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PEDAGOGY




“Pedagogy is rarely made explicit in curricula, and
is often assumed or taken for granted”

(Erlam, 2015, p. 97).


Presenter
Presentation Notes
The central theme of my presentation and research 

My experience 


How do we consider our
pedagogical theories and
practices alongside those of our
teaching team colleagues and
within the aims of the
programme curriculum?

The hoped for outcome of my
doctoral research is to develop
a framework /frameworks for
future use by educators to
consider and develop
pedagogy collectively.



KEY TERMS

Pedagogy

“It [pedagogy] includes beliefs about the
nature of knowledge, what is selected to be
taught, how it is taught, what we consider
comprises learning (learning theories), beliefs
about how students and educators learn”

(Horsfall, Cleary, & Hunt, 2012, p. ).

Curriculum

Noffke and Somekh (2005) write that
Stenhouse saw “curriculum as a set of
processes and interactions rather than a
specification of subject content which led to
his belief that curriculum development was an
impossibility without the involvement of
teachers —as- researchers” (p. 89).
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Presentation Notes
There is no one single definition of pedagogy in the literature.  The Oxford Dictionary (n.d.) define pedagogy as “the method and practice of teaching”.  

Broad definitions such as Parker, & Myrick’s (2009) describe it as “the educational philosophy that underpins teaching and learning” (2009, p.).  

Inherent in both of these broad definitions is a link between aspects of teaching practice such as teaching strategies and instructional activities and the direction and intentionality of these borne from an underpinning body of knowledge and set of assumptions about knowledge itself and about learning and teaching.  Pedagogical theories and practice (Mallet et.al, 2014), in effect.   
 
Horsfall, Cleary, & Hunt offer the comprehensive capture of the components of pedagogy stating  “it includes beliefs about the nature of knowledge, what is selected to be taught, how it is taught, what we consider comprises learning (learning theories), beliefs about how students and educators learn” (2012, p.      ).   



IMPETUS FOR RESEARCH

Twenty five years in higher education ongoing concern for the lack of explicit collective consideration of

pedagogical standpoints in relation to curriculum.

- Link between pedagogy and curriculum significantly underutilised — viewed in functional terms.

- Pedagogy tends to be considered by individual educators rather than as a collective team — diverse, multiple
pedagogies within a team, and programme (sometimes competing) intersect in ways that impact on students

and educators alike.

- Students and tutors often caught in the intersection of diverse pedagogies.
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My broad concern 

During my involvement over the past twenty five years in numbers of higher education programmes (counsellor education, social work education and supervision education for a wide range of health practitioners) in Aotearoa and the United Kingdom it has been my experience time and again that pedagogy is given little in- depth or explicit attention and often considered largely at a functional level.

 It is my observation and experience that issues of curriculum content, assessment methods, programme evaluation (all important aspects) and even teaching strategies are considered, however little explicit emphasis is given collectively as teaching teams to the underpinning philosophies, ideologies and theories (such as learning theories) that direct the choices we make on our programmes regarding how we go about our teaching.     

Often the relationship between curriculum and pedagogy is articulated in a programme’s formal curriculum approval documents however I am often curious that in curriculum planning meetings, teaching team discussions and even more formal programme accreditation processes that little mention is made of the pedagogical standpoints that underpin a programme’s curriculum.  On the occasions it is mentioned, conversation seems unable to progress beyond a mention.  This has caused me time and again over the decades to wonder if we are at a loss as to how to have these kinds of conversations.  


It is a relief to find similar concern in the literature.  Erlam, a nurse educator in Aotearoa, laments “Pedagogy is rarely made explicit in curricula, and is often assumed or taken for granted” (2015, p. 97).   With respect to counsellor education Brackette (2014) writes of the “scarcity of literature on teaching pedagogy in counsellor education’ (p. 37).   Similarly, Barrio Minton, Myers, & Morganfield (cited in  Malott, Hall, Sheely-Moore, Krell, & Cardaciotto, 2014, p. 295)  undertook a study involving the content analysis of scholarly journal articles focused on teaching and learning in counselling published in the United States of America between 2001 and 2010, and concluded that the pedagogical focus was more on course content and teaching techniques linked to competencies rather than pedagogical standpoints pertaining to theories of knowledge and learning etc.  Malott, et al. comment on this study “ For the majority of research addressing instruction, directives focused on course content and specific techniques were more often grounded in competency documents or clinical resources rather than in learning theories or higher education research (2014, p.295)   

Malott et al. go on to argue that not only is there is “a dearth of research in best pedagogical practice” (p. 295) but in the United States of America there is also little done to prepare doctoral students for teaching counselling when they exit the programmes and take up positions as faculty on counsellor education programmes.  This lack of pedagogical preparation of counsellor educators they suggest may contribute to the lack of attention to pedagogical standpoints in any in depth. Whether the same holds for the Aotearoa counselling education context is perhaps the focus of research beyond this study. 

Why is this research needed?

The case for more explicit and in depth attention to the relationship between pedagogy and curriculum I believe is growing.   

Multiplicity and diversity of philosophies, theories and practicalities in our teaching and learning climates. 

Within the fields of health and higher education much contemporary research and writing is prefaced with reference to the increasingly diverse and uncertain global world in which we live and work (Bywaters, 2014, Wimberley & Thai, 2002, Shoval, Talmor & Kayam, 2011).  

With regards to higher education of health professionals this diversity can be seen in numerous ways including; the ethnic, cultural and philosophical diversity of students enrolling in programmes; in the ethnic, cultural and philosophical diversity of  educators teaching on programmes; as well as the diversity in the populations that the graduates of our programmes will engage.   One way in which this diversity has most clearly been evidenced in counsellor education in Aotearoa over the past two decades has been in the development of a plurality of counselling theories that are taught on our programmes.  There are very few counselling programmes in Aotearoa that purport to teach students only one theoretical approach to counselling from the multiplicity of theoretical approaches available. Programmes draw from a multiplicity of theoretical approaches and philosophical positions including an extensive range of indigenous counselling approaches underpinned by Mātauranga Māori epistemologies (Durie, 2011; Black, Murphy, Buchanan, Nuku, & Ngaia, 2014), social constructivist approaches (Payne, 2006), humanistic approaches (Tudor, Keemar, Tudor, Valentine, & Worrall, 2004), psychodynamic and cognitive behavioural and a significant overlapping of these paradigms.   In a similar way it would be fair to say that amongst counsellor educators in Aotearoa (as in other countries) there will exist a multiplicity of theoretical and philosophical approaches that underpin educators personal counselling practice and their teaching practices including; indigenous pedagogies such as Māori relational ontological and kaupapa Māori pedagogies  (Stucki, 2010), constructivist pedagogies (McAuliffe, & Eriksen, 2011), (Guiffrida, 2005), and dialogic pedagogy (Gill, & Niens, 2014) (and an integration or plurality of these) to name a few.   

The implications of such diversity (albeit it a rich and exciting learning climate) is also that each approach brings a unique set of philosophical, theoretical and practical standpoints which at times are complementary and on occasions may be disparate and or competing.    While the argument for the role of tension and conflict in learning and teaching is a valid one, holding the intersections

I also believe we have an ethical responsibility to more intentionally, explicitly and critically consider our pedagogical standpoints as collective teams if our learning environments are to serve the needs of all learners, educators and populations.   


2. Neoliberal climate 


3. Developments in learning - 




CALL IN THE LITERATURE

*more explicit attention to the relationship
between pedagogy and curriculum

*pedagogy and curriculum to be considered
greater depth and beyond what is often a
functional level.

egreater debate around the and how of
teaching from a pluralist outlook.

*impacts of neoliberalism on academia
impacting on pedagogical issues
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“Pedagogy is rarely made explicit in curricula, and is often assumed or taken for granted” (Erlam, 2015, p. 97).  
 
 
Based on my doctoral research which takes up the call in contemporary literature for more explicit attention to be given to the relationship between pedagogy and curriculum on our higher education programmes (Erlam, 2015) 
 
Seeks to explore ways in which pedagogy and curriculum can be considered in- depth and beyond what is often, a functional level.  
 
Over the past twenty five years I have been involved in numbers of higher education programmes (counselling, social work and clinical/professional supervision of health professionals) in Aotearoa and the United Kingdom.  
 
It has been my experience time and again that pedagogy is given little in- depth or explicit attention on these programmes and is mostly considered at a functional level. 
  
Issues of curriculum content, assessment methods, programme evaluation and even teaching strategies (all important aspects) are given consideration whereas explicit emphasis to the underpinning philosophies, ideologies and theories (such as learning theories) that direct the choices we make on our programmes regarding how we go about our teaching, seems lacking.  
 
In addition, any explicit and/or in-depth focus on pedagogy appears largely to be undertaken by educators on an individual basis rather than collectively by teaching teams.  The relationship between curriculum and pedagogy is often articulated in higher education programmes’ formal curriculum approval documents yet in curriculum planning meetings, teaching team discussions and even more formal programme accreditation processes little mention is made of the pedagogical standpoints that underpin programmes’ curriculums.  
 
When it is raised in discussion, conversation seems unable to progress beyond a mention.  Frequently this has caused me to wonder if we are at a loss as to how to have these kinds of conversations.  
 
Literature is backing this.


PEDAGOGICAL UNDERSTANDING
UNDER-UTILIZED

A review of scholarly journals on teaching and learning in counselling from
2000 — 2010 found the pedagogical focus in the journals was more on
course content and teaching techniques linked to competencies rather than

pedagogical standpoints pertaining to theories of knowledge and learning

(Barrio Minton, Myers, and Morganfield, 2014)
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In an observation of nursing education in Aotearoa/New Zealand, Erlam (2015) laments a lack of explicitness between pedagogy and curricula.  
 
A similar critique is made of counsellor education by Brackette (2014) writing of a “scarcity of literature on teaching pedagogy in counsellor education” (p. 37).  
 
In a similar vein, Barrio Minton, Myers, and Morganfield (as cited in Malott, Hall, Sheely-Moore, Krell, & Cardaciotto, 2014, p. 295) undertook a study involving the content analysis of scholarly journal articles (published in the United States of America between 2001 and 2010) to examine those that were focused on teaching and learning in counselling.  Their conclusion was that the pedagogical focus in the journals was more on course content and teaching techniques linked to competencies rather than pedagogical standpoints pertaining to theories of knowledge and learning. 
 
(Drawing on the findings of this study Malott et al. posited that not only is there is “a dearth of research in best pedagogical practice” (p. 295) but in the United States of America there is also little done to prepare doctoral students for teaching counselling when they exit doctoral programmes and take up positions as faculty on counsellor education programmes.  This lack of pedagogical preparation of counsellor educators they suggest may contribute to the lack of attention to pedagogical standpoints in any depth. Whether the same holds for counsellor education in Aotearoa is unknown and beyond the scope of this research. )
 



INCREASING DIVERSITY IN HIGHER
EDUCATION IMPACTING PEDAGOGIES

Students and educators alike
having to navigate the
intersections of a plurality of

pedagogies

Negru critiques the “lack of pluralism
in teaching economics” (p 2010, 183)

and

she makes a plea for there to be
greater debate around the and how of
teaching from a pluralist outlook.
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A further rationale for this research pertains to the increasingly diverse climate of higher education within which our pedagogical theories and practices are being impacted. Much contemporary writing is prefaced with reference to the increasingly diverse and uncertain global world in which we live and work (Bywaters, 2014, Shoval, Talmor & Kayam, 2011).  
 
NZ example:  
An example of such diversity in counsellor education in Aotearoa over the past two decades has been the emergence of a greater plurality of counselling theories being taught on our counsellor education programmes.  There are very few counselling programmes in Aotearoa that purport to teach students only one theoretical approach to counselling from the multiplicity of theoretical approaches available. Programmes draw from a multiplicity of theoretical approaches and philosophical positions including an extensive range of indigenous counselling approaches underpinned by Mātauranga Māori epistemologies (Durie, 2011; Black, Murphy, Buchanan, Nuku, & Ngaia, 2014), social constructivist approaches (Payne, 2006), humanistic approaches (Tudor, Keemar, Tudor, Valentine, & Worrall, 2004), and cognitive behavioural approaches (Beck, 2011), and a significant overlapping of these paradigms.   
 
In addition to the diversity of approaches taught on our programmes it would be fair to say that amongst counsellor educators in Aotearoa (as in other countries) there will exist an equally diverse and multiple array of theoretical and philosophical approaches that underpin educators’ personal counselling practice and their teaching practices.  
 
(In terms of the programme at the centre of this research, Paetahi Tumu Kōrero offers a bicultural counselling programme where Te Ao Māori (the Māori world view) is fully integral with modernist and postmodern theoretical positions on the programme. The recent accreditation panel certifying the new programme described the venture of Paetahi Tumu Korero as an authentically bicultural programme that in many respects is journeying deeper into unchartered territory of plurality for those involved.)  
 
Caught in the intersection – teaching moments and student confusion 
 
During my years in higher education, including more recently on Paetahi Tum Korero, it has been my observation that often times students and educators alike are impacted by the intersections of these diverse, multiple, divergent, and at times competing, pedagogical standpoints that exist on our programmes.  
 
Again Literature backs this: In her commentary on the pedagogy of economics education Negru (2010) outlines the way in which the recent global financial crisis has forced a reconsideration in the way economics is taught.  Negru critiques the “lack of pluralism in teaching economics” (p 183) and she makes a plea for there to be greater debate around the and how of teaching from a pluralist outlook.  Negru goes on to make a useful distinction between plurality and pluralism regarding them as a continuum.  At one end plurality, she describes as a recognition and tolerance of a diversity of thought and at the other pluralism, a far more embracing notion which sees the endorsement of the validity of a diversity of viewpoints.   Defining issues of plurality and pluralism are complex and often unclear in counsellor education and it could be argued should be a priority for research before researching pedagogy.  I would suggest however that it is precisely such complexity that gives the imperative for this research that seeks to explore how the pedagogies underpinning our programmes might be more intentionally and explicitly considered.     
 
Research that explores intentionality in pedagogical practices as teaching teams will offer educators opportunities to be more overt with students around our learning teaching theories and practices  This will go a long way to enabling students to better understand, utilise, and navigate their learning environment and manage their own learning more effectively.   Greater transparency and explicitness in learning processes for students will also model a similar stance of transparency in the counselling process between counsellor and client which characterises many approaches to counselling taught on our programmes. 
 



PEDAGOGY AND COUNSELLOR EDUCATION

l.e.:
Myriad of literature on specific
pedagogical approaches T? Brackette (2014) writing of the
teach counsellors to work with scholarship of teaching and learning
particular client issues. (SoTL) in clinical mental health counselling

fields works from three:
l.  transparent counselling pedagogy,
ll.  constructivist pedagogy

lll.  transformational pedagogy
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Pedagogy and Counsellor Education  
There appears to be an interesting contradiction in the literature.  Alongside the growing commentary on the scarcity or dearth of literature (Brackette, 2014) sits a myriad of scholarly articles available in two very specific areas of pedagogy and counsellor education.   

 The first of these is the array of writing on teaching counselling from particular theoretical and/or philosophical pedagogies including indigenous pedagogies such as Māori relational ontological and kaupapa Māori pedagogies (Stucki, 2010), constructivist pedagogies (McAuliffe, & Eriksen, 2010, Guiffrida, 2005), dialogic pedagogy (Gill, & Niens, 2014) and a host of pedagogical standpoints drawing from multiple theoretical viewpoints.  For example, Henriksen (2006) explores the effects of a pedagogy based in existential and humanistic principles as a transformational pedagogy in preparing counsellors for multicultural and cross cultural contexts of practice
 


The second vast amount of literature concerns specific pedagogical approaches to teach counsellors to work with particular client issues.  Brackette (2014) writing of the scholarship of teaching and learning (SoTL) in clinical mental health counselling fields describes working from three underpinning pedagogies. The first of these transparent counselling pedagogy (TCP) (Dollarhide, Smith- Glenn & Lemberger, 2008) which uses transparent roleplay and experiential exercises to model clinical thinking skills, the second a form constructivist pedagogy (Mc Auliffe & Eriksen, 2010) where knowledge is co-created with the learner and new knowledge subject to past understandings,  and thirdly transformative pedagogy (Mezirow, 1997) where students develop more inclusive and self- reflective internal frames of reference.   Brackette (2014) describes the latter two pedagogies as having been amalgamated by Guiffrida (2005) to form ‘emergence pedagogy’ which he apparently regards as being a more “comprehensive and effective model for teaching future counsellors” (Brackette, 2014, p. 41).        
 
Amidst this vast and diverse array of pedagogies advocated for the teaching of counselling, the literature highlights attempts by the counselling profession to define a signature pedagogy for counselling.  Like nursing, teaching and many other professions which have clearly identified signature pedagogies, the counselling professions has debated their own.  Guiffrida (2005) documents something of this debate highlighting the calls over recent years for a revision of outdated pedagogies in counsellor education in order to meet the demands of complex and diverse contemporary counselling practice contexts.  Guiffrida critiques the two major paradigms that have impacted on counselling education over the decades namely modernism (Burck, Jacobs, Sauber, cited in Guiffrida, 2005) and constructivism (Mc Auliffe and Eriksen, 2010) and highlights how constructivist thinking is now penetrating most counselling pedagogies and becoming the signature pedagogy for counselling.  Pedagogy, inexplicably linked to beliefs and visions about the place of education in contemporary society, is of course by no means neutral. This documented shift towards a constructivist signature pedagogy in counsellor education (which brings a definite critical lens to education) reminds us of this.     
 



EXAMPLES OF PEDAGOGIES

Maori relational ontological and
kaupapa Maori pedagogies (Stucki,
2010),

Constructivist pedagogies (McAuliffe,
& Eriksen, 2010, Guiffrida, 2005),

Dialogic pedagogy (Gill, & Niens,
2014)

Transformational pedagogy
Henriksen (2006) underpinned by
existential and humanistic principles

Guiffrida (2005) considers
‘emergence pedagogy’ as most
effective for educating counsellors
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The first of these is the array of writing on teaching counselling from particular theoretical and/or philosophical pedagogies including indigenous pedagogies such as Māori relational ontological and kaupapa Māori pedagogies (Stucki, 2010), constructivist pedagogies (McAuliffe, & Eriksen, 2010, Guiffrida, 2005), dialogic pedagogy (Gill, & Niens, 2014) and a host of pedagogical standpoints drawing from multiple theoretical viewpoints.  For example, Henriksen (2006) explores the effects of a pedagogy based in existential and humanistic principles as a transformational pedagogy in preparing counsellors for multicultural and cross cultural contexts of practice
 
The second vast amount of literature concerns specific pedagogical approaches to teach counsellors to work with particular client issues.  Brackette (2014) writing of the scholarship of teaching and learning (SoTL) in clinical mental health counselling fields describes working from three underpinning pedagogies. The first of these transparent counselling pedagogy (TCP) (Dollarhide, Smith- Glenn & Lemberger, 2008) which uses transparent roleplay and experiential exercises to model clinical thinking skills, the second a form constructivist pedagogy (Mc Auliffe & Eriksen, 2010) where knowledge is co-created with the learner and new knowledge subject to past understandings,  and thirdly transformative pedagogy (Mezirow, 1997) where students develop more inclusive and self- reflective internal frames of reference.   Brackette (2014) describes the latter two pedagogies as having been amalgamated by Guiffrida (2005) to form ‘emergence pedagogy’ which he apparently regards as being a more “comprehensive and effective model for teaching future counsellors” (Brackette, 2014, p. 41).        
 
Amidst this vast and diverse array of pedagogies advocated for the teaching of counselling, the literature highlights attempts by the counselling profession to define a signature pedagogy (Schulman, 2005) for counselling.  Like nursing, teaching and many other professions which have clearly identified signature pedagogies (Chick, Haynie & Gurung, 2012), the counselling profession have debated what their own signature pedagogy might be.   Guiffrida (2005) documents something of this debate highlighting the calls over recent years for a revision of outdated pedagogies in counsellor education in order to meet the demands of complex and diverse contemporary counselling practice contexts.  Guiffrida critiques the two major paradigms that have impacted on counselling education over the decades namely modernism (Burck, Jacobs, Sauber, cited in Guiffrida, 2005) and constructivism (Mc Auliffe and Eriksen, 2010) and highlights how constructivist thinking is now penetrating most counselling pedagogies and becoming the signature pedagogy for counselling.  Pedagogy, inexplicably linked to beliefs and visions about the place of education in contemporary society, is of course by no means neutral. This documented shift towards a constructivist signature pedagogy in counsellor education (which brings a definite critical lens to education) reminds us of this.     
 



Lewin

Stenhouse (1975)

Reason and Bradley (2001)
Noffke and Somekh (2005)

* grounded in participatory world view

* period of history where change is through and in participation
* research for change through collaboration

* concerned with individual and community flourishing

* teaching is a collaborative endeavour

* action research imperative in curriculum development

* allows insider-researcher

Cooperrider and Srivastva (1987)
Duncan (2015)
Jacobs and Brandt (201 2)

* generative

* shift from appreciative inquiry
to appreciating giving greater
space for divergence and
critical lens

* mode of inquiry vs. method

* shared spaces — through
relational dialogic engagement

e 7 years on in counselling team
journey — move in direction of
what’s working

* Acknowledges diversity and
divergence in team
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Action Research  - participatory or pragmatic?
 
Reason and Bradbury (2001) write broadly of action research 

	action research is a participatory, democratic process concerned with 	developing practical knowing in the pursuit of worthwhile human 	purposes, grounded in a participatory worldview which we believe is 	emerging at this historical moment.  It seeks to bring together action 	and reflection, theory and practice, in participation with others, in the 	pursuit of practical solutions to issues of pressing concern to people, 	and more generally the flourishing of individual persons and their 	communities (p. 1).    

The appeal of action research is it is fundamentally rooted in participation, it works with the relationship between theory and practice, and it is focused on moving forward and ‘flourishing’.   

Interestingly Reason and Bradbury (2001) give voice to a growing conviction I have developed over the past decade that we are in a period in history where participation is paramount to change and that the energy and capacity for change lies in participatory endeavours.  This conviction is perhaps the strongest driver for my choice of research methodology.  

Teaching practice is also rarely the sole endeavour of an individual educator therefore my interest in this research is to focus beyond the level of the individual educator to change that impacts the collective team of educators in their pursuit of their collective endeavour in delivering a programme. Relatedly, Collins (2003) captures the essence of participatory research.  He writes “participatory research can be viewed as a relatively pure form of research in practice that privileges the experience and needs of project participants over those of the researcher as ‘outside expert’ (p. 79). 

The focus of this research inquiry into collectively exploring pedagogy and curriculum therefore lends itself to action research underpinned by participation.  It appears Stenhouse (1975) building on Lewin’s (1988) work championed the Importance of action research in educational context for improving learning and teaching.   He advocated for action research as a primary methodology to achieve curriculum development.  Noffke and Somekh (2005) write that  Stenhouse saw  “curriculum as a set of processes and interactions rather than a specification of subject content led to his belief that curriculum development was an impossibility without the involvement of teachers –as- researchers” (p. 89).  

In addition to participation a central tenet of action research is its regard for the interrelationship of theory and practice.  Noffke and Somekh, write “Action research directly addresses the problem of the division between theory and practice” 2005, p. 89).  Lewin (19888) considered one of the founders of action research put it more simply when it famously stated “there is nothing more practical than a good theory”  (1935, p.       ).  

Action research starts with everyday actions or experience, and the development of knowledge from the reflection upon that action or experience.  In this regard, action research is closely linked to the concept of reflective practice with its roots in Dewey’s work (1933) and also to the work of Schōn (1983) who linked reflection – on- action with reflection – in – action.  Noffke and Somekh (2005) highlight however where action research differs from reflective practice (and action learning) in that whilst all action researchers engage in reflective practice not all reflective practitioners engage in action research.  Action research they distinguish is based on data collected during practice whereas reflective practice relies on perceptions and memories of participants.

In summary , core elements of action research (Levin and Greenwood, 2001, p.105)
 
“context-bound” and “addresses real- life problems” 
inquiry where knowledge is co- generated through “collaborative communicative processes”– all contributions taken seriously. 
meanings in the inquiry (or reflections on actions or experiences) lead to the construction of new meanings.
validity of action research is in the (“workability”) and increase of participants’ sense of agency in their own situation. 


Appreciating Inquiry Orientation 

Characteristic of appreciative inquiry (AI) (Cooperrider & Srivastva, 1987) is a regard for the power of the positive unconditional question to discover and build on what is working in social systems, a generative aspect effectively. 

Duncan summarises the history and origins of appreciative inquiry, in that it originated not as an action research methodology but as a broad underpinning philosophy or orientation with its origins in organisational development and renewal (2015, p.57).   He captures also the social constructionist underpinnings of Gergen and Gergen (2015) that “the sort of attention you give to a question determines what you will find” (Duncan 2015, p. 56).   Similarly, that solutions and/or generative or ‘life-giving properties’ already exist within individuals, teams, communities, or organisations or systems and can be discovered and supported to gain greater momentum if the right approach is used.    A criticism of AI is that is can be overly focused on the positive and when there are experiences or stories by participants that are distressing and/or traumatic that they can effectively be missed or at worse silenced.  Duncan addresses this in his move to appreciating inquiry. Aragón and Castillo- Burguete (2015) writing of Duncan’s work state: 

	Duncan makes a shift therefore from appreciative inquiry an 	‘appreciating’ inquiry, by creating spaces where sometimes difficult 	participant stories are not characterised by strength or positive 	reframing, but are deeply appreciated in a community environment, 	thus creating a bond and allowing a quality of relationship to develop 	that is emotionally rich, unique, and transgressive” (p.14). 
 
They continue to highlight the incorporation of a critical lens as being significant to the shift from appreciating inquiry from appreciative inquiry.: 

	“Action evaluation seeks to take in and ‘appreciate’ people’s shared 	and divergent goals and the ‘passion points’ that underlie them, in 	planning processes that are conflictual by their very nature.  Although 	it seeks ‘consensus’, it subjects the ‘theories in use’ of all stakeholders 	to redesign through feedback processes, thus improving critical 	thinking and the quality of action in change processes (p. 14).     

For this research, the rationale for adopting an appreciating inquiry orientation is linked to what might best honour the stage in our journey as a team.  We are both seven years down a track of collaboration in respect to a shared space between Tangata whenua and Pākeha educators delivering our counsellor education programmes (thus there is significant practice and knowledge to be discovered already) and we are entering a new stage in delivering a new programme that has developed a bicultural curriculum.  This is a delicate further coming together that I believe at this stage would be best suited by an appreciating inquiry stance that creates a deeply appreciative space for identifying divergent goals, thinking and practice and ‘passion points’ as well as potential  difficulties. Sharing one’s teaching practice and pedagogical theories and practice hasn’t occurred in a structured way as intended by this research thus could feel vulnerable enterprise by some.   

It is important to recognise that Cooperrider and Srivastva (1987, p.131) identified their four phases in the appreciative inquiry (4-D model) as a mode of inquiry which they saw as being much more than a research method or technique in its reverence for the life generating potential and human nourishment.  The 4-D model, Discovery, Dream, Design and Destiny will form the mode of inquiry for this research.   

My underpinning ontological and epistemological positions 

The underlying ontological and epistemological assumptions about the nature of being human and about the nature of knowledge that I bring to this research draw from a number of philosophies.     

Defining one’s ontological beliefs begins very early in the professional development of the counsellor.  Counselling, a relational practice that engages another human being in a process that focus on issues and difficulties that are very intimately concerned with what it means to be a living, developing and relating  human person requires the counsellor to constantly reflect, refine and  articulate questions of an  ontological nature.     


Authentic self, self in relation to other (Rogers, Buber)  
Relational 
We have a lived reality which we attempt to understand (Popper, Heidegger.
The way we understand reality forms our knowledge, and no knowledge even scientific is certain or fixed.  Knowledge is therefore provisional until refuted and/or evolved.   This differs from all knowledge is relative and or a social construction 
There are universal theories such as scientific theories that comprises falsifiable theories and can be refuted by evidence and there are non- scientific theories that comprise our knowledge that can be refuted by argument and or criticism. 
Knowledge comprises expectations, assumptions and constructs. ,  
There is no fixed truth, truth is an attempt to gain knowledge of facts about reality 
 Critical theory  
Learning Exploring the underpinnings assumptions about the nature of learning which underlie practices of  p 13 Swann et al. 

Heidegger and learning p 23    Palmer (2001) (ed.)  “what teaching calls for is to let learn”. It is drawn forth nature of thinking and learning  


Change 
It is important to distinguish between my own a social constructivist view of knowledge I do hold the belief of the relativity of knowledge and that knowledge is a social and cultural construction.  Ideas of post modernism p.37. Swann and Pratt   
 
Move towards the questions we ask and the discrepancies motivated by a desire for learning – optimistic that this is a level playing field and our experiences privilege 
Authenticity


Question?

Am I more in the pragmatic action research camp underpinned by pragmatic philosophy (Dewey, James, Pierce, Habermas (new pragmatist). Tenets:

Pragmatic Action Research 

1.Knowledge generation through action and experimentation (achieving knowledge generation through learning from action). Pragmatism unties theory and practice in an integrated knowledge construction process – cycles of action and reflection.  Theory as is linked to action. 

2. Role of participative democracy. Pragmatic action research “the only way [sic] to deliver on the claims of pragmatism and the democratization of knowledge development is to conduct social research as action research”(Levin & Greenwood, 2001, p.103).

 
Participatory Action research  (PAR) 

Appreciative Inquiry Action Research 
 

 
  
 
 
 
 
 
 
 
 




WHAT DOES PARTICIPATORY MEAN FOR US AS A TEAM?
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Presentation Notes
True participatory action research 


ol METHOD: PHASE1 PHASE?2 PHASE 3

Team Individual Self —
study/variable form Focus Group

a. What

Process analysis

Teaching Team Teaching Team

Focus Group
What has our participatory

a. Whatam | Reflections on

o
R
I
E
N
T
A
T
I
o
N

implicit/explicit
pedagogical
practices/theories
are underpinning
my best teaching
moments?

.How am |

thinking about
my pedagogical
practice as a
member of this
team/on this
programme?

noticing as you
share the
reflection on your
pedagogical
theories and
practices?

. What might this

mean for our
collective
consideration of
pedagogy on our
programme?

impacts since last
focus group

What might we
wish to do
collectively in
going forward in
relation to our
pedagogical
practices and
theories?

process suggested re ‘how best to
consider pedagogies
collectively?’

Counsellor Team Collaborative and Researcher Analysis
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Presentation Notes
 
It is also not uncommon for action research [and specifically appreciative inquiry] not to start with a research question per se (Noffke & Somekh, 2005, p.91) but rather a desire for change, innovation or greater understanding of an aspect in a particular setting

Four phases of appreciating inquiry each stage will allow multiple and diverse ways of engagement determined and negotiated by individual participants with the collective counsellor educator team 

Individual Self Study
Focus Groups

Method  

Characteristic of appreciative inquiry is regard for the power of the positive unconditional question to discover and build on what is in social systems, a generative aspect effectively.    It is also not uncommon for action research [and specifically appreciative inquiry] not to start with a research question per se (Noffke & Somekh, 2005, p.91) but rather a desire for change, innovation or greater understanding of an aspect in a particular setting.   For many forms of action research the first stage of the research Noffke and Somekh also highlight that action research can “begin in multiple settings, with multiple levels of participants” (2005, p 91).   

Broad topic area:  

Whilst my team of counselling colleagues have expressed an interest in my research and commitment to be involved, critical to this research is an understanding that within this expressed interest there may be varying levels of participation desired and preferred ways to be involved.  

As such whilst a broad framework for the stages of the research will be offered drawing from appreciating inquiry each stage will allow multiple and diverse ways of engagement determined and negotiated by individual participants with the collective counsellor educator team 

 
Phase One 

Researcher Orientation Session for Whole Teaching Team

Introduction to field of pedagogy 
Resource of articles on pedagogical theoretical standpoints will be offered  
Introduction to phases of study


II.    Individual Reflections on Teaching Practice 

Stories in the field or ‘small stories’ (        ) will be noticed and discovered by individual educators in the team in a process/format determined by each individual with regard to the following.   

What the implicit or explicit pedagogical practices and theories underpinning my best teaching moments?

How am I thinking about my pedagogical practice as a member of this team/on this programme?

Support will be offered by myself as insider research to capture stories either by video recording, oral testimony, or written reflection and to identify moments to teaching practice articulate theories in use.   
 
III.     Whole Teaching Team Focus Group 

Sharing our individual reflections using an appreciating inquiry stance.   What am I noticing in your reflection on pedagogies?  What might this mean for our collective consideration of pedagogy on our programme? 


Phase Two 

 Whole Teaching Team Focus Group
 
What might we wish to do collectively in relation to sharing our pedagogical practices and theories?  

Phase Three 

Whole Teaching Team Focus Group

How might we wish to go forward in relation to  translating  our dreams into day to day reality?  

 
Phase Four 
 
Whole Teaching Team Focus Group

How might we wish to sustain this?


Process Analysis 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 



EXPLORING PERSONAL PEDAGOGICAL
THEORIES AND PRACTICE

Touchstone Approach (Exploring
personal constructs and bipolar
theories) Yaxley (1991)

Self- studies (situated

performance and critical
reflection) McDonough (201 3)
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Individual Educator Formation and Development of Pedagogical Theories and Practice
Not surprisingly the field of teacher education offers the most literature and research on the development of educators’ individual theories of learning and teaching.  
 
McDonough (2013) offers ways to develop educators’ pedagogy through ‘self- study’ (p. 65) and provides an in- depth outline of what is involved.  McDonough offers her own journey of pedagogical development using a self – study which involved learning through situated teaching performances and critical reflection in action to identify her underlying paradigmatic assumptions and pedagogical theories and practices.  
 
Numbers of subsequent scholars (Elliot – Johns, & Tidwell, 2013) have developed the ideas of self-study and these will inform processes used in the individual reflections on pedagogy that comprise the first stage of the research.   
.       



SELF — STUDIES

Capture stories either, by video
recording, oral testimony, or written
reflection and to identify

pedagogical theories and practices
in use.

| will offer support as researcher (or
an identified consultant) to articulate
educators’ pedagogical theoretical
standpoints and a resource of
readings offered to assist this
process.
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I will offer support as participant-t researcher (McGinn, 2008) to capture stories either, by video recording, oral testimony, or written reflection and to identify pedagogical theories and practices in use.   Similarly, I will offer support as researcher (or an identified consultant) to articulate educators’ pedagogical theoretical standpoints and a resource of readings offered to assist this process.   As participant researcher, I will also take part in a similar process.
 




|SELF-STUDY

‘Story’ or capture a recent ‘best practice’ teaching
moment. (Allow yourself to freely write without
needing to edit or orally record your story).

* My Journey.... Describe where you learnt to
‘teach’?

* Include the influences, people, learning

experiences, programmes, ideas and theories....

* In what ways has your ‘teaching’ evolved,
developed, changed over the years and what
has influenced this?

How would you describe what you did?

What ideas about learning and teaching do you consider were
your drawing from or where informing you in this moment?

What did you observe your students did and/or what took
place for your students in this moment?

What do you think the student’s leant?
How do you think this learning occurred?

What ideas about learning and teaching were being realised
in this moment?

How does this fit with some of the teaching strategies that you
notice you regular incorporate into your classes?

Describe any pedagogies that you are drawing from explicitly
and /or implicitly?

What is it you value about these specifically for educating and
preparing counsellors?

In what way do you think these theories fit within our
programme?


Presenter
Presentation Notes
I will offer support as participant-t researcher (McGinn, 2008) to capture stories either, by video recording, oral testimony, or written reflection and to identify pedagogical theories and practices in use.   Similarly, I will offer support as researcher (or an identified consultant) to articulate educators’ pedagogical theoretical standpoints and a resource of readings offered to assist this process.   As participant researcher, I will also take part in a similar process.
 



FUTURE HOPES:

Research into how to engage in
explicit and more in-depth
collective consideration of

pedagogy will:

"enable students to understand, utilise, and
navigate the learning environment more
effectively

=enable greater transparency and explicitness in
pedagogical processes for students modelling
transparency in counselling process

=give greater emphasis to pedagogical
philosophies, theories and practices that inspire
and sustain wellbeing for educators

"address the gap of much needed research-
informed frameworks/processes for use in the
consideration of pedagogies as teaching teams.



ETHICS

Informed Consent — do | want to be
involved /ok not to. How much time etc.

Conflicts of Interest — as research
participants and co-tutors

Our Kawa

Ownership — of knowledge and findings,
oufputs,
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