may now develop a new central inquiry question and
adjust the norms for the meetings and the procedures for the inquiry. New

members may join the next cycle and original members may move on.

January of 2005 was the agreed time for Phase Four. We met for a
celebratory dinner and discussed the concepts of teacher flourishing, cultural

inclusion, and imaginative education. Participants drew representations of these
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terms as they now understood them and shared these understandings with one
another. At the last meeting for this cycle, participants completed questionnaires
aimed to gauge the impact of the experience on their flourishing as teachers. In
February, 2005, they met to determine their new course of action and their
evolving needs as participants in the overall LUCID research project. At this
time, I ceased being an integral part of the inquiry cycle, and the project leader

solely organized the meetings and determined the agenda.

3.2.2 Forms of Knowing

According to many action researchers, one valuable research result is the
furthering of pedagogical knowledge and the interrelationship of the types of
knowledge teachers can use in their daily practice. Accordingly, Reason and
Heron propose that co-researchers are involved in four different kinds of
knowing: experiential, presentational, propositional, and practical.’4 They
suggest that knowing in general will be more valid if these four ways of knowing
are congruent with each other: if knowing is grounded in experience, expressed
through stories and images, understood through theories that make sense to us,
and expressed in worthwhile action in our practices (1999, p. 4). Although I do
not necessarily believe at this point that there are only four ways of knowing, I do

believe that integrating the experiential practice of action and reflection in

14 Reason and Heron (1999), p. 4, state the following: Experiential knowing is through face-to-
face encounter with person, place, or thing; it is knowing through empathy and resonance, and is
difficult to put into words. Presentational knowing emerges from experiential knowing and draws
on expressive forms of imagery through drawing, sculpture, movement, etc. Propositional
knowing is knowing through ideas and theories and is expressed in informative statements.
Practical knowing is knowing how to do something and is expressed in a skill, knack, or
competence,
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collaboration with others in a shared experience may result in both professional

and personal growth, if not flourishing.

3.3 Portraiture

3.3.1 Defining Characteristics

Portraiture is a research methodology that was introduced to me once I
was already immersed in Phase Three of the cooperative inquiry. As the research
progressed, I saw this methodology as an effective way to incorporate an
imaginative style in the writing of the thesis and to relate the inquiry’s focus on
imagination in the overall representation of the thesis. I also recognized at this
point that to discuss solely the process of the inquiry in a thesis would be less
significant than giving an in-depth account of one person’s journey within the
process. As teachers’ commitment to the project wavered more and more, I also
saw portraiture as a way to salvage both my own research interests in teacher
flourishing and the overall LUCID project’s goal of “testing” the implementation
of Imaginative Education. Since portraiture requires that the researcher take a
“snapshot” of the complete setting, utilizing this methodology of representation
would also help me to keep the thesis at a level of scope more geared toward a
master’s, rather than a doctorate, level. By January, 2005, when only three of the
initial ten participating teachers were consistently attending meetings, 1
introduced the approach and announced my intention to represent the inquiry in
the style of a portrait. This shift in research methodology was met with no
resistance. Although I would have preferred that the inquiry group research and

collaboratively determine the method of representation of their research, the fact
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that they were not managing to meet as a group and thus unable to make

collaborative decisions nullified this option.

Portraiture is more than a writing style — it is a fully developed
methodology sculpted by Jessica Hoffman Davis and Sara Lawrence - Lightfoot
(1997). A method of inquiry that shares aspects of other qualitative research,
such as case study, ethnography, and narrative, portraiture blends aspects of
aesthetics and empiricism in an attempt to capture the complex, changing, and
subtle nature of human experience and organizational life. As a researcher
entering the “field” - in this case, the classrooms of participating teachers in the
LUCID project, one asks, “What is the story here?” Researchers search for
gestures symbolic of teachers’ styles, witness and record their interrelationships
with others, and write a web- like representation of scenarios. Thus, as a way to
honour my co-researchers’ need to workshop imaginative lessons, yet also
honour my need as a researcher to better understand teacher flourishing, I began
looking for “the story” in both the overall research project and in individual

teachers’ classrooms.

The goal of portraiture is to develop a narrative that both informs and
inspires. The portraitist seeks to “blend empirical choices and aesthetic
sensibilities, to capture insight and emotion” (Lawrence-Lightfoot and Davis, p.
259). To construct the aesthetic whole, the portraitist needs to synthesize four
processes: First, she must identify the overarching gestalt, the “story” that will
frame, focus, and energize the narrative. Second, she must build the scaffold that

structures the narrative. This structure should reflect the emergent themes of the
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research. Third, she creates the flow of the narrative that washes over the piece,
giving it texture, nuance, and emotion. This is the “flesh and bones” of the piece.
Last, she creates unity through solidly establishing the sequencing of events (the
beginning, middle, and end that all narratives require) along with repetition of
images, insights, and metaphors. Throughout the narrative, the portraitist’s
voice must be clear and reflect her perspective in the field, her relationship with

the actor, and the emotional range of the narrative (ibid., p.260).

When the narrative resonates with these characteristics, it achieves
authenticity. Actors should recognize their images and experiences mirrored in
the narrative, yet also be confronted by another person’s perspective of these
images and experiences. This may be a rather shocking experience, but in the
end, they should feel that the portrait fairly illustrates their practices and displays
patterns in their lives perhaps before unnoticed. The obvious challenge of this
approach for the portraitist is in assembling the various parts of the narrative
into a unified, coherent, recognizable representation. This challenge is rife with
potential mishap, as misrepresentations and misunderstandings abound in our
attempts to communicate with one another, and a researcher cannot, actually,
have an “absolute” experience nor portray it completely accurately. Heron and
Reason (1997) comment on this phenomenon, which they term the “participatory

paradigm”:

The participatory paradigm asserts that we cannot have any final or
absolute experience of what there is. In the relation of participative
knowing by face-to-face acquaintance, the experiential knower
shapes perceptually what is there. And this still is so when the
perceiving mind is relatively free of conceptual labels imposed upon
its imaging of reality...the very process of perceiving is also a
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meeting, a transaction with what there is. To touch, see or hear
something or someone does not tell us either about our self all on
its own, nor about a being out there all on its own. It tells us about
a being in a state of interrelation and co-presence with us.
(“Participative Knowing and an Extended Epistemology”)

The portraitist strives to achieve a balance between the extremes of solipsism, in
which the portraitist makes up the representation, and a purely external reality,
in which the portraitist ceases to exist. Bateson and Brockman (1977) claim that
there is “a region where you are partly blown by the winds of reality and partly an
artist creating a composite out of inner and outer events (p. 245). A balanced

portrait resonates with both artistry and authenticity.

Sculpting the narrative involves three processes: how to decide what to
exclude, how to fit together what is included, and how to know when the whole is
unified (Lawrence-Lightfoot and Davis, p. 262). These are artful, intuitive
processes, and thus imaginative ones. While immersed in these processes, the
researcher must dutifully observe her own process of interpretation and
selection, a process aided by her asking the following two questions: (1) How does
my interpretation lend coherence to the various parts of my experience of the
participant and site? and (2) How true to my overall vision of the whole is the
representation I have constructed (Lawrence-Lightfoot and Davis, p. 263) ?
Although aesthetic in nature, portraiture is more than “a graceful compilation of
random reflections, personal views, and interactions with individuals and sites,
there must be an underlying structure” (ibid., p. 264). The resonance of the
portrait relies on a structure fortified by empirical evidence “across as well as

within numerous dimensions” (ibid., p. 264). Researchers tend to use outlines to
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evoke and tie together themes and metaphors to be represented in the written

portrait.

When composing the portrait, which is usually in the form of a narrative,

the researcher uses Aristotle’s guidelines for narrative structure, as follows:

A whole is that which has a beginning, a middle, and an end. A
beginning is that which does not itself follow anything by causal
necessity, but after which something naturally is or comes to be. An
end, on the contrary, is that which itself naturally follows some
other thing, either by necessity, or as a rule, but has nothing
following it. A middle is that which follows something as some
other thing follows it. A well constructed plot therefore must
neither begin nor end at haphazard, but conform to these
principles. (Theory of Poetry and Fine Art, 1951 ed., p. 31)

Thus, the narrative begins with an introduction of the setting (the site and its
cultural influences) and the themes that will organize the story’s structure and
content. Although these themes serve to help organize the coordination of the
components of the narrative, they do not determine the size and shape of its
constituent parts — this process is up to the art of the portraitist (Lawrence-
Lightfoot and Davis, p. 265). Structuring the web, the whole, exemplifies the
ongoing dialectic between process and product, between what has been witnessed
and recorded, between what was intended and what was communicated. Because
language is “overpopulated with the intentions of others, expropriating it, forcing
it to submit to one’s own intentions and accents is a difficult and complicated
process” (Bakhtin, 1981, p. 294). Change is a part of this complicated process, as
new strands of the web are interwoven and others dissipate, stretch, or are
“blown away” by environmental factors. The process, like that of spinning a web,

is emergent and based on meeting the needs of the individual portrait’s space.



Potent Recreation 45

“You start with the gesture that gives the design,” (Nicolaides, 1941, p. 151)
keeping the structure in mind but not being bound by it, for “when you become

self-conscious about the rules, they impose limitations upon you” (ibid.).

The portrait is finished (unified) when again according to Aristotle, the
“structural union of the parts is such that, if any one of them is displaced or
removed, the whole will be disjointed and disturbed” (1951 ed., p. 35). The
placement of descriptive details, the elaboration of themes, and the discussion of
activities all have a “best” placement. In the end, the parts of the narrative should
fulfil “tests” for sufficiency, unity, and necessity (Lawrence-Lightfoot and Davis,
p. 275). If the portrait is of something that is in discord, then the portrait should

illustrate the disparate parts, but maintain its own integrity as a piece of work.

3.3.2 Features of the Portrait

The writing of the portrait involved addressing its five essential features:
context, voice, relationship, emergent themes, and aesthetic whole. It is

important that I elaborate on how I addressed these features.

The context is the frame of the piece. It should not overwhelm the piece
but instead provide a suitable, aesthetic boundary for the picture and introduce
relevant themes and metaphors. Portraits usually begin with a broad description
of the natural environment, then gradually focus inward to a central figure acting
within a specific environment. Select aspects of the social, political, and
environmental background are highlighted in this process. I chose to accent the

First Nations influence and the natural beauty of the area, which correlate well
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and distinguish the region. The description of the mountain also foreshadows the

impending presence of Ian15, the principal subject of the portrait.

In terms of voice, the researcher’s stance “becomes a dance of vigilance
and improvisation” (ibid., p.43). Representing one’s own voice and
autobiographical content is difficult, for it should not obscure nor overwhelm the
portrait, but clearly represent oneself as a biased research instrument. Although
I found much of Ian’s experience to resonate with my own life’s work, I attempted
to sketch only those dimensions of my story that had relevance with the themes
in the portrait. During the process of the inquiry, I noted my self-analyses in my
research journal, finding, like Jackson (1989), that “Research becomes a project
of empathic and vicarious understanding in that the other is seen in the light of
one’s own experiences and the activity of trying to fathom the other in turn
illuminates and alters one’s sense of self” (pp. 34-35. cited in Lawrence-Lightfoot
and Davis, p. 136). I understand myself as a teacher with far greater clarity than I
did before I met Ian. The blatant differences between elementary and secondary
instruction, classroom management, and student interaction were shocking, and
I needed to deal with these differences while acknowledging the similarities
between Ian’s approach to teaching and my own approach in the past.

Interacting and managing a group of elementary students without the positional
power of authority that accompanies the designation of “teacher” is also quite
difficult. For the first time in my career, students intentionally ignored my
instructions, and I floundered. The effect of this experience was twofold: a bit of

humble pie for my perceived talent as a teacher and a dose of increased respect

15T use Ian’s actual name with his permission.
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for those who successfully intrigue, manage, and otherwise teach elementary —
age children. My awe for their daily accomplishments is perceptible in the voice

of the portrait.

I openly acknowledged to the LUCID research team and all participating
teachers three areas of research that were my “preoccupations” throughout my
research: the concept of teacher flourishing, collaborative research methodology,
and my goal to work especially with minority women. These preoccupations were
areas of “mattering” that derived from my knowledge of the larger field of teacher
research involving teacher change, critical theory, and “flow” psychology.16
According to Lawrence-Lightfoot and Davis, “An individual researcher can
purposefully develop and consciously articulate a set of preoccupations that will
help guide the inquiry and shape the interpretation” (p. 113). Although I chose to
follow up with a white male instead of a First Nations female to construct the
portrait, due to reasons that will be explained in Chapter 5, my focus on
collaborative research and teacher flourishing did shape the research experience
for all participants since the inquiry sessions were sculpted according to these

preoccupations.

In terms of relationship, the third feature of portraiture, I followed a
feminist approach, believing, as Oakley (1981), that “Relationships are fluid,
complex, and reciprocally shaped by all parties, and allowing these relationships

reflects a more responsible, ethical stance and is likely to yield deeper data ”

16 “Flow’” is a mental state of operation in which the person is fully immersed in what he or she is
doing, characterized by a feeling of energized focus, full involvement, and success in the process
of the activity. Proposed by psychologist Mihaly Csikszentmihalyi, the concept has been widely
referenced across a variety of fields.” Wikipedia. Accessed Feb. 15, 2006.



Potent Recreation 48

(cited in Lawrence Lightfoot and Davis, p. 138). “It is in the building of
relationships that the portraitist experiences most pointedly the complex fusion
of conceptual, methodological, emotional and ethical challenges” (Lawrence-

Lightfoot and Davis, p. 135).

Relationships require continuous negotiation in terms of roles and
boundaries and often entail considerable emotional investment. Portraitists hope
to build trust and rapport — first, through the search for goodness; second,
through empathic regard; and third, through the development of reciprocity and
boundary negotiation with the actors (Lawrence-Lightfoot and Davis, p. 141).
Portraitists believe that the more knowledgeable about the actor’s reality and the
more self-analytic you are about your own experience, the better you will be able
to empathize (ibid., p. 149). Ian was forthcoming in many ways — he offered his
home for me to stay in while I was visiting, allowed me to get to know his wife
and children, and spoke openly about his life. Unlike most of the other
participants in the project, he also offered me his friendship. Over the course of
the research, our families met to celebrate different holiday occasions and simply
to enjoy each other’s company. Although these meetings were not research
focused, they nevertheless influenced my portrait of him and added further
authenticity. Unlike Lawrence-Lightfoot and Davis, who claim that portraitists
should not strive to forge new friendships or act like “a player on the scene,” (p.
165) I saw no difficulty with accepting Ian’s kind offer of friendship, and the few
times I was of some help to him in his classroom (watching and aiding a group of
his students in the computer lab, for instance) only further enabled me to

experience the differences between elementary and secondary teaching.
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As I swam between the approaches of cooperative inquiry and portraiture,
I strove to be mindful of both of their key tenets: Do no harm (portraiture), and
the co-researcher relationship (collaborative inquiry). Accordingly, my
interpretive goal has been to tell Ian’s story, not to expose and analyze his
traumas or to prescribe a remedy for any of his angst and weariness. The
boundary drawing is the responsibility of the portraitist (Lawrence-Lightfoot and
Davis, p. 153), and out of respect for him and his family, I have omitted elements

of his personal life which I deem to be irrelevant to his portrait.

The fourth portraiture feature, emergent themes, arises usually through a
process of ongoing coding — iterative cycles in which the researcher identifies
emerging themes beginning immediately and continuing over the course of the
research until writing is complete (Lawrence-Lightfoot and Davis, p.188).
Although I do have experience coding material in this manner, I chose a more
hermeneutical process used by some individual portraitists. This methodology
resists the use of rigid, discrete codes and gives less emphasis to the organization
of data into analytic categories (ibid., p.191). Isought to recognize the themes
that emerged from multiple visits to the site and repetitive readings of the data
but did not force groupings of data, for I felt that looking for the exceptions
reflected the complexity of reality. The repetitive refrains that arose from the
data were obvious: frameworks, intuition, learn to think, think to learn. Other
themes that surfaced upon more intentional scrutiny of the data are contrast,
risk, humour, movement, and follow through. These themes resonate in the

portrait itself.
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I used four of Lawrence-Lightfoot and Davis’ modes of “synthesis,
convergence, and contrast” (ibid., p. 193) to code themes: resonant metaphors,
such as a tree; institutional and cultural rituals, such as the annual Christmas
concert and soccer games; personal rituals, such as Ian attending Kindermusik
and biking to work; and triangulation, which informed my data collection. I
collected data from personal interviews, classroom observations, and group
inquiry settings. Using these four modes for structural guidance, I strove to write

a brief, yet discerning interpretation.

The final feature of portraiture is aesthetic whole. Since the methodology
of this thesis has been improvised and blended to accommodate the needs of the
participants, unifying the piece has been a challenge. My task has been to create
a resonating, unified whole from one aspect of the LUCID Project, which then
became essentially one teacher’s experience that I hoped would be evocative for
others. Without unity, without the parts of the portrait fitting together into an
intelligent articulation, there could be no communication — no understanding to
be shared or found (Lawrence-Lightfoot and Davis, p. 261). The most significant
validity check has rested with the portrait participant’s recognition of his

portrayal.

3.4 Reflexivity

What remained constant throughout the process of blending
methodologies has been the reflexive nature of the data collection. Reflexivity
involves the process of reflecting critically on the self as researcher (Guba and

Lincoln, 1981). Denzin and Lincoln (2000) describe the process as “Conscious
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experiencing of the self as both inquirer and respondent, as teacher and learner,
as the coming to know the self through the process of research itself” (p. 183).
Being immersed in the classroom with the teachers, engaging with their students,
participating in their inquiry sessions, and writing (from preliminary note taking
to the final editing of this thesis) are all part of the discovery process of the
“subject”(Denzin and Lincoln, 2000).17 Throughout the research and writing of
this thesis, I have had the noblest of intentions to accurately portray the site, the
culture, and the actors within these spaces, yet I realize that no such accuracy
exists, that my own bias slants every personal perception. Regardless, itis a
purpose of research to strive to make sense of the many phenomena in this world.
I realize that what I have selected and rejected for inclusion in the following
chapter has depended on who I am, who has spoken to me, what they have
chosen to say, how they have rendered it, and where and when I was listening
(Casey, 1993). In addition, my own life experiences, especially my teaching
experience, during which I strove doggedly to “flourish” before ever conceiving of
the term, influenced this piece. Writing this thesis has given me the opportunity
to reflect on my own teaching, to explore the social grounding of my current

beliefs, and to more fully engage my imagination.

My greatest challenge with this blend of methodologies has been the
“messiness” of the process. At times, I felt the process lacked any web of
structure, and I questioned its validity. However, I consistently returned to the
grounding realization that the shift in research processes itself reflected the

varying flow of teaching and learning. I could much more easily have reduced my

17 “subject”, in this case, refers to the inquiry itself.
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research to one short, simple questionnaire. According to Denzin and Lincoln
(2000), “Messy texts... seek to break the binary between science and literature, to
portray the contradiction and truth of human experience, to break the rules in the
service of showing, even partially, how real human beings cope with both the
external verities of human existence and the daily irritations and tragedies of
living that existence”(p. 184). Since the purpose of my research was to witness,
both personally and publicly, the relationships between imaginative education
and teacher flourishing, accounting for both the “irritations” and inspirations of
this experience seemed appropriate. I have also tried to balance the objective and
subjective nature of this research, keeping in mind that both “objective”

(structure) and “subjective” (culture) are important.

I do not believe research can accurately exhibit the “truth” of any human
experience or phenomenon, so my aim has been to provide a portrait, selected
through the lenses of my eyes and experiences and those of other participants as
shared with me. Thus, this thesis is but a glimpse of the whole account and is

therefore limited in its verities.

Following is a portrait of one co-researcher and his cultural setting,
including excerpts from his own writing and interviews. Readers interested in
applying the findings can consider how similar they are to the situation of
interest to them, leading to generalizabilty. Although I have attempted to focus
more on the professional lives of teachers, I have found, not surprisingly, that
their private lives are inextricably entangled in their teaching. As Parker Palmer

notes, “we teach who we are” (1999). Thus, teachers’ private lives are implicated
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in their professional flourishing, and I have attempted to address this through my
relationships with the participants and in my promise to keep their names

anonymous.

Although I felt that using portraiture to portray one teacher’s experience
correlated with the overall imaginative style of my research, I also needed to
follow through with the overall inquiry process. Therefore, an account of the
inquiry, consideration of key aspects of the experiences of the other teachers, and

my reflections as a participant follow the portrait.
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Cﬁa/n‘er 4
41 The Frame
Euery fime 9 g0 fo the Fraser Va/@, the weather is rfri(inﬂ@ zﬁﬁ[erem‘, One fime 9 was
caujﬁf ina 66’12@/, the wind rwee/ainj across the ﬁiﬂlgway fa(iry me home. The locals say that

this wind can sometimes /Juxﬁ cars rz‘jﬁf off the road.
Another time it was /e/uje.

The next the crispest winter /ay 9've witnessed in the area for three  years. That was a
sunsef to remember. . . nestled in the how! of the mountains, 9 stood in a /mye ofpen /mr(inﬂ lot after
a rain, wafcﬁinj the clouds Gt and take form again as the last rays of the sun bt them scarlet. Some
stars were a/rea@ visihle, J'ﬁowinj fﬁrmgﬁ the /ayerx 0/[ /Jm'fe/ /Jiné, /ucﬁs'ia, and dark grey,

/J/ayinj off each other like foil characters.

A times like this, the fprominent J'urroum/inj:r of the commercial market economy faded,
and 9 could /eeﬁen into the story of this /Jface, 9 could feel the fower of its ﬁij’t‘ory, the rich story of
its soil, its mountains, its /Jeoﬁﬁe. This may sound noﬂ‘a@ic on my part or illustrate, /Jerﬁaﬁy, my
attempt fo feel conmected to the "natives. ?loner{/y, D never felf that 9 had to attemptl o feel

connected. Small town Canada and small town America feel remar(aé@ the same to me.
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A recent immigrant to Canada, 9 usually enjoyed these drives to the country hecause it
reminded me of yoing home to North Carolina. Seeing the land open up and the mountains rise as
9 drove East. 9 could relax and| fut my “city antennae” away.  During these drives, 9 offen Mmgﬁf
of the progress of the overall LUCID project and my part to play within it. Although designated a
research assistant, 9 had been given s'ijniﬁcan @ free rein to do in;/e/aenﬂ/enf research, and the
res/aom’iéiﬁfy evoked hoth /’ee/irigy of /m/e and fanic. “What ifs” /mrméﬁ/ Mmuﬂh my braim,
calmed on @ @ pur/aoye[u@ turning my focus to the more im/aorfanf maller swimming around in
my ahdomen. For someone who was conﬁ/ucfinj research on imagination and teacher ﬁfouri,vﬁiry,

I was ,vure@ Jwe//iry with creafiu@,

4.2 The Confm:ﬁnj Colours in the Bac@roun/
Chilliwack, /’onﬁ@ referred to as “the Wack” @ some locals, is a /7face of extremes and

many z%iryy in between: 600mirg suburbia, rural, /’arm/anﬁé j/oéaﬁzeﬁ/ maréef/?/ace, staunt
individualism; bureaucratic quagmire, the "simple” life; gateway o a dream, and threshold to the
harshness of the natural world. When the sun shines on ifs snowy peaks at dusk on a clear night,
the area can be stunningly beautiful; when you're driving through the farmland on a balmy

afternoon, the stench can be ;/ownrijﬁz‘ noxious.
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Another yt‘rikinj extreme is the contrast between the First Nations fresence and the mulfi-
national corprorate presence. These represent the old and new ways of life. For instance, consider
Tzeachten Gas Bar, a First Nations owned and opemfea/ service stafion, which is //ankm/ @
Planet Earth, a modern, Western ~s9/e espresso bar and deli, Here Vuppl’e meefs Native.
Retween the two walks a First Nations man in a NIKE workout suit. Perﬁapy he appreciafey the

tax-free  gas he receives at the Gas Bar, but craves jooa/ mochachino?

Mt Cheam, sacred to the First Nations peo/;/e.v that still inhabit much o/ the area, looks
down on the Wf//ey like an historic elder. UYet in this 6usffinﬂ Wf/@ have /)ur/wrfeé@ sprung more
churches per capita than arywﬁere else in the world (teacher interview, Nov. 25M, 2004). The
same is true of beer and wine stores, Over the last ten  years, Aousiry a@ue/opmen s have erupfe/
hoth in the Ua/@ and'in the .vurrounaf'nﬂ hills. Three- hedroom homes are still affordable here for
o family of modest income, whereas in Vancouver, half a million doflar starter homes are hecoming

the norm.

4.3 The Holes in the River

The name, “Chilliwack ", accomf'nj to Ethel Gardner, a First Nations /anﬂuaﬂ.e expert‘,
means in Sto:lo “as far as you can gef up river with a paa/a/ﬁf. " In contrast, some teachers who

work in the district mgﬁf say that Mey re ”up the river without a pa/a’fé “ Flccomﬁnﬂ to Lorna
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Williams, First Nations educator, there is a First Nations’ perception that institutions and agencies
are not there to ﬁe//a, but to control (Williams, 2000, p 172}. First Nations /mrenfs /[ear their
children will be taken away by these insensitive organizations. Thus, First Nations peopile often relly
on First Nations a/remt‘e/ organizations, which have tenuous, often short-ferm /umﬁnj. The
current Enhancement Agreement, which the LUCID project leader spent much of her time
woréinﬂ lo im/rrove, is a case in /]Ofnf, The Enhancement ﬂjreemenf between the school and the
community addresses how fﬁey are going to res/rom/ to the academic issues with which many First
Nations students rfrwﬁz The project leader comments on a committes 6einﬂ formed to address

some First Nations fears about childeare and cuxt‘o@ as follows:

The communities here are Mzue/o/rinﬂ whal's called care team committees. So,
when children are a/r/rreﬁem/e&/ @ social services, fﬁ@ can 'fju.vf come in and
a/r/rreﬁem/ a child 9t [the aﬂﬂreﬁemion/ has to 40 fﬁrouﬂﬁ the commun@ child
care commilfee. Then the child care committee can infervene and say "Ok, we are
going to take this on ourselves and /Jface that child to an uncle, aunt, or
ﬂmm/mofﬁer, We're nof gonna have you a/r/rreﬁem/ the child because these
communilies are nof ﬁa/a/ry with the a/r/rreﬁem'ion /Jerﬁa/yr faéiry /J/ace, There's
kind of a filler. .. ( Project Leader interview, Nov. 5th, 2004)

While some First Nations students are ﬁuiry in /[inancia@ stable conditions, many more are
immersad n sitiatons of poverty and experience "mu/t"i/yfe social difficullies” ( Williams, p-172).
Moreover, First Nations students conxirfen{/y re/wrl that the ﬂreafeyf cﬁa//erye M@ experience is

racism (ibid, p-173). These situations are holes in the flow of service that these individuals receive.
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Once fﬁey are caujﬁf in these difficult situations, it is difficult for them to escape and, [rrogress with

their lives,

Even fﬁouﬁﬁ many efforts have been made to better integrate and meet the needs of First
Nafions popu/afiom' in Canada, more and more First Nations students are /eauinﬂ ekmem‘my
school, /iuinﬂ on the street, and éecominﬂ involved in criminal activity. A fﬁree-pﬁme rfu@
conducted in the Vancouver school district. ap/)roximafeg ﬁ/@ kilometres west o/ Chilliwack, /[oum/
that First Nations students are more mobile, have lower attendance and achievement rates in
school, and have a much ﬁ@ﬁer /roﬁouf rate than their peers ( Williams, p-173). Even fﬁoujﬁ it
seems that the standard schoolsetting is not providing a nurturing space for these students, the
majority of First Nations parents and students wish to remain a part of the reqular school system

and would consider .reﬂreﬂafe/ alfernatives on@ as & last resort (ibid., p- 173 J.

Most First Nations parents want schools to hoth ground their children in their aboriginal
cullure and prep Kids to /[uncfion in broader ;acie}y. ?‘{greffaé@, schools are not well suited fo do
either of these tasks, much less both at the same lime (Tettes, 2004, “Indigenizing Schools. .. "),
Nevertheless, more pué/ic schools are incarpomﬁnﬂ First Nations /ﬂ@u@e, ﬁij‘for:y, and rituals
into the standard curriculum. Since most First Nafions farents helieve it is the school’ :vj'oé to teach

rea/inﬂ and writing ~ not theirs, (Tettes, 2004, pre;ia[enf'r lecture series) 4 ,riﬂni/icanf cuﬁ‘um/ﬂap
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still exists hetween the e,\/pecfaﬁom of feachers and. J'faffopemﬁry in a traditional school Y stem and
the exprectations of the adult First Nations community. Tarents of First Nations students rare @
participate in school activities, and members in some bands, in /mrﬁcu/ar, are known o harhour
resentment for the present and| fost educational system. Flccamf'rg to Williams, "The c/;a/ﬁerge isfo

Jeue/op reypecffu[ collabhorative, and. caopemﬁue part‘nersﬁipy “{ p. 173 ).

One effort that the system has made to address the needs of First Nations students is to hire
First Nations school support workers and resource teachers for those schools that have an ejpecfa@
high First Nations student population. These workers tulor and design cultural enrichment
activities inside and outside the classroom for both First Nations students and the wider population
aimed to increase umﬁ’m‘amﬁ'ry of First Nations culture, 'Tﬁey also act as mediators for families,
social workers, and school staff in what remains a ﬁg/@ cﬁmye/ pa/iﬁca/ environment (. 175).
The Mu/ﬁﬂenemﬁona/ "Fami@ Systems ﬂppraacﬁ Training for First Nations School Support
Workers is a three -year fmim’rg frogram aimed af prowkﬁrg hoth theoretical and skills-based
tools for these support workers, who are faced with comp/e,\/, often auerwﬁeﬁninﬂ cﬁa/ﬁenj'ey ina

Jyrfem that otherwise  gives ittle rupparf { p. 176).

Receiving fum/irg for frojects in First Nations communities relies on the strateqy of

ﬁiﬂﬁ@ﬁﬁry and. amp/i@irg the neqative aspects of some First Nations students' lives. This fractice
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supforts stereotyfres in the ﬂenem/ po/au/ace. These stereotypes affect the manner in which teachers
relate to First Nations students, causing them to expect less and lubel them with deficiencies more
often (Williams, f- 179). Some dnta from my per.rona/ interviews with teachers illustrates this
fenaéngy to dwell on the “mabilifies" of the students. ?1000%5’@ fo one teacher, most First Nations
students are af least fwo years helow ﬂmaé level, even in eﬁ:men[my school. "r@ do nof arrive with
/anjuﬁye .réi//s, either in fnﬂﬁ.rﬁ or in the nafive /arywye, which fﬁ(y x/veaé n various /7roﬁ'ciencies'
&éﬂemﬁry on the band and the area (teacher interview, Oct 13, 2004). ﬂccomé‘ry to another
feacher, the First Nations cullure is not an oral cullure an 1ymore, but it is not a literate one, either.
The children do not sit at the feet of the elders anymore, xoaéiry up stories and traditions, as MW
did [ years ago, she says. No /onﬂer are x/veecﬁe.r Afﬁrym’xﬁe/ (honoured) @ someone’s aéiﬂ'{y fo
x/veaé /ory and ﬁ'ﬂumﬁveg ahout J'omefﬁiry, “Kids are p/unée/ in front of the TV" and arrive rich
in visual skills bhut weak in hoth oral and liferate énow[%@e (teacher inferview, Oct. 13, 2004). The
pricture prain ted of these children, over and over again, is that M% ‘re not school rea@, fﬁey re
deficient in fife skills, emofiona@ unstable, and so defensive that it may take  years of infense

counxe/ﬁry to enable them to fu@ trust anyone.

From what 9 witnessed, teachers with a ﬁijﬁ percentage of First Nations students feel so

overwhelmed f{yiry fo meet the students’ p@xica/, emotional, and cultural needs that very little
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academic content is acfua@ fauﬂﬁf, After visiting the exc/m'ive@ First Nations school one morning,
it was difficult o remain unbiased as 9 later witnessed the pace at which the students in a non-native
school moved Mroujﬁ their /ai@ tasks. ﬂ/t%aujﬁ feachers in fraditional, /mé/ic schools hiave bwice
the number of students in their classrooms than the completely First Nations school, their students

are oéviou,v@ more mamyeaéé, One teacher commentsd on this at the November 24M meeﬁryz

9 think the rea/@ is that you quys have a lof more cﬁa/éryinj kids and a lot more
cﬁa/éryiry situation. 9 mean, 9 can think about it. We now have a student from
your school who was prevz’ou,@ 4 /woéﬁ’m. And if you know the student that I'm
fa/ﬁiry about, we can say this is fen fimes over —- there are fen o/ those kids in those
classes—,

However, it is im/vorfam‘ o (ee/v in mind that %ﬁ[erenffocfa/ﬂroupr. .. y/veaé distinctive /argu@a‘
for va/uinﬂ education” ( Casey, 1993, introduction). 1’erﬁa/7,v if the content and manner of
instruction were more attuned fo a First Nations ﬁﬁs’é;é, management issues would diminish,
ﬂﬂ%oujﬁ my point of view is tainted with my own experience 4s 4 s'econ/a@ Eryﬁfﬁ teacher who
livedin a coum‘{y where eﬁ[iciency is wor.%i/y/ye/ and standardized. fe.vﬁry spurs teachers bp qm’c(@

cover course material, it is evident that more can be done to (ee/v First Nations students from éeiry

enfra/v/ve/ @ the "holes in the river. "
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4.4 The Rocks in the Rjver

Obstacles to teachers' participation in the project that were both shared in meetings and
witnessed hy me were the lesson frameworks (which will be discussed in the following section),
familial reypom'iéiﬁ‘ﬁey, and. yecona{]'oéy, All of these require teachers' time. In addition to
strugqling to be inclusive of the various cullures thal populate their classrooms, the LTUCID teachers

em@ name many other obstacles to their 6el'nj able to flourish as teachers, as follows.

The provincial government, which changed /em/eryﬁip and approach four years before the
writing of this thesis, raised expectations ( requiring schools to feed students, for e,mmpk} yel gave
fess supfport for innovative met‘ﬁo&/o/oyz’ey and ﬁ:arm’nﬂ assistance (inquiry meefing, October 13,
2004). Teachers feel as if fﬁg have “no one to talk f/jroujﬁ ideas with" and that negalive pué/ic
relations (; moy(/y influenced Mmujﬁ the media) have discredited the efforts teachers do make to
teach well in difficult circumstances 7’5@ fee/ shackled @ the system 's focus on assessment and
accountability and frustrated by the daily interruptions in their instruction and ever-increasing
curriculum confent. 'Feeﬁ'ry isolated, fﬁey crave more contact with fparents and yearn for the
reypecf 0f their administrators and students, Torn between the desire to ask for ﬁe/p and the desire
to succeed im/epem/en@, ‘against all odds,” fﬁg have J/ayy when fﬁ@ admit to 661’@ "/mm@m/
@ fressure ‘ [inquiry meet‘iry, Oct. 13, 2004). Fven the teachers who volunteered to participate in

the LUCID prg’ect‘, who realize the need to do yomef/;iry “more” for their students, ﬂ'e/ stuck, One
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feacher recounts how she would love to incorpomt‘e more cultural education in her curviculum, “but

it's like, 9 fee/ that accaun[aé:’/@ —if 3'J'usf horrible” (teacher interview, Nov, 24{4’ 2004]).

On the flip side, teachers do recognize what agency they have to aid their abilities to
flourish. Zcting within the lmitations constructed by the system, they nevertheless have some
choices, and thus some fpower (. Flp/aﬂe, in infroduction o Cayey, 1993, x.). For exampﬂe, many
hecame ihl/éﬁ/é’/ in the [roject because Mey enjoy Meue/opinj proﬁﬂiona@ th rocgﬁ collahoration
(inguiry meeting, Oct. (3, 2004). Maintaining an acute awareness of personal limits, they say,
helps them to achieve a better balance in both their personal and professional lives. Mos! still
poyiﬁue@ anticipate feacﬁinj ona J/ai@ basis, e;pecia@ when Mey feel Mey have ﬂooﬁ/ classroom
dynamics. When they are leaching well, they utilize their intuition to enable them to "think out of
the box" to address eueryﬁ/ay cﬁa/ﬂeryey while garnering courage fy’ump wﬁoéﬁearfeﬁ@ info newg
designed units. "Everyday is a new start," one teacher commented, “you have to focus on what you
want lo do well and ot allow yourself to hecome overwhelmed with tasks, and when something
doesn't work, then  you need fo foryiue yourseﬂ" ' (inquiry meeting, October 3%, 2004) Using the
"rocks in the river" as opportunities to slow down and scrutinize their intentions, teachers can then

p/unﬂe forward with a p/an for how to work with these obstacles in the future,
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4.5  The Waterfall

An imporlant pivot in the teachers' flow of Imaginative Education implementation is their
use of the lesson —/)/anm‘rg framework created @ Kieran Ejan and further ﬁéue/opeﬁ/ @ Mark
Fettes and Anne Chodakowski. The framework is structured accomﬁ'ry to Egan’s categories of
Mythic, Romantic, Philosophic, and Ironic understandings. Each framework is two lo four pages
/onj and sectioned into baxes with written prompfx. A /Moujﬁ intended to aid teachers in their
planning, the difficully teachers expressed in using these frameworks became their chief concern as
M@ strove fo im/)/emenf Imaginative FEducation lessons and unibs. Many spent hours attempling
to “fillin the boxes" and "figure out what 9'm heing asked to do, " then ending with a lesson that was
not clear where it might lead This second disconcerting factor ~ the fear of the unknown - kept
some teachers from ever imp/emenﬁrg their fu@ ﬁ/euefopeﬁ/ lessons, Ofhers ex/)reyye/ the need to
know how to assess the students’ learning before moving forward, and still others wanted help

ﬁ/e.w'jniry “the look” of the unit.”

Al one inquiry session, the project leader and 9 t%ocgﬁf it mgﬁf be interesting lo n’mp@ cut
and, faste some of the [prompls from the frameworks and represent them as a list instead of using the

haxes. The teachers reacted quite fauoumé@: xe/ecfinj a few of the questions gave them more

“ “The look” of the unif was mo;l{y influenced @ an Australian educator, Miranda Armstrong, who /)re:enled'al the 2004
9ERG conference and jreal‘/y influenced many of the LUCID participants. Because she Com/)éle(y transforms her
classroom to frame her units, man &l of the LUCID teachers felt that this visual transformation was needed in order to be
aulﬁen{ica@ im/)émenlhy the a/)/)roacﬁ,
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owneryﬁip and not ﬁaw’nj a boxed space fo fill felt less im‘imia/afinﬂ. This illustrated their desive fo
faée elements o/ the /mmeworéy that were waréinﬂ /or them and release elements that were
con/uyinﬂ or too time consuming. Some also expreﬂea/ how woréinﬂ without the boxed frames of the
/7/an; allowed their ideas fo A/euefop more /ree@ instead of 5einﬂ “hoxed in." Instead of trying to
/yicé aparf their own /7/anm'nﬂ [rrocess and /ym‘ it info the /mmeworé which fﬁ(y /eﬁ‘ was not
woréinﬂ, fﬁ(ﬂ used the [rompls from the framework as a /auncﬁinﬂ /ma/. Once fﬁey helieved that
M@ could break from the look of the framework and the look of the classroom space, some teachers
J'cu//yfea/ lessons with more ease. "You can 't‘J’un‘ chuck it " one teacher stated, "ﬂ/apf it...mutafe it

Teach J'omez%ir]g on its own if you have to” ( Inquiry session, November 23 2005).

Baff/ir\;g with the framework may have been /ruyfmﬁry for the participants, but fﬁey also
voiced the fositive influence this [process had on their /ﬂ;mninﬂ habits, Tﬁ(ﬂ ex/yren'eﬁ/ how fﬁ@ were
6ecomiry “more aware of their fﬁinéiry in their t‘eacﬁinﬂ practice” and that the discussion
cancerninj the /mmeworéy was "rea@ J/yinm'nﬂ our wﬁee/s “( 7nquiry session, November 2 3”/,

2005).

The overall inquiry que.vfion (Hhat are the Boundaries 0/ 7maﬂinaﬁue Fducation?)

remained pertinent in this /y/anm’nﬂ [rrocess: if fﬁ(@ did not use the comp/efe a/e;ijn of the
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framework, were fﬁty still using Imaginative FEducation? Some of their other common questions

exhibit how fﬁty felt a need to break from the riji/@ of the framework, yel maintain jui&/eﬁ'ne&

>

>

>

Wﬁm‘yepamfey feacﬁinj imajinaﬁue@ from using Imaginative Fducation?

How imporiant is it to kesp the overall mythic/romantic framework in mind?

Im'ta 700/ story joo/ story [ many Imaginative FEducation lessons are structured
around a narrative]? How do you maintain the story? How and when do you end it?
Does the teacher also have to maintain the “destination info the unknown [nof énowinj
where the lesson mijﬁf ﬂ”j 7"

Can it be teacher-driven, but open lo unexpec[e/ roule faéinﬂ?

How do you get the students to "take it” [assume some reypom'iéiﬁy for Mrecﬁ;lq the course
of yt‘u@] 7

Aren't teachers aﬁ‘ea@ /oinﬂ this?

Are fﬁgy [students] act‘ua@ u,vinj their im&yinaﬁon more in this approacﬁ 7

Recause the LUCID prg’ecf was in its initial J'f@ey, there were no clear answers to them. Teachers

rea@ were requirea/ to take a [ea/) of faith. What awaited them af the hottom of the waterfall was

a myxt‘ery
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4.6 The Canoe'’s Path

Quer a span of six months, 9 met with the inquiry group six times and witnessed teachers
instructing in their perspective classrooms for an additional thirteen z/ay.v. In order to gain an
umérxfamﬁ‘ry of the flow of a teacher’s worb/ay, 9 t\‘y/aica@ x/yﬁ'f the /ay @ visiting two teachers
within one school instead of visiting numerous teachers at different schools. This [ractice afforded
me ample time lo chat with teachers during their recesses and planning times, to interact with their
students, and to meet other staff. During these classroom visits, teachers O/Jen@ welcomed me and
offen ex/yfm'ne/ to their students the work we were camﬁ/cﬁry. Some teachers found’ ways for me to
interact with their students over the course of the z/ay, while others seemed to /Jreﬁ’r that 9 observe
unobtrusively in a less busy area of the room. Al teachers seemed especially eager o share their
ideas concerning Imaginative Fducation, their current frustrations with the school setting, parents,

students, or feacﬁiry in jenem[ and their 6uw schedules outside of the classroom.

The inquiry sessions were held alternately at the participating schools for two hours affer
school. Parl of the time was scheduled for sharing a meal provided by the members of th host
school. The agendas were determined by the project leader and me, with the teachers requests in
mind, and they were initially sent to teachers beforehand for approval. Afer a few sessions with no
response from the teachers, we handed out the agendas t the meeting and asked for any needed

cﬁanﬂex at that fime. The inquiry sessions were often (J‘pene/ and closed @ the First Nations



Potent Recreation 68

members in attendance. The Project Leader and 9 shared resﬁomiéi/@ for ﬂzci/ifaﬁry the
meeling, and both of us ﬁmcﬁcea/ a non-directive aﬁﬁroacﬁ. Our ﬂoa/ was fo make space for the

individual voices of the teachers.

During individual interviews and the  groufs inquiry sessions, I mo,vf\/y listened to the
parﬁci/mnfy ' stories and asked quesﬁom reﬂamﬁry their :‘mp/emem‘aﬁon frocess. 9 was not there fo
instruct them on how fo imﬁ/emem‘ Imaginative FEducation, but to witness their fprocess and to act as
4 facilitator for structuring inguiry sessions focused on their needs. This role became difficult fo
maintain due to an odd scenario - a/fﬁoujﬁ the teachers were quite adamant that l%f:’y did not want
ﬁe/ﬁ from the project coordinators af SFUY, fﬁf,y did wanf;peciﬁ'c information concerning how to
imp/emenf the fﬁeory As I was the on[y “expert” fﬁey often saw, l%f:’y 6gan to seek clarification
from me, andwhen 9 did not /wow'a/e these answers, ﬂ;@ 6e’ﬂan to lose confidence in their own
abilities and interest in the overall ﬁrg’ecz‘, For examﬁl@, one teacher who had restructured her whole
classroom to exhibit a First Nations theme was Jfrujg/inﬂ with how to conduct "normal” classroom
activities in the absence of rows 0/ desks, Fl/fﬁouﬂﬁ the students were iniﬁa@ excifea/ ahout their
renovated classroom and enﬂajw/ @ her infroduction to the unit, she was confm‘ea/ about the next
stef in the frrocess. Where could the unaér/yinﬂ narrative 4o from here? How could she

incorﬁomfe feacﬁinﬂ math skills?
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Another teacher 5raujﬁf his unit ideas to an inquiry session and mujﬁf ﬁe//y from the
group, but left fee/iry Mm‘ his ideas did not fulfil the Imaginative FEducation mefﬁaaﬁ@zy. He lnter

left the project. Yet another teacher commented. "9 just want to he told what to do."

W@ didn’t the teachers want university support? There are a number of, /70;5'1’5/5 reasons.
Some stated that the university setting is ‘s different world" (inquiry notes, October 13th, 2004).
Because the inifiators af the /yrg’ect‘ had never act‘uﬂ@ faujﬁf in eﬂemem‘a'y or J'econaéify schools,
some teachers fell the professors could not relate to the obstacles they faced as teachers "in the
trenches.” Others fell that their existing efforts to teach imaginatively were not alays honoured by
the /yraﬁﬂars, A memo from the froject leaders in another farticipating district in the overall

LUCID prglecf, addresses this unease;

“A number of teachers felt that negafive comments made @ [some of the project
coordinators] concerning how boring most current feacﬁinj is were not very
reyfyecffu/ of the many efforts that districts and individual teachers are maéiry fo
involve students in the best ﬂearninj situations fﬁsy can. 9  queess it's & reminder to us
to honour and value where teachers are at in their classrooms, and, when we fa/é
about the need to cﬁanje, to think about how those who toil aéc@ in the ‘trenches’
will receive the message. " ’Prgecf Leaders, é’e/n‘. .24(4, 2004, LUCID [rogress
re/yorf}

’Herﬁa/yr because 9 had faujﬁf for six years in /méﬂ’c schools and was less inﬁmiaéafinj asa
master's student, 9 was welcomed into the district praceeafnﬂx ’Herﬁa/ﬂ fﬁf,y liked the initial

ﬁrerenfaﬁam 9 delivered at the summer IERG canference and the initial district meeﬁnq rfgamfnj
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my a/7/7roacﬁ to research, Not%inﬂ require/ them fo work with me in order fo /mrﬁciﬁm‘e in the
ﬁrg‘ect‘, Nevertheless, as the months ﬁroyreﬂe/ and their ﬁarb’ci/mﬁon in the [program /zwea( 9

often wondered if 9 had somehow /imp/winfe/ them.

Af the initial meetings, we discussed what it meant to “flourish” proﬁzyyiona@ and
brainstormed lists of /%enomena that aided and deterved their individual f/oun‘yﬁinj, Teachers
/7roc/aime/ their commitment to imﬁﬂemenfinj lessons within the next few months and qy’oye/ the
social ime spent with their peers. Asa researcher, however,  was ﬁo/ﬂ'nj to observe J'ijniﬁcanf
cﬁanjey in how fﬁey pfannea/ lessons, how their mental aﬁproacﬁ fo feacﬁinj may have shifted, and
how they may be relating to their students, peers, and administrators differently. How was the

imp[emem‘aﬁon aﬁ@cﬁnj their flo uriyﬁinj as teachers?

By November, 2004, three months info the im/yémenfaﬁon of the project, I was worried
about the frrogress of the project. Most teachers had not et /eygne/ and im/z/emenfed a yinjé
lesson, and we bad to cancel fwo meeﬁnjy due to a /m’nci/m/' 5 fmjic death, and’ my 6ei)?g away to
tend my sick father. Fm%oujﬁ one teacher had comp/éfe@ immersed herself in creafing the "look”
of an imaginative education classroom, affer yfrqig/iry with the structure and fﬁeory, she

comﬁéfe@ /m//éﬂ/ back:

Yeah, t%ey [students] had enthusiasm, but [ fﬁey were] not enjajea( o, with

that enthusiasm, and not%inj lo engage them, the classroom became not%inJa but
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chaos. That's when 9 took down the /71'1‘ house. That's it, the desks are coming back
in. And Minj;juxf tumbled, and itfj'uj'f jof worse, But we as a school had & hard
week ——if was about a week or two that was bad in there. 9t jof bad 9 don't
know. 9 can't say because there was so much going on at that time. Tﬁinjx were
wa e.vca/afny et/erywﬁere And ?]uxf remember saying, “Vve had it Eueryfﬁmj
Shut eueryfﬁmj down. We need fo 40 backwards. [mqwry session, Nov. z/
2004)
Zlﬂ%mgﬁ the teachers were quite supportive of one another, most seemed content to occm,fona@

atfend meeﬁnjy and share jenem/ “war stories.” Not much seemed fo be ﬁa/ﬂ/aeninj.

When 9 visited one teacher’s classroom in ear{y November, however, his comments were
clarifying: He saw his involvement as a five-year fprocess, so he was not worried about his current
frogress in the project. He J'incere@ stated his commitment, said he "had shifted the way he Mmgﬁf
in the classroom,” and felf that he would continue to work with the a/ﬂ/ﬂroacﬁ incremenfa@. “Of's
not about  getting it all rijﬁf now, " he stated (wuﬂ@, it will ﬁa/ﬂ/ﬂen * (Personal inferview, Nov.
5th, 2004). His attitude was re[rexﬁinj for me, and his enthusiasm ,vur/ari,w/ me. 9 realized 9 had
éecomejméﬂ/ concerning the lack of visible response and commitment in the district Zm‘ﬁmgﬁ 9
considered three months am/aﬂe time fo ﬁéygn and im/ﬂfemenf whole units using the 9m@yinaﬁve
Fducation a/a/aroacﬁ, 9 was not "in the trenches.” 9 was éeiw’uﬁ@menfa/, anxious fo jet‘ on with
my own work, and 9 needed to lof g0 of the reyuﬂ‘iry nggafiu@, Concurren@, 9 needed to address

the participants’ lack of action,



Potent Recreation 72

At the meeting that same evening, 9 shared a story ahout my mother and commitment, 9
ﬁaﬁguyf refurned from ﬁe/pinj her nurse my father, who had been ﬁo;pifa/izeﬁ/ 5rie/@, The week 9
spent witnessing her comp/efe selflessness as she tended him resonated with my reaﬁ/inﬂy concerning
human /%uriyﬁinj, The comments she heard ﬁ/ai@ from others to take care of herself went
unheard, and she worked herself into a state of inﬁ'rm@, A sad. story, it nevertheless exhibited my
unﬁ/eryt‘anﬁ/inj of the various levels of commitment and linked this commitment to peryorm/ health.
‘Tﬁroujﬁ yﬁarinﬂ this rfory, 9 ﬁopeﬁ/ to encourage the teachers to commit more fu@ fo the prg’ecl‘,

to follow fﬁro:gﬁ with their lesson ideas, to attend the meefings, and to access each other for support.

By November 17 #2004, my research nofes again reflect my own ambivalence concerning
the froject. By this fime, on@ two teachers had imp/emenfeﬁ/ 4 yinj/e Imaginative Fducation
lesson, and 9 was fee/inﬂ more like a yecrefmy as 9 hunted teachers down to or:ganize meaﬁnﬂy, than
4 parﬁcipafor:y researcher. J was weary with the [rrocess, ﬁem@ with [rregnancy, worried that the
whole prg’ect‘ Was f/ounﬁ/erinj, and thus concerned that my research would be worthless. By
November 2 3'/, 9 realized the /u@ collaborative inquiry had in mind iniﬁa@ would never come
to fruition, but that perﬁapy this was for the best. Another teacher within the project also came fo

this realization, as exhibited @ her email to me that week:

Hi Ann! Sounds like we have a mutual Mi}y ﬁap/;eninj here! 9 wonder i/{
yuécam’cioux@, you remind me of my ﬁ/atgﬁfer, in all her earnestess, and with all
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her joaﬁ' in life, éeinj pregnant and all...when 9 couldn’t be with her to ﬁe/p her

in any way. M@ée this is sort of ‘paying it backward"! Anyway 9 am very much

/oo(iry forwmw/ fo our next meet‘iry...anﬂ/ 9 am Minkinj that this whole Minj may

not turn out as you p/anne/ or ﬁopeﬁ[ but rather finds a life of its own! Look

forward to yﬁarinj my home with you.. [peryona/ communication, November

25th, 2004)
The project had indeed found a life of its own, and 9 oscillated between feeﬁ’ry the need to give it life
support or allow it to periyﬁ, if that was its due course. Fl/fﬁoujﬁ at times 9 felt the freedom of
%fﬁry va of the reypomiéi/@ for the project’s successful imp[emenlm‘ion, the part of me that rea@
helieved in the pot‘enb’a/ of the Meor:y in practice éejan to interfere with my intention to act solely as

a witness to the feacﬁery'impémem‘aﬁon efforts. ny res’earcﬁjourna/ notes illustrate this confusion

and the prg’ecf.f'yucceﬂ as it related to my own i/enﬁ{y:

I'm ﬁ’eﬁ'ry refreshed to give up my ajendh and allow the teachers to focus on

exac@ what M(y need ~ lesson work yﬁoppinj. 9% M(y can meet for two hours a

week to ﬂ[eue/op lesson p/am", terrific, and if Mey maintain a collaborative tove, all

the better. I'm st feeﬁry driven to (eep the teachers in the project, and 9 question

what is behind this. Toes the prg‘ecl'x success reflect my own success as a team

builder? My need to feel liked and apprecml,‘e/ 7 (Nov. 28 2004)

As the months proyremﬂ[ it became clear Mrocgﬁ the individual teacher interviews that the
teachers wanted two Miryy: fime o p/an foyet‘ﬁer and feel. mpparle/ éy their feers, and direct
answers from the "experts” on Imaginative FEducation. Jwas neither a ‘peer” Aue to éez’ry 4

foreijner and university researcher nor an “expert” on /eue/opiry Imaginative FEducation lessons,

50 9 focused my efforts on ﬁici/ifm‘iry woréfﬁopy and érinjinj in “expert "jui/ance ~ Anne
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Chodakowski, who ﬁe//ye/ Mark Fettes create most of the mm/y/e lesson /yfam' availahle on the
JERG website. Perﬁa/yy because she was a student. she was less inﬁmi/aﬁnﬂ; because she had
yt‘rujgﬁm/ with the frameworks firsthand, she understood their frustration; and because she was
animated and arbiculate, she was inspiring. Her attendance at one of the meetings was the ﬁgﬁ@ﬁf

of the inquiry sessions.

Now that the teachers were using their meeling times fo /9/an foyefﬁer, 9 realized I needed
fo cﬁanﬂe my research a/y/yroacﬁ. F(/fﬁoujﬁ fﬁey had created their inquiry question ( What are the
houndaries of Imaginative Fducation?) and. /eue/ope/ an overall structure fo the meefings (1 fﬁey
rotated school seftings, /yrouit/et/ 2 meal, and relied on the project leader and me to organize the dates
and times and communicate these), fﬁty were not. overall, re/ﬂecﬁnﬂ on their im/y[emenfaﬁon
process through journaling nor designating roles and norms for the group. Although they were
participating in an inquiry, the structure was not /u@ collaborative, and fﬁey “owned" very [ittle
rey/yomiéiﬁ@ for running the meetings. Tﬁw wanted fo show up if it was convenient. fo be fed| to
be im/yireﬁ/, and to have their im/yfemenfafion /n‘oé/emy solved @ their feers. Who con blame

them?

By Dec. 6'%, even fﬁouﬂﬁ we were yfrucfurinﬂ the sessions accomﬁ'nj fo the parficipanfs'

e,v/yreyse/ needs, we had lost three, if not four, of the teachers from the inquiry group. A [ratlern
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hecame evident: teachers welcomed me into their classrooms, said Mey would "f@ their best” to he at
the meefings, then most would nof attend, F{/t%auﬂﬁ fﬁey vaci/erauyé requeyfeﬁ/ support from their

eers when they spoke with me, they then would not attend the meefings to garner and contributs to
f ey 5p Y 19109

that yupﬂart‘.

By December 7( g after ypenﬁﬁnﬂ a restive ngﬁf at one of the participant's homes, 9

queyﬁaneﬁ/ my faresence in the district 7Wy notes illustrate my state of mind.

Im wanﬁériry if my stubhornmess is /arcir\;g my fresence here. 9 messed up ~

didn't tape the session lnst ngﬁf, burned a hole in my host's furnitare, got a flat

tire, then stuck in snow. . ..all signs that 9 should NOT be here?

The last two inquiry sessions were held in January, 2005. The first, hosted @ me, was held
at a local restaurant. At this meeling, 9 gave an overview of the ﬂarﬁcipaﬁan and activities of the
inguiry group over the last four months and infroduced part‘mifure as my intended format for the
research interpretation and write- up. The tone of the session was infended to be ceﬂeémt’a@ and

invigorating, which 9 ﬁapea/ fo accamp/isﬁ, in /mrt‘, Mralgﬁ yﬁariry \700/ food and a y(efcﬁiry

acﬁv@. Eve@ teacher imvolved in the prg’ect‘ attended this meeﬁnﬂ.

For the ﬁna/ session that 9 attended, on 7anuay 19“, an@ /our teachers were /Jreyenf.
Flffﬁauﬂﬁ 9 realized that there were numerous 900/ " reasons for individual teachers to be absent. 9

could not ﬁe/p ﬂe/iry ﬁmppainfed 9 was rea@ fo /etf 90 of the research [rocess in the district af this
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time and fo switch my focus to the one teacher whose participation had been consistent and whose
[ractice had reflected some im/;/emem‘m‘ion of Imaginative Fducation. 9 focused, af this foint, on
one of the éfy questions of, fortraiture: “What i.vyaa%ere?" The rexounaé’nﬂ answer was Jan.,

His portrait follows.

47 One Paddler's Strokes
The e/emem‘my school where 9an works is a é;riﬂﬁt‘, ﬁexﬁJoo(ing 6ui/aé’ry immersed in the

s'urrounaé'ry farmland fumes. Zs 9 enter the new@~ renovated school, the mission statement 60/4@

[rronounces the fo/fowiry:
LEARN TO THINK, THINK TO LEARN

We are:

- 4 fam@ of learners committed to 6ui/a/inﬂ ina(eﬂena/em‘ /it‘emcy and numeracy
- J't‘riuinj for /zerxona/ exce//ence in atfitude, skills, and énow/eage

- creafing a safe collaborative environment

- prouiaé‘nﬂ enriching experiences and diverse apportunities

- a@uefo/zinj rer/vomiéfe, com‘riéuﬁnj members of a j/oéa/ sociey

9 find the blend of inaé‘ui/ua/@ and j/oéa/ mom/@ quite inferesting in this mission statement, As

9 enter various teachers’ classrooms in the school, 9see LEARN TO THINK, THINK 7O
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LEARN prominen@ ﬁﬁyp/ayeﬁ[ perﬁaﬂs s'ijna//iry the teachers’ focus on t‘eacﬁiry melacognition,

which may enable more "inﬁépenﬁénf" learners,

As 9 make my way down the /onﬂ ﬁa//way toward a cluster of rooms that house the
LUCID parﬁcipanfy'c/myey, the characteristics that separate an eémem‘my school from my own
experiences t‘eacﬁiry in ﬁgﬁ school strike me. Rows of “outdoor” shoes line the area next to each
classroom’s door, most wall space is covered in bulletin boards, ﬁﬁyp/ayinj various classes’ recent
work, and the air seems ﬁ/gwnrijﬁf electric, Perﬁaps‘ I'm picéiry up on the students’ enihusiasm?
Or yimpy their yout% 7 As 9 near my destination, two [uppies bhounce out of classroom doors, and

eager students run to fetch them. The [uppies put me imfan@ at ease, and 9 enter the rooms with

a smile.

On this first visit to the school, 9 érie}@ visit two of the parﬁcipanfs" classrooms, whose
ambiance éo//fy contrasts due to their different feacﬁiry ,@/ey. During a break, all thrze
farticipating teachers meet‘ypom‘aneouyy in the open ﬁa//u;@ and immenﬁ'm‘e@ égin to hanter.
Comrades- in- arms, (i fﬁ@ ‘re keenest weapon éeinj their mouths, one y@y} M@ seem more bed
foyet%er Mmujﬁ their mutual witfiness than their overall interests or pers'ona/iﬁey, ?lccomﬂnj fo one
of the teachers, the e/emenfmy school used to have a much ﬁjﬁfer community, but two teachers are

on mat‘em@ leave, and there is a new principa/, who, t%oujﬁ well liked, is not as "fm’ena@ “ as the
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[revious one. Over the /mﬂ‘ two years, the school has grown froma K-3toa K-6, 0 many new
teachers were hired who haven't yet /u@ affiliated with the staff. ¢ is evident that these three,

60106(/6", J'éﬂfﬂ a éOnM

Dressed in a ﬂo// shirt and slacks, Jan is small in build but /mye in presence. Cordial and
quic( fo ﬂfay the host. he ensures 9 know how to make my way around the school and ﬁ’nﬁ/y a y/zeciﬁc

pface for me to "ﬁanﬂ out” in his classroom,

The first Minﬂ I notice about Jan’s 4M-ﬂmﬁé classroom from my /m‘cﬁ on the front leff
side of the room is his windows - M@ are a teacher’s dream. Big, /ookinﬂ out to the p@;ﬁe/ﬁ/, M@
beckon but do not rea@ distract Their eﬁ[ect‘ is to open the room w'yua@, a//dwinﬂ itto ex/mnﬁ/
5@0nﬁ/ its walled area. Affer recess, the class sitsin a car/aefeﬁ/ area ;/irec@ in front of these
windows while Jan reads a section from their current class novel. He has a crisp, brisk voice. Zs he
reads, he varies his fone and boosts the volume ﬁ/urinﬂ the in feresting bits, He is co/ﬁecfe&{ (y@yica@
50 he doesn't make broad, fﬁeﬂfrica/jeyfurey while ﬁecz.‘urinﬂ or reaﬁ/inﬂ. %’nﬂerinﬂ his weﬁ/ﬁ/inﬂ
rinﬂ, he (eepy a constant eye on those students known fo pic( at others ﬁ/urinﬂ this fime and ga thers
them toward him in nurturing, yet enforcinﬂ manner. Because he finds humour in most

eueryl‘ﬁinﬂ, he /mfy me and his cﬁmyey riﬂéfﬂf ease.
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The kids are excited about com‘frucfiry their own stories. 7‘6@ re eryaje/, evidenced @ a
high level of focused enerqy in the room. Their writing prompt, from a hook @ Harris Burdock, is
4 picfure with a small door and ég skates. Rased on this image, fﬁey /eve/op a main character, a
secondary character, and a tille for their story. They then have an hour to wrie the story, gleaning

ﬁe/p from Jan on how to construct an exciting p/of as fﬁey progress

Yan monitors them and advises: “Part of éeirg i ﬂoo/ writer is writing within the time  You
have to the audience. . . nof an epic that will take the rest of your life." This tip. 9 realize, will ﬁe/p
prepuare them for their timed writing fests, mandated by the province. 9 alio notice his attempts to
use elements of 9maﬂinaﬁve Fducalion in his yweyﬁom, uyiry éina@ oppoyifey, fike 900/’ “and
“evil " to ﬁe/p them make it imayinaﬁve, 7o ﬁe/p them with characterizalion, he asks, “What

makes the characters wonderful?”

As fﬁey construct their stories, the students ypmé cm‘ua@ fo their neiﬂﬁéoury and to me,
ypeaéirg as em'@ abhout a cougar that frequenfy their neiﬂﬁéourﬁoo/ as ahout the next Harry
Potter hook, Tﬁey move free@ around the room fo Jﬁarpen penci&, fetch items, and| fut their names
on the board to visit the washroom. There's an apforopriate bhalance between structure and freedom

in here, and as the months frogress, 9 witness that the students hecome yiﬂniﬁcan@ more self
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reliant. "You're nine; You can zip up your own hoots,” Jan tells one jir/ as she readies herself for

recess, Such comments ﬁe//) the students understand Jan's e,\’/)ect‘aﬁom',

Jan is quicé, wi@, and creative. s a student ﬁimxef, he's the int‘e/@em‘ kid who sits in the
hack maéinj ongoing, humorous, yel relevant quips ahout the lecture. This behaviour frst émuﬂﬁf
him to my aftention af the 2004 IERG conference. As a teacher, he's comfortable with a itfle
noise and’ m@ﬁem, but he 'yJ‘uﬂ‘ as quicé fo let his cﬁmyex know when M@ ‘ve crossed the éoum/my
to zooland, In %mumy, when his cﬁmﬂey refurn from their ﬁo/i/ay break, he's qm’c( to catch

mishehaviours and to remind them of hoth their rules and rijﬁfr in his classroom.

"Remember ‘your manners amﬁ'oéy - 9 know you're excited, " he says as he breaks out the
malerials for their science lesson, The kids attempt o restrain themselves from swarming his desk,
which sits in the middle of the front of the room, covered in class J'u/)/)/iex and, papers to he marked or

returned,
As one girl mischievously losses some materials over her shoulder, he admonishes, "That's
just heing silly; that's not helping anyhody."
9an's ahility to play flexibly with structure makes him a likely candidate for Imaginative

FEducation met‘ﬁo&/o/Oﬂ, which requires teachers fo be quit‘e intentional about their /)/am hut flexible

in the [process of im/)/emenﬁnj them, In addition, his ca/méi/@ o "size up the scene” and make
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im/)rom/)fu cﬁanjey in well-structured /)/am allows him fo fee/ com/orfaéé with the yfogvﬁ'ne of an
7mayinaﬁue Fducation unit, whose destination may be unknown, He realizes that 7maﬂinaﬁue
Fducation is not about the mefﬁo/o/oyica/ label "You don't have to /Jijeonﬁoé these Mz’njy, " he

said af one of the inquiry sessions, "~ make  your own /eﬁniﬁon and g0 with it "

He seems as comfortable in front of a  group of adulls as in front of his students, evidenced
@ his [resenting some of his more imaginative, well-tuned lessons at local educational conferences. 9
was /uc@ enoujﬁ to witness his class enjroyye/ in a "Brewster’ Millions” lesson, in which every
student inherits bhut mm'fs/)en/ a million dollars in a short amount of time to earn even more
money. A math lesson that also incor/wmfex rea/inj, research, and ,ynfﬁexix skills, “Brewster's
Millions" was, undoubtedly, a hit. During another visit, his students had just displayed their
'Proéaéi/@ Carnival for the rest of the school, and on yet another occasion, I witnessed # lesson on
the musculoskeletal syyfem that faujﬁf me some fun/amenfa/s that even my own emergency medieal
training didn’t touch, Janis a yu/)eré feacher in many ways, and he doesn’t need 7majmaﬁue

Fducation meMOt{O/Oﬂ fo be creative - he's a natural

Jan is the son of oufyfan/inj educators; his father is esf)ecia@ known for his [rrowess

feacﬁinj ﬁijﬁ school math and science. 9 often won/erea&'m'f how s'ijniﬁcan@ his father influenced
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his own feacﬁinﬂ. Hhen one of the inquiry parficipants asked for ideas on how she couldd .vimp/i@

her ﬂ/a@ markinj, Jan .vujgexfeﬂ/ a "random draw, " a /Jroceﬂ/ure he learned from his father:

Pick one /Jeryon'.v name and check their homework in this group of four. 9/[ if's
done, You will jet‘ rewarded, ifnof, it's not. Then there's that peer pressure, riﬂﬁf?
My dnd did that - bhe used to do that with fests in science units. The kids learn as a
group, and one kid would write the test on a fest ﬂ/ay, and M:zy would all get that
mark, You have to make sure Your group knew their .vfuﬁ{ 50 you can jef a Jaoo/
mark out of it

He had one parent coming up [to comp/ain about this practice 1, 9 think, Once he
ex/)/aine/ w@ he was /oinﬂ it, that /mrem‘ acfua@ wenfaway quife un/er.vfam/inj
because he said that it was the first time his éi/acfua@ reads at home and had to
work, The dad was like - he came in and he was mad. But he also understood at
the end that his ﬂ/aujﬁfer had to work at .vomefﬁiry other than school She was
trying [ difficult], xoc:h@, that was her /Jroéfem.
9an and his father run a summer school f(yefﬁer, and, perﬁapy due to his father's influence, Jan
often [resents his ideas at local conferences. Teacﬁinﬂ in this fami@ is treated as a /Jroﬁ;uion, not

J’u.vf ajoé,
Jan's wor// never .vfo/;.v xpinniry. ﬂﬁ‘er .vcﬁoo/, ﬁe oﬁ‘en p/&ayx soccer wiM ﬁij’ pe,ery, joex fo
Kindermusik with the kids, and makes social visits with his whole fam@. On weekends, his fam@

offen travels to North Vancouver, where his farents and in-laws reside. “With a wife and two

children under age three, he is /Jerﬁapy one of the busiest teachers in the  group, but he remained the
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most consistent fresence at the inquiry sessions and re/)resenfeﬁ/ the  group at the 2005 JERG

con/erence.

His fami@ housed me on several occasions ﬁﬁm'ry my visits. The nijﬁf before 9 ﬁ'rst‘rfayeﬁ/
in his home, he was ﬁaryiry sheef rock in the juesfroom in order that it would be rea@ for me. Jan

doesn't make excuses - he jet‘; fﬁirys done.

When 9 picfure 9an, 9 oﬁ‘en imajine him as 9 once saw him in his kitchen, af ease while
cooéiry rice an/ m/mon and ﬁo//irg fﬁe éa@ ﬁercﬁe/ on one raised /ej, ﬁ'ﬁe a crane. This is ﬁow he

runs his classes, loo: af ease, mu/ﬁfmkinj, cariry, ana’feeﬁﬁ'ry his students nufr:’fzbus@,

Jan’s wife is as bright eyed and as quick as he is. In a phrase, she’s “with it." After having
spent all day with the kids, a six- month- old and a 2 1 year-old] she's still quick on her feet and
readly to discuss any topic. “Mommy brain” seems to have bypassed this woman. She's involved
with Jan’s professional life, evidenced by her knowledge of his colleagues and the mutual friendships

among them. ’(/nﬁ/ouéfea@, he shares his ﬁ/ﬂi@ experiences with her.

ﬂ/fﬁoqgﬁ fﬁey 're not ﬁouyeéeepery, fﬁty ‘re excellent hosts. ”'By the third fime  you visit,
You re fami@, ’ fﬁty say. 9 cﬁaryeﬁ/ my first ﬁ/iaﬁer on his ﬁ/aujﬁfer. Yan stood beside me, juiﬁ/iry
me as he does his students - jiw'ry space fo do romet%iry inﬁéﬁenﬁén@, éut‘yﬁowirg and. answering

ziuesﬁom when needed,
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Cver the six months 9 Jfaenf infemcﬁry with the inquiry group in their classrooms, af their
homes, and ﬂ/uriry meelings, I was often im/areﬂeﬂ/ @ their dedication, resilience, and im’ijﬁf.
When these teachers shared what it means to flourish as an educator, many mela/vﬁorx arose. One

mentioned at various fimes @ various /760/7/& was that of a free:

A teacher is a tree - small, alone. I needs sun for support and confidence.

This sun represents all the peo/vé with whom the teacher inferacts.

A halance of give/ take delivers CO2, food and water to the free while the free

proa/ucey axygen for those around it to breathe free@. Some trees flourish, others

don 't survive, C

[inqui(y session, Oct 15M, 2004)
The world is full of species of trees, all //ouriyﬁinj at different capacities. A /Moujﬁ all rew/ﬁ‘njy in
terms of 5einj Imaginative Educators, Jan had an oub'fanﬁﬂ’ry [resence in the project. Jsee Jan’s

resilience and determination to flourish as bhest re/vrexenfeﬂ/ as & mangrove.

Mangroves 6ejin as pro/myuép a six-inch /(}nj 1'866//706/, 5055})}5 in the currents of fresh
to m@ waler, These reeﬁ/ﬁnjy don't know where fﬁey'// end up. Qer the  years, M@ miust folerafe

this amé{gu@ fo survive, .'Euenfua@, some are swept far enmgﬁ on shore to take roof

Tﬁere'rmmefﬁinj very ﬁo/ve/[u/ ahout those yeeﬂ/ﬂ'njy. As 9 pmreﬂ/ them /urinj /ma/ﬁ/ﬁnj
trips in the Florida .'Euery/aﬂéy, 9 wondered where ng dend up, if Mty would thrive there,
whether the whims of nature and the im/veriaﬂ’xﬁc nature of humankind would, permit them to find

their most healthful /MM in life. Their lives are nof easy.
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Storm, swells and inland floods cause water to vise above these Mrué@ frees, even when
t%ey ‘re malure. 'Dum’nﬂ these swells, all sorts 0/ creatures will sweef) Mmogﬁ and amony them, even
exolic specics that are yeekinﬂ new niches (or o éu@ their way info someone else’s), char;//m,

these trees manage fo not on@ survive, hut thrive. "fﬁey seem lo e@'oy the ﬂ‘m&lg/c,

8470( when the Seminole canoed these shallow walers, these frees were a re/cge /for more

than the bivds and crabs, Human écinﬂy would lash themselves to their twisted trunks ai«rinﬂ
hurvicanes. Once the sands had. yﬁiﬂ‘c;/ and the waves had receded, these trees remained, their roofs

intercommected with so many /inﬂm', nafﬁinj’ could bhreak Mci( grasp.

-
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Figure 1 “Mangrove”
By permission of Clude Butcher
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Chapter 5

“All real change involves loss, anxiety, and struggle.”9

5.1 Philosophical Interpretation

5.1.1 Extension of Terminology

As presented in Chapter 2, flourishing means, “to be in a period of highest
productivity, excellence, or influence; specifically of authors, painters, elc.: to be
in a state of activity or production” (Webster’s Revised Unabridged Dictionary,
1998). Based on this definition, flourishing teachers would produce excellent
work that influences others. Although some inquiry participants produced work
of high quality using the Imaginative Education approach, I did not observe any
significant influence these lessons had on other professionals. In this sense, their
flourishing was not evident. Potential long-term outcomes are difficult to predict
due to their wavering involvement in the project. If, however, one considers a
second definition of flourish: “to make bold, sweeping movements...to play with
fantastic and irregular motion...to execute in an irregular of fanciful strain of
music...” (Webster’s Revised Unabridged Dictionary), the efforts of the
participants show up like spatters of paint on a canvas. These spatters ray not
have come together like the artwork of Pollock, but they were colourful moments

nonetheless. Although the participants’ efforts were not sustained, they did “play

19 Fullan, M. (1982). The Meaning of Educational Change. New York: Teacher’s College Press, p.
60.
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with” the ideas, and one teacher allowed the approach to create a highly “fantastic

and irregular” climate in her classroom.

During the inquiry sessions, teachers occasionally showed signs of
flourishing. These moments generally occurred when the group was in an active,
productive discussion. For example, one of the activities we conducted in the
inquiry was to brainstorm, sketch, and share our thoughts on some of the key
terms involved in the LUCID project. The group thus shared their individual
thoughts concerning imagination, cultural inclusion, and flourishing. Discussing
these terms powerfully affected the demeanour of the group and influenced their
future discussions and lesson planning. Teachers often began the future inquiry
sessions by sharing their successes and struggles and relating these stories to
their personal flourishing (with no prompting by me), and defining imagination

and the boundaries of imaginative education became the focus of the group.

For the inquiry participants, the word flourishing evoked images found
mostly in nature: deciduous trees that provide homes and stability for others,
and evergreens on mountaintops that weather the harshest of conditions. The
lushness of many of these images signifies the complex needs of those who are
flourishing in a sustained manner. The participants easily elaborated on their
conceptions of the term, saying that those flourishing are creative and productive,
moving over and through obstacles in their paths like water, rising every day to
shine like the sun on someone, somewhere. In addition, those experiencing
flourishing feel heightened intuition, that they are achieving important

accomplishments, and are positively influencing others and their environment in
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general. Although those flourishing maintain highly active lifestyles, they have
ample time to enjoy life (inquiry session, Oct. 13, 2004). Although the teachers
made these terms personally relevant, they also recognized the resonating themes

in the other participants’ definitions.

5.1.2 Imaginative Education and Flourishing

If we assume that the state of flourishing is both appetising and achievable
for teachers, what aspects of implementing Imaginative Education could

contribute to teacher flourishing?

First, implementing Imaginative Education requires teachers to reflect
upon their planning process. This reflection can lead to more intentional use of
time. Those using the approach tend to either structure their units “beginning
with the end in mind” or by seeking available materials with which to base their
plans (teacher interviews, Nov.-July, 2005). Because some teachers also sculpt
their classroom spaces to accommodate a theme or overall activity for the units,
they must identify the conditions they need in the classroom, especially in terms
of classroom management. Those who attended the inquiry sessions consistently
found that the collaborative meetings rejuvenated their interest and cornmitment
levels, provided recognition for their efforts, helped them to develop partnerships
within and between schools, and clarified the lesson design process (ibid.). In
addition, involvement in a process that supports and reflects creativity may

contribute to teacher development in this area.

Another question pertinent to my research was how teachers could enable

their students to flourish while also flourishing themselves. How can teachers
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avoid the “Gandhi Effect?” Based on my research, the answers to this query are
presently indeterminable. More consistent participation over a span of vears
could lend the data to create a thorough discussion. However, considering
Aristotle’s viewpoint that happiness (flourishing) is tied to the telos (an innate

goal) is informative.

Aristotle believed that because of our biological constitution, we are
fulfilled only through requisite intellectual and moral activities that lead to a goal,
all carried out within a social context (Belliotti, 2004, p. 6). The LUCID project
offers teachers the goal of implementing an intellectually challenging theory. The
moral aspect of the project — to provide a more inclusive learning environment
for all learners - requires a social context. During the course of my research, 1
witnessed teachers seemingly fulfilled when their classes were responding well to
Imaginative Education unit framings and lessons. When teachers did not meet
their goals concerning implementation, they stated that neither they nor their
students were flourishing (teacher interviews, October 2004 -July 2005). It
follows that a teacher’s flourishing is implicated in their students’ flourishing, if

the students’ flourishing is the teacher’s goal.

Administrative support was implicated in the teacher’s determination of
personal flourishing. As a whole, they felt supported by the SFU team and their
peers, but were quite clear that their administrators were unaware of their
strivings to implement Imaginative Education. For Nietzsche, affirmation within
experiences directly contributed to the mentality of amor fati, the unconditional

love of life (Belliotti, p. 91). Although some teachers were praised by their peers
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and administrators for their creative ideas, at least one dropped from the project
because he perceived his efforts to be negated. Although others may have a
different perception, the participant felt his efforts were not supported. As a
whole, teachers consistently expressed the need to have their efforts witnessed
and affirmed in the classroom. Although these needs were communicated to the

university researchers, I witnessed no efforts to accommodate their request.

Nietzsche strove to celebrate the unpredictable nature of existence and the
fragility of our social structures. Using suffering as a springboard for robust
creative striving, he felt that people could transcend boundaries by
deconstructing, re imagining, and recreating the self. He suggested that this

process creates meaning and purpose for life (Belliotti, 2004, p. 116).

As the teachers battled with the lesson frameworks and shared their
frustrations and successes, they wavered between using the frameworks as an
excuse for their implementation delay and using the framework and theory as a
springboard for creativity. The teacher who f‘dove in” seemed to be engaged as
Nietzsche describes, but she could not sustain her efforts without outside help.
What began as an affirming experience for her turned difficult. Teachers also
struggled with the ambiguity of the theory and with designing lessons that had
flexible endings. The “destination into the unknown” was simply daunting and

inhibited some participants from ever taking their first steps forward.

In contrast, some of the participants volunteered many hours of their
personal time and took the risk of momentarily changing their teaching

approach. I think it is fair to say, however, that the teachers were not completely
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committed to implementing the approach. According to Nietzsche, “When they
no longer do anything ‘voluntarily’ but do everything of necessity, their feeling of
freedom, subtlety, full power, of creative placing, disposing, and forming reaches
its peak -- in short, that necessity and ‘freedom of the will’ become one in them”
(as cited in Cameron, 2002, p. 42). If teachers had felt that to teach well, they
must incorporate an Imaginative Education approach, their flourishing may have

been implicated differently.

5.2 Theoretical Interpretation
5.2.1 Improvising a Vision

In Composing a Life (1989), Bateson suggests that each of us has done
identity work by improvisation, discovering the shape of our creation along the
way, rather than by pursuing a vision already defined. The vision of academia is
an authoritative discourse in need of change. For example, Bateson recounts how
many women at Amherst ended up investing huge amounts of time in needed
public service, committee work, and teaching nondepartmental courses. Since
these activities were not weighed significantly in promotion decisions, she
believes they were in part self-destructive (Bateson, p. 54). As this situation
illustrates, many women raised in male-dominated cultures have to struggle
against the impulse to sacrifice their health for the health of the whole; while
many men reared in these same traditions have to struggle against pervasive
imageries in which their own health is a victory achieved at the expense of

another (ibid., p. 240). For us to flourish, Bateson believes we need to equalize
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these gender roles and slow the pace of life to establish more consistent

caretaking.

These suggestions require significant shifts in culture both inside and
outside educational settings. Especially in North America, where efficiency and
productivity are prized, “slowing down” is a difficult sell. Improving our
improvisational skills, however, might work. For example, one of the women
Bateson worked with did not so much reduce her professional life to have
children as change the way that life was organized, learning to compose the
disparate elements in novel ways (ibid., p. 174). The most important difference
between her life then and now is that in escaping from a career track in which her
rhythms were dictated from above, she became able to orchestrate her own life.
“The name of the game for me now is to ensure flexibility in my daily schedule,”
she writes (ibid., p. 176). Such compositions of individual improvisations can be
shared as models of possibility for future generations (Bateson, p. 232). Men and
women who address multiple commitments in flexible contexts can flourish in

new ways.

Bateson observed that constantly recreating ourselves is difficult, and we
may resist change and hold onto the stability of continuity even when it inflicts
pain or damage. Witnessing people maintain damaging relationships for the
sake of continuity made her wonder about the nature of commitment, and about
the need for a more fluid way to imagine the future (Bateson, p. 8). She espouses
fashioning the ability to fluidly combine commitments in order that they enhance

one another instead of detract. Instead of rejecting old traditions to embrace new
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ones or settling into in a new tradition without commitment, we must create new

ways of being as our lives, and our world, evolve (ibid., p. 66).

The question of what to keep and what to “chuck” is omnipresent in
educational theory and practice. The inquiry participants spent much of their
time deliberating what is and is not Imaginative Education. Each teacher worked
to determine how she could enhance her present practice through incorporating
aspects of Imaginative Education. Some settled into the tradition without
commitment, and some never found a way to incorporate the theory fluidly in
their practice. They struggled with the flow of the narrative and sought help with
all the phases of lesson design and implementation: deriving topics, designing
lessons, obtaining material resources, planning follow- up to the lessons,
obtaining feedback during the implementation, and using appropriate
assessment. Typically, a teacher would come up with an idea for a lessor, then go

to the framework and “get stuck.”

When people are “stuck,” outsiders who reflect their work back tc them
can aid the difficult process of implementation. For example, a woman with
whom Bateson worked offers this advice concerning working with creative

people:

There are two things about dealing with creative people. One is
acknowledging their creativity, exploring it with them, getting them
to do something other than just talking about it, and the other is
helping them, because it’s a hard process, and they can get
discouraged. The advantage is that they really want to finish their
creations. The thing that keeps them going isn’t charisma—that’s
what hooks them in—it’s achieving. Frequently, when you're
exploring some blockage, just doing it is like holding up a mirror, so
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they can see what they have achieved, and that’s more important
than the actual advice you give. (Bateson, p. 182)z°

These two processes — getting teachers to act on their ideas, and helping them to
clarify and work through their blockages-were pivotal in the implementation of

Imaginative Education.

5.2.2 Weaving the Web

Like many qualitative researchers following the general theories of Max
Weber and Clifford Geertz, I profess a semiotic definition of “culture.” This
suggests humans are suspended in webs of significance that we ourselves have
spun, that culture is those webs, and the analysis of it to be therefore not an
experimental science in search of law but an interpretive one in search of
meaning (Geertz, 1973, p. 4). Like Geertz, I believe it is of utmost importance to
“look in the first instance not at its [teaching’s] theories or findings” in crder to
gain understanding, but “at what the practitioners of it do” (ibid., p. 4). This
practice of valuing experiential knowledge is consistent with the tenets of
cooperative inquiry. Since I wanted to gain a better understanding of teacher
flourishing, it was imperative that I witness teachers in the social environment of
their schools. T acknowledge that what I perceived, what became my data, was
actually my constructions of other people’s constructions of their situations and
actions (Geertz, p. 9). Nevertheless, I feel more efforts should be conducted to
support and clarify the practice of teachers, so the rendering of their practice is

important.

20 This passage was also quoted in the section titled “Approach to Relationships.”
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Because culture is complex, rendering an account of it is also complex.

Like the process of gaining knowledge in any field, one realizes, during the
process of investigating and learning, that with every step gained in knowledge,
another world of potential paths to more knowledge materializes. “Cultural
analysis is... intrinsically incomplete. And worse than that, the deeper one goes
the less complete it is” (Geertz, p. 29). Thus, one never can grasp fully and render
accurately a culture, but the culture may be thickly described and creatively

portrayed (Geertz, p. 14).

Due in part to the imaginative act involved in producing cultural theory,
the rendering of it is neither predictive nor prescriptive. One teacher’s
experience incorporating Imaginative Education does not predetermine
another’s. 1 have attempted through sculpting a portrait of the inquiry process
and one specific teacher, to creatively and aptly portray an experience. Although
this account could be more intricately woven with more participation from the
inquiry group, I am attempting to at least provide a platform for their voices in
the future of the project. Perhaps then they may “deepen the conversation”

(Geertz, 1973, p. 29, as cited in Lawrence - Lightfoot and Davis, p. 10).

Why attend to and celebrate moments of resourcefulness? Why recognize
them instead of analyzing the webs of constraints that inhibit people’s
possibilities? Because, like Holland et al., I take an evaluative stance toward the
oppressions that Foucault described, yet I do not anticipate a whole scale
revolution nor favour interventions that impose policies and programs that only a

few realize as beneficial. I choose to document and support those who strive to
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liberate themselves and those around them on a daily basis. I seek to support the

teacher (Holland et al., p. 277).

5.2.3 Grappling with Frameworks

Partially because the lesson framework the teachers were attempting to
use was awkward for them and the process of determining key characteristics of
Imaginative Educative troublesome, teachers decided to use their collective time
to explore the question, “What is and is not Imagination Education?” and to
brainstorm lessons. This meant that we spent less time discussing teacher
flourishing and developing the structure of the inquiry (determining the norms
for the meetings and alternating roles). However, by sharing their experiences in
the classroom and helping one another build Imaginative Education lessons, they
still maintained a focus on their personal flourishing as teachers and maintained
a collaborative research methodology. The agendas for the meetings became as
improvised as the implementation process itself, and I recognize now that the
identity work these teachers were involved in was, as Holland et al. state, “led by
hope, desperation, or even playfulness, but certainly by no rational plan” (1998,
p- 7). AsI witnessed their process, relationships between teacher flourishing and

Imaginative Education became apparent.

Grappling with the lesson design framework evoked many questions
central to the practice of teaching. This process illustrates how the tools used to
incorporate the methodology were also “using” the participants. For example,
Holland and Cole (1995, p. 482) suggest we consider the hammer as a

tool/artefact/mediator. Every hammer can be seen as an encapsulation of the
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theory of the task and the theory of the person who fulfils the task. If one
considers the Imaginative Education framework as a tool, then the users
[teachers] could be encapsulated as Imaginative Educators. Being known in this
terminology affects the manner of their approach to teaching. Language, too, is a
tool that “uses” people. People tell others who they are, but even more important,
they tell themselves and then try to act as though they are who they say they are
(Holland et al., p. 3), so just by becoming involved in Imaginative Education,
teachers may make a mental shift that affects their approach to teaching.

Because they are involved in a group that is engaged in using imagination to
teach more effectively, they may begin to see themselves as imaginative teachers,

which may pervade their actual practices.

Tools produce people that are like the tools they use. Perhaps this is what
the creator of the framework intended - to sculpt a framework that would in
turn, sculpt the teachers who implement his theory. The teachers who most
resisted the framework were those who most perceived their planning processes
as an expression of their teacher identities. Thus, changing the framework
became essential in order to preserve their concepts of selfhood. Herein lies a
paradox: “The accumulation and mastery of a cultural tool kit and its use in
overcoming the dependency on a particular culture is one of the basic
contradictions of human development” (Shepel, 1995, p. 428). “How does
liberation from the entrapments of our cultural worlds come about through the
tools shaped in those worlds for their perpetuation?” (Holland et al., p.64) By

submitting to the Imaginative Education methodology and using the prescribed
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lesson — planning frameworks, teachers both evoke and inhibit the power of their

imaginations. They are both freed and entrapped by the process.

Some participants in the project seemed hesitant to alter the frameworks
or use them only in part. Even though these frameworks were laboriously and
intentionally designed by the Imaginative Education Research Group, the

frameworks are a result of social interaction within that group:

Although individuals constantly construct and reconstruct their
own mediating devices, most of their constructions are not original.
They have been appropriated in the course of social interaction with
others, who, in turn, appropriated the devices from others. Even
productions we might call innovative have developed in the flow of
social interaction and depend intimately upon it for their
significance. (Holland et al., p. 36)

Teachers who adjust the framework are adding their voice to a dynamic process.

Everyone has this right to authorship.

5.2.4 Positioning Ourselves

Accounts of culture that ignore the importance of social position
surreptitiously participate in silencing of those who lack privilege and power.
Upon my reflections of the inquiry experience, I became aware that even though
all teachers volunteered to be a part of the inquiry, some perhaps felt oppressed
by my attempt to get them to be more active in the implementation of
Imaginative Education. One way to interpret this phenomenon is to address the

expectations laid upon us due to our individual positions in a figured world.

In Holland et al.’s (1998) terms, “A figured world is a socially and

culturally constructed realm of interpretation in which particular characters and
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actors are recognized, significance is assigned to certain acts, and particular
outcomes are valued over others” (p. 52). If LUCID is a figured world, then
participants are actors who are changing the conceptual and material aspects of
this world through their improvisations (ibid., p. 63). Significance is assigned to
acts that correlate with the Imaginative Education approach, so fluid lessons that
illustrate the use of the prescribed frameworks, active participation at workshops
and conferences, and recruiting and educating other group members are
outcomes highly valued. Those who end up going to Hawaii to present at
international conferences have learned to internalize the authoritative discourses
that configure these worlds and to “position themselves for themselves” (ibid., p.

64).

Positionality is one’s relational identity. It concerns one’s social place,
entitlement, how one identifies one’s position relative to others in terms of
power, social affiliation and distance (Holland et al., p. 127). These positions
often affect how people perceive and act within diverse social settings (ibid., p.

44).

For instance, my work as a researcher in the Imaginative Education
Research Group may have positioned me in the slot of academia in many LUCID
participants’ minds. This position garnered me a certain amount of respect, but
an amount less than that of the director of the overall research group. Because
positionality affects confidence, being in a “low” position relative to others in the

group may inhibit creative action altogether if the individual feels they must
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“assume the identity of the Other” to meet expectations (Fordham 1993, p. 26, as

cited in Holland et al., 1998, p. 132).

Based on this idea, is using the Imaginative Education frameworks forcing
teachers to think imaginatively from a white English male perspective? Could
using these frameworks actually undermine teachers’ possibilities for exercising
their full creative powers? Especially in the Imaginative Education master’s
cohorts, where students are graded by their successful use of these frameworks,

could these teachers be learning to colour in the drawings of the “Other’?

The implementation of methodologies others have designed is an ongoing
practice in education. In fact, many superb teachers appropriate ideas, full unit
plans, and mannerisms from others. I see this practice as being quite different
from using someone else’s framework for how to think, to imagine. The initial
process, like borrowing a sweater, is cursory, external in nature. The latter
process, like taking a psychedelic drug, is more significant, an internal process. It
can literally be mind-bending. Two teachers at one of the inquiry sessions came

to this conclusion:

“As a team we realize that a lot of the questions [in the framework]
are really in-depth and they cause you to think in a different way
and that’s why it takes so long.”

“I think that’s what’s bending my mind. That’s exactly it.”
“It’s [bending one’s mind] not a bad thing.”

“That’s true. It just causes a bit of frustration”. (Jan. 19th, 2005)
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The resistance to the frameworks was deep-felt. Until teachers felt they had the
positional power to apprehend the framework and make it their own, they could
not create. Some became paralyzed by the discourses represented by the

framework and the overall approach.

These discourses are the media around which socially and historically
positioned persons orchestrate their subjectivities in practice. People are limited
by their position but also provided with resources to respond to the problematic
situations they find themselves in (Holland et al., p. 32). This phenomenon
relates back to Nietzsche’s belief that obstacles provide opportunities for growth.

How teachers choose to address these obstacles determines their agency.

5.2.5 Answering

In Bakhtin’s (1981) dialogic world, people are constantly being “addressed”
and must somehow provide an “answer’” (Holquist, 1990, p. 169). Just as with
their positions, people work within and alongside a set of constraints that are also
a set of possibilities for utterance (ibid., p. 171). “In ‘answering,” the self
“authors” the world—including itself and others” (ibid., p. 171). Identities, which
are organized socially, mediate the development of human agency. Subjectivity
happens at an interface between the social and embodied sources of the self. This

is called the self-in-practice, or the “authoring self” (Bakhtin, p. 32).

During the inquiry sessions in which we discussed the frameworks and the
boundaries of Imaginative Education, the teachers were immersed in this
authorial process. Some developed an authorial stance, finding that the

discussion process helped to clarify their understandings of Imaginative
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Education and their place within its implementation. Imagination solidified as
being part of their identity as educators. Others found the struggle too
demanding, too ambiguous, and withdrew from the inquiry. They still had to
address their identity as educators — did this mean they were not imaginative
teachers? Dialogism suggests that our identities remain dependent upon social
relations and material conditions. “If these [conditions] change, they must be
‘answered,” and old ‘answers’ about who one is may be undone...” (Holland et al.,
p. 187). Struggling with another’s discourse is an important process, for it
exposes the limitations of these existing discourses and provides opportunity for

both personal growth and, in this case, the growth of the LUCID project itself.

Teachers are enmeshed in disparate discourses — on practice, on
curriculum, on classroom management, on community relations - and must be
selective concerning where they extend their energy and time. Within these
choices lies potential for sculpting not only their classroom spaces, but also their

own identities and agency:

Identities are improvised - in the flow of activity within specific
social situations — from the cultural resources at hand. Thus,
persons and...groups are caught in the tensions between histories
that have settled within them and the present discourses and
images that attract them or somehow impinge upon them. In this
continuous self-fashioning, identities are hard-won standpoints
that, however dependent upon social support and however
vulnerable to change, make at least a modicum of self-direction
possible. They are possibilities for mediating agency. (Holland et

al.,, p. 4)

Human agents use whatever opportunity is at hand to affect their position in the
cultural game (Holland et al., p. 279). These strivings are relevant not only to

educators but to all people trying to make a better life for themselves and others.
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Being involved in the inquiry was an opportunity for the participants to activate

this agency, to improvise their own paths.

5.2.6 Making Worlds

The irony of play is that its freedom is as contained as its discipline, for
both depend on the border established by the authority of the imaginer. This
illuminates the frustrations the teachers experienced concerning the boundaries
of Imaginative Education. What are they? Whose are they? Just as identity
cannot be authored individually (Holland et al., p. 272), the boundaries of
Imaginative Education must be played with collectively. This social play develops
competency in newly imagined communities, like the inquiry group: “These new
‘imaginaries’ build in their rehearsal a structure of disposition, a habitus, that
comes to imbue the cultural media, the means of expression, that are their
legacy” (Holland et al., p. 273). It takes a group of active players to create an
imagined world and pass it on to others, for people achieve brilliant creativity
when it is collectively enabled (Holland et al., p. 275). If Imaginative Education is
to flourish as an educational approach, it will need to be sculpted by individuals

who are invited to “play” as equal teammates, with full authorship.

5.3 The Political Process

5.3.1 Miller
Miller (1990) examined research processes to determine how or if
democratic, collaborative research methodologies might unintentionally

reproduce the same oppressions as traditional research (Miller, p. 14). Of
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particular concern was the designation of the sites of knowledge and power. In

collaborative settings, does the university researcher alone remain an “expert?”

(Miller, p. 15).

Miller’s work has encouraged me to be more aware of a number of
researcher “traps.” First, she warns of assumptions and the importance of
documenting both others, and mine, then looking repetitively at situations to
formulate a deeper and broader viewpoint. Second, she suggests tolerating
ambiguity and being patient with beginnings and the messiness associated with
them (Miller, p. 58). This advice kept me sane during the long months of waiting
for the inquiry to gain momentum. Third, she warns of the “malefic generosity”
associated with change agents, noting, like Paulo Freire, that the subtle ways in
which attempts to help others may become infused with unexamined
assumptions about the “right” ways to be or act (Miller, p. 53). These ways more
often represent the attitudes and stances of those who are in charge rather than
representing the actual needs of those identified as “needing help.” For all
participants to have the space to flourish, researchers must be constantly aware

of assumptions and power dynamics that may limit others’ voices.

One challenge for research participants is to shift the focus from mastery
as residing within the “experts” to mastery as residing within the practice
community (ibid., p. 273). Inquiry members may find it difficult to take on a
long-term and open-ended commitment and may be confused by the notion that

research questions could originate and be addressed within a practice community
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(ibid., p.274). A comment by one of the LUCID principal researchers illustrates

this point:

“As a broader philosophical point, I am sceptical about research
approaches that claim to derive research questions from the setting
itself. Questions only become meaningful against what Taylor calls
a horizon of significance. In LUCID this has to do with values of
equity and inclusion, cultural diversity and resilience, community
sustainability and an attachment to place. These are not values that
are inherent in schools: that's why they're educationally important.
So a methodology that places a focus on the subjective experience of
"teacher flourishing” without reference to this broader value
context may actually make it harder for you to get at the questions
that really matter.” (personal communication, October 11, 2005)

Presently, I am uncertain that the IERG supports that mastery resides within the
practice community. How does the research group consistently validate teachers’

perspectives and experiences?

Strikingly, although they vociferously requested help and feedback in the
classroom, the inquiry participants resisted help offered from the project
coordinators and chief researchers at SFU. This was due, in part, to a personality
clash with one or more of the university researchers (project leader and teacher
interviews, October-November, 2004). Even though the inquiry group was set up
to establish a learning community across levels of expertise rather than within
them (Miller, p. 266), I found the teachers still considered the researchers experts
and themselves novices. In fact, I felt they might have been disappointed in what

I could offer them since I was not an expert in Imaginative Education theory.

Miller’s opinion is that freedom emerges through risk taking, challenging,
and taking initiative. These actions help educators overcome the three main

obstacles she found: barriers of time, layers of assumptions, and ambiguity
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(Miller, p. 1). The inquiry group was the only LUCID cohort to decide not to
pursue a master’s degree through their participation in the project. This, I
believe, illustrated their overall choice not to carve a considerable amount of time
out of their personal lives for the project. In part, because they were not
obligated through a degree program to attend meetings and were offered no other
appetising incentives, their attendance was spotty. Whereas individual teachers
would often tell me they would be at the meetings during my visits to their
classrooms, often something would “come up” to deter their attendance. This
was frustrating for both the teachers who made sacrifices to attend and for me,
since I spent a considerable amount of time organizing days when the majority of
the group said they could attend. As the months progressed, it became apparent
that commitment to the project was low. Although the participants were happy
to open their classrooms to me and make time for lengthy interviews, I believe
that the ambiguity and complexity of the nature of Imaginative Education

affected their ability to commit to it fully.

5.3.2 Clift

Clift proposes that many researchers assume the roles of “parlour guests”
and “interior decorators” (Clift, 1995, p. 3). These researchers come with
intention of fixing what is broken. Upon reflection, my own irritation at the lack
of initiative I witnessed concerning the overall implementation of the project is
representative of the irritation she discusses in her work. Based on the individual
teacher interviews, the participants believed the university researchers’

expectations to be unrealistic. For example, the hours of planning required to
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design a single Imaginative Education lesson is simply not feasible for teachers,
who are already overwhelmed with tasks. Teachers mentioned feeling as if they
were “drowning” (inquiry session, January, 2005). Who should be the lifeguard

in this situation?

There needs to be a shift from working on to working with the world of
practice. Although researchers attempted to work with teachers on the lesson
plans, lessons were often worked on, mostly separate from the site of
implementation. Teachers are not broken entities that need to be fixed. The

development and implementation of ideas should be shared by all participants.

5.3.3 Rosenholtz

Rosenholtz (1989) offers advice concerning how the organization and
leadership of schools can affect learning outcomes. What factors (administrative,
collegial or other) support a climate in which teachers can flourish

professionally?

She suggests that what policy makers need to focus on is not regulation,
but deregulation, which she says makes schools more responsive to communities’
needs, and gives more power to teachers and principals (Rosenholtz, p. 216). To
accomplish this, she says policymakers will have to learn to trust teachers,
“something too few politicians and bureaucrats seem capable of doing” (ibid., p.
216). Since lack of trust is an obstacle that most likely will not dissipate soon,
what do we do in the meantime? Citing deregulation as the overall answer to
school organizational problems is a simplistic solution, as deregulation has been

proven as systematically oppressive as centralized “dictatorship.” While
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Rosenholtz does make some hopeful claims, her ideas are now dated. Of course
teachers need to feel like professionals, like they are an important part of a team,
and that they are supported in their own learning quests. It will take more than
deregulation to accomplish this, however, as Hargreaves suggests: teachers need
support in the classroom, and their emotional needs, as well as intellectual needs,

must be directly addressed in order for them to flourish professionally.

The workplace conditions Rosenholtz found that influence more teacher
collaboration are (1)certainty about their technical culture (that they are
professionals), (2) shared teaching goals, (3)involvement in schools’ technical
decisions, (4) team —teaching, and (5) school size and SES (1989., p. 45). In
addition to these, I found that the more affective aspects of school culture
significantly influenced collaboration. Charismatic leadership, involvement at a
classroom level, and affirmation of effort and risk-taking are needed from direct
administrators. With regard to Imaginative Education implementation,
compatibility of teaching styles and grade levels encouraged team planning and

teaching.

5.3.4 Hargreaves

Much research has been conducted regarding teacher change and the
obstacles that impede teacher professional growth. Hargreaves, Earl, Moore, and
Manning (2001) provide a contemporary account of some of the most stressful
impediments to teacher flourishing. The overwhelming chief concern of most
teachers in North America is increased accountability with fewer resources.

Frankly, teachers are needy: in need of more time to plan, more quality
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instructional materials, more training in special skills to address today’s special
learners, more recognition for their efforts, and more monetary compensation for
their work. Given these needs, it would seem miraculous that some teachers still
love what they do and flourish while doing it. I have never met a teacher,
however, who felt that she could not improve her art. How could the

implementation of Imaginative Education assist teacher flourishing?

I agree with Hargreaves et al. that a gap exists in the educational change
literature and standards-based reform concerning the emotional aspects of
teaching and change (Hargreaves et al., p. 193). This thesis is a response to his
call for more narrative inquiries that address the emotional natures of teaching

and change.

The action implications that Hargreaves et al. recommend for school
leaders are directly applicable to the LUCID project. For example, redesigning
timetables to align with the flexibility needed to plan and carry out imaginative
lessons may help teachers feel less “boxed in” by time constraints. More planning
time, especially with teachers of similar styles and curricula, may encourage more
teacher reflection and risk-taking. Building teams (cohorts) carefully and
providing facilitation may ensure trust is fostered, not thwarted, across all
participants. Regularly witnessing teachers’ implementation efforts on site may
affirm their process and offer researchers insights concerning the messiness of
change. In addition, according high priority to both emotional and intellectual

goals, both verbally and through written publications, may help validate the
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process of Imaginative Education implementation, as well as the more

quantifiable outcomes (Hargreaves et al., p. 194).

5.4 The Research Process

5.4.1 Cooperative Inquiry

Cooperative Inquiry encourages deep and broad understanding among the
co-researchers involved. By critically witnessing their own daily struggles to
affect change in schools and sharing those efforts with others, the participants
contribute to the understandings of teacher flourishing and its relationships with
imaginative education. This research may suggest important lines of inquiry for

consideration in the larger LUCID project.

Influenced by Miller’s (1990) interest on what constitutes “expert”
knowledge, one question that I considered in my research was what motivates
people to participate in collaborative inquiry, and who benefits most from these

arrangements (Heron, 1996, p. 265)?

The process of collaborative inquiry establishes the potential for all
participants to co-construct knowledge because the process represents an
ongoing enterprise that invites groups to share, build upon, and transform what
they understand concerning effective practice (ibid., p. 265). The process also
requires rethinking the locus of learning from individual minds to an unfolding
within a participatory, dialogical framework (ibid., p. 266). I found that teachers
were resistant to this process, instead wanting the boundaries established for

them by “experts.” Even in terms of setting norms, participants seemed
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disinterested, based on their overall lack of journaling on this topic and wavering

attendance at meetings.

What distinguishes cooperative inquiry from other forms of participatory
research is the essential element that those involved develop themselves through
participation in the community of inquirers (Heron, 1996, p. 266). However, I
wonder how one could fully resist developing personally through involvement
with others? Is it possible NOT to be affected by others? Is this really a valid
difference that separates this model from others in the action research tradition?
I recognize the difficulty in determining how significantly people are affected by
an experience. Nevertheless, it is part of the cooperative inquiry process to

further understanding through sharing experiential knowledge.

Consider the two critical tenets of cooperative inquiry: (1) knowledge is
situated in experience, and (2) experience is understood through critical
reflection with others who share this experience (ibid., p. 267). This suggests that
without a forum of participating teachers, cooperative inquiry simply cannot

work. This surely resonates with the Imaginative Education inquiry group.

Researchers evaluate the success of cooperative inquiries, however, by
whether or not new knowledge is applied to practice. Although some new
knowledge was applied to this inquiry participants’ teaching practices, these
lessons/units were either not maintained or not wholly based on Imaginative
Education. Thus, for some individuals, the inquiry may have “worked,” to a
degree, but not for the overall group. Currently, LUCID is attempting to recruit

more teachers for the project to move forward in the research site, but I know of
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no further group lesson-planning or individually-created lessons being

implemented in the district since January, 2005.

An aspect often missing in cooperative inquiry is the legitimate linking of
the ideas and innovations with the broader educational community (ibid., p.
273). Based on the administrators’ lack of awareness of the Imaginative
Education approach and how they could aid their striving teachers, I think it is
fair to say that the broader community was not linked legitimately at this

research site.

Shared leadership is more demanding of teachers than they may desire.
Inquiry groups need a strong facilitator, especially in the beginning of the
inquiry, to convey the structure of the inquiry, aid in the development of the
initial inquiry question, establish collaborative decision-making, and safeguard
an emotionally safe space for discussion. Based on the advice in my readings on
methodology, I felt I needed to quickly concede authority so that the group could
become self-reliant. Upon reflection, the group needed guidance that is more
direct in order to keep up enthusiasm and momentum from the conference.
Nevertheless, participants’ sincere commitment and follow through is required

for an inquiry to work.

5.4.2 Portraiture

Portraiture, while still a form of qualitative research, puts the research
more in the hands of one researcher, who works to portray a picture that reflects
the complexity of individuals’ experiences and beliefs. Portraiture arose as a less

demanding form of research for participants in this research. I realize that
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portraiture can be viewed as an “escape” to the essentially contestable
methodology of ethnography; nevertheless, I believe that it is a worthy practice,
that by sharing a portrait, one may share understanding, which is an essential

goal of research.

As I read my research journal, the “story” that pops out is that of a First
Nations Band School. It is a story that beckons me due to all the stereotypical
reasons — a foreign land and people [to me], a conflict-ridden setting,
multifaceted “characters” ready for portraits. Yet I exclude this story for political
and ethical reasons: these people have had their story told too often by white,
privileged outsiders, there to gawk at their ways, write a book, and then go on
about their ways, neglecting the need that screams out everyday. I do not want to
add my name to the list of those who have used these people for their own
progress. It would take a lifetime of study and a sincere invitation into their
world for me to be able to create a portrait that does them justice. I am interested
in their story, and I will continue to listen to it, but I cannot, at this time, attempt

to represent it for others.

As Gilligan (1982) writes, “one cannot take the life history out of history”
(as quoted by Sterling, L. “Indigenizing Schools...,” 2004). We must know the
history to address the issue. Due to my inquisitiveness, I have broadened my

understanding of the “integration” of First Nations peoples and its effects on
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them today.2! Nevertheless, I realize I have much to learn. I am an outsider

looking in, in most every way.

Thus, I chose what some might view to be the “easy” way out — to
represent a white male’s scenario. In anticipation of such claims, I must put forth
that he was the most willing participant, the one who divulged his experiences
most openly, and who attempted to incorporate Imaginative Education lessons in
more than a cursory fashion. In sum, Ian followed through in a manner that no
other participant did. Thus, his experience seemed most meaningful in terms of
showing the relationships between Imaginative Education and teacher

flourishing.

5.4.3 Reflexivity

The interpretation of this thesis, as readers will see, is frank and
straightforward in tone. My experience with cooperative inquiry was not glossy,
and I do not exhibit it as such. In her article, “Good Enough Methods for
Ethnographic Research,” Luttrell (2000) advocates that “researchers name the
tensions, contradictions, and power imbalances that they encounter in their
work, rather than attempting to eliminate them” (p. 499). Research should be
“good enough.”22 Whereby researchers view fieldwork as an ongoing process of
realizations that lead to complex choices, one “should think about research

decisions in terms of what is lost and what is gained rather than what might be

21 By “integration,” I mean the historical colonization of British Columbia and the resulting
decimation of First Nations culture through the education of children separate from their families
and tribal elders.

22 Luttrell (2000) advocates that, as Winnecott (1965) called for “good enough” mothering, we
strive to develop “good enough” research methods (p. 515).
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ideal... accounting for these ‘good enough’ decisions is ...the nitty-gritty of
researcher reflexivity” (Luttrell, p. 500). My decision to focus on Ian in the
portrait was a long, complex process. Ideally, I would have written portraits of
three or more project participants from different schools and illustrated their
resulting cross-cultural experiences. But there simply was not enough overall
participation to do this well. The layers of assumptions and false connections I
would make would be a result of force. The portraits would not have resonated

with one another.

A “good enough” researcher is aware that she has personal stakes and
investments in research relationships, does not shy away from frustrations,
anxieties, and disappointments that are a part of these relationships, and seeks to
understand and appreciate the differences between one’s self and the other. This
researcher also accepts the mistakes she makes, for these mistakes are errors
often made because of her blind spots and the intensity of her social, emotional,
and intellectual involvement in and with the subjects of her research (Luttrell, p.
515). “Atits core, ethnographic research is creative, inventive, emotionally
charged, and uneasy. ‘Good enough’ researchers find ways to sustain all these

aspects” (ibid., p. 517).

I have found that allowing methodology to act as a tool and not as a
restraint helped me to portray more authentically my understanding of the
situations involved in my own research. My attempt to be imaginative in my use
of the methodologies of cooperative inquiry and portraiture illustrates my belief

that improvisation, more than transgression, is an emancipatory act.
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Chapter 6

The following suggestions are based on my reflections on what I witnessed
as a research assistant for the LUCID project. I offer these suggestions humbly.
Individuals seeking more specific suggestions on teaching in an Imaginative

Education approach should contact the IERG.

6.1 Suggestions

6.1.1 Concerning Teaching

Planning Imaginative Education lessons requires that teachers return to
the planning process and write out their intentions meticulously. Because most
senior, practiced teachers teach more from “their heads” than from written plans,
this process can be gruelling. This transition might be eased by encouraging
teachers to begin with mini-lessons, instead of whole units, and to adapt the

planning framework until it suits them.

Most teaching occurs in professional isolation. Teachers need to feel
supported when they are attempting to implement new approaches, especially
ones as ambiguous as Imaginative Education. Incorporating “expert” guidance in
individuals’ classes may help teachers feel confident that they are doing the

“right” thing and encourage them to follow through with their ideas.

Teachers who have been using the Imaginative Education approach in

other districts offer this advice for those teachers just beginning implementation:
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> Focus less on testing curriculum coverage and more on significant student
engagement with the material.
> Keeping them in the game cannot be forced. If they lose interest, end the
unit and move on.
» You can’t use the same structure everyday. Vary your cognitive tools.
> Allow yourself to take breaks from the approach.
> Don’t attempt to engage the student if you're not engaged yourself.

» The longer you teach with this approach, the less you write down.23

6.1.2 Concerning Administrative Support

As part of following my role as a co-researcher, I wanted the enthusiasm
for the project to come from the group, not to be generated by the project leader
or me. Upon reflection, charismatic influence is probably something they needed

from a leader.

Offering a choice of incentives to reciprocate the time and effort teachers
volunteer for the project implementation may garner more participation. Since
the master’s cohort was not feasible for the teachers in the inquiry group,

honouring a request made through group consensus might be beneficial.

LUCID may want to redesign the project leader’s role to ensure she has
available time to visit teachers on site, schedule monthly meetings, and actively

recruit other participants.

23 These suggestions were gathered from teachers at the 2005 summer workshop held by IERG at
SFU.
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Most administrators who had teachers involved in the project seemed
unaware as to how implementation might look and how they could support their
teachers. Ideally, teachers need flexible scheduling in order to work with the
underlying narratives involved in Imaginative Education lesson planning. More
administrative availability may be requested to enable excursions and to
forewarn school staff and parents that “strange happenings” might soon occur

due to teachers incorporating the Imaginative Education approach.

6.1.3 Concerning Structure of Meetings

Most teachers involved in the inquiry needed more structure for both the
inquiry sessions and the implementation of Imaginative Education. Setting aside
planning days that allow teachers to work with peers according to their needs
may help teachers maintain their momentum and work through obstacles in their
planning process. Since Imaginative Education lesson planning may require
more sustained focus than other approaches, having food and drink available and
scheduling lengthy meetings might allow for more complete results. For the
same reason, meetings should be composed of little lecturing from experts and

more hands-on lesson planning.

Because expression organizes experience, teachers also need the
opportunity to voice their struggles and successes. Perhaps a limited time per

session could be established for this task.
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6.2 Afterward: Potent Recreation

What enamours me most concerning the potency of the imagination is the
mind’s capacity to deconstruct its conceptions and then recombine the elements
of them at its pleasure. In such a way, we “story” our lives through combining and
recombining events according to our changing perceptions of them, thus
fashioning our identities and the way we perceive the world in general.
Flourishers create flourishing stories of their lives, using their imaginations to
maintain a positive approach to challenges and tragedies. Their imaginations

empower them to not only survive and endure, but to thrive.

Composing a life involves a continual re imagining of the future and
reinterpretation of the past to give meaning to the present, remembering best
those events that prefigured what followed, forgetting those that proved to have
no meaning within the narrative (Bateson, 1989, p. 30). Imagination gives us the
strength to recreate both our identities and our perceptions of our world,
allowing us to flourish. This same practice transfers to the classroom setting, in
which teachers may not only teach in a more engaging manner, but also model
for their students an essential life skill. My research has illustrated that, as Casey
(1993) says, “Human agency may be frail, especially with those of little power, but

it happens daily and mundanely, and it deserves our attention” (p. 5).

Teacher flourishing can be a process of potent recreation. Like the seeds of
a dandelion blown by a light-hearted, wishful child, flourishing teachers have the
potency to create new worlds wherever they land. As lan said to explain his

sketch of a dandelion: “I sort of think flourishing is that. It looks like it’s
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contained, but the slightest energy spreads it everywhere. It's infectious that way.

You can’t get rid of it once it starts.”
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Figure 2 lar’s sketch of a dandelion: “Flourishing”
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Appendix

This project entails a research alliance between the Faculty of Education,
Simon Fraser University, and school district-First Nation partnerships in three
locations in British Columbia. Building on the work of SFU’s Kieran Egan, holder
of a Canada Research Chair in Education, and on the Faculty’s extensive
experience with community-based professional programs, we will investigate
whether the concepts and methods of imaginative education can help schools
meet the academic, social, cultural, and emotional needs of First Nations

children, in ways that are inclusive of all children in those schools.

The project applies an innovative educational theory to a problem of major
importance to communities across Canada and elsewhere: How can schools
improve the academic success and life chances of Aboriginal children? At its
heart is a transformation of the ways in which teachers think about and practice
education, so that the imaginative engagement of all learners becomes for them a
basic professional standard, and so that they are equipped with the knowledge
and skills to routinely achieve this standard across the curriculum. While there is
considerable theoretical and empirical evidence to suggest this may be possible,
this project will constitute the first intensive, large-scale attempt at
implementation. As such, it brings together three major fields of educational
research: the relationship between curriculum, teaching, and learning; effective

schooling for First Nations children; and sustainable educational change.
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To accomplish the objectives of the study, a research alliance is essential.
In order for any educational reform to be sustainable, knowledge has to be held,
developed, and passed on within the professional community of teachers and
teacher educators. In school districts where Aboriginal children form a
substantial proportion of the enrollment, First Nations organizations must be
actively involved in the process of change as well. Accordingly, the project has
been designed as a three-way partnership between the Faculty of Education at
Simon Fraser University, three British Columbia school districts, and the
respective First Nation educational body in each district. It is anticipated that, in
addition to the project’s contributions to academic knowledge in a broader sense,
all three partners will benefit directly and substantially from the proposed

research and training activities.

Stage One: Professional transformation

In Year One of the project, up to the beginning of the school year in
September 2004, we will focus on training Project Leaders and teachers in the
concepts and methods of culturally inclusive imaginative education. The capstone
event of this phase will be an intensive collaborative curriculum development
workshop held at SFU in the summer of 2004, attended by Project Leaders and
teachers from all three districts. By the end of this workshop we expect teachers
to be confident in working with the imaginative education framework, to have
developed imaginative unit plans covering 30- 50% of the curriculum in grades 4-

7, and to have acquired new skills of assessment and classroom observation that
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will form the basis for collecting action-research data in the next phase of the

project.

Research in this initial phase will focus primarily on the nature of the
professional transformation that teachers undergo as they acquire new ways of
thinking about their practice and about children’s access to curricular knowledge,
building on a preliminary study by McKenzie and Fettes (2002). Teachers will be
engaged in self-reflection through journal writing, peer-group discussions, and
interviews. Questions will be open-ended, for instance “Can you briefly describe
your understanding of imaginative education?”, “Can you describe one lesson or
unit in which you think your class was imaginatively engaged?”, and “How do you
know what the children in your class are learning?” Data from across the sites
will be combined and subjected to qualitative analysis for common themes,
derived in part from prior research and theory and in part from the data
themselves. This research will continue through the subsequent phases of the
project, yielding a valuable set of portraits that will contribute to the literature on
teachers’ professional growth and the ways in which universities can foster it. We
also expect this research to yield direct benefits for SFU’s professional programs

and for the teachers and school districts involved.

Stage Two: Working models

Years Two and Three of the project will entail intensive research aimed at
developing working models of culturally inclusive imaginative education that fit
the circumstances of each school and community. Project Leaders and teachers

will be trained as co-researchers in assessing the nature and quality of children’s
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learning, in collaboration with faculty and students from SFU. A project-wide
evaluation will be carried out in January-March, 2005, and the entire project
team will meet at a retreat hosted by one of the districts to discuss the findings
and draft a research plan for the following year. Team members will also attend
and present findings from the project in the second International Conference on
Imagination and Education at SFU in the summer of 2005. The 2005-2006
school year will see a continuation and expansion of the work done in the
previous year; by this time teachers will be expected to have developed a high
level of mastery and to be able to draw on a wide array of unit plans and materials
developed across the sites. Team members will also be engaged in planning for
the third phase of the project, to begin in the summer of 2006. A second project-
wide evaluation will take place in January-March, 2006, followed by a retreat

designed to facilitate the transition to the third phase.

Research in this second phase will focus on curriculum and pedagogy.
Because imaginative education actively engages learners in making sense of the
curriculum, individually and collectively, it requires considerable skills of
observation and responsiveness on the part of the teacher: no two children and
no two classes follow exactly the same path to understanding. For this reason,
teachers will be trained in methods of ethnographic observation and authentic
assessment that will help them find out more about their learners and the ways in
which they respond to the classroom experience. Some preliminary research in
Year One will be conducted by SFU faculty in collaboration with teachers and
First Nation educators, yielding baseline knowledge about learners, pedagogy,

classroom environment, and barriers to learning that will inform the
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interventions planned in Years Two and Three. The following list is not intended

to be exhaustive, but to give an idea of the kinds of procedures that will be used.

The research undertaken in this central phase of the project is expected to
be of great interest to educators working in multicultural contexts around the
world. It will also contribute to substantially increasing the professional capacity
and knowledge base of the school districts and First Nation educational

institutions involved. 24

24 This section of the proposal is directly copied from the research proposal submitted to the
Social Sciences and Humanities Research Council of Canada by Mark Fettes, LUCID chief
researcher.
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