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by David Hinger

Welcome to the third annual publication
of the Teaching Centre’s “A Light on
Teaching” magazine. It has been another great
year for the Teaching Centre, and our continued
success would not be possible without the sup-
port and hard work of the staff, faculty, teaching
fellows, and Board of Governors teaching chairs
who make everything we do possible. This year
brought some exciting new initiatives and saw
the maturation of a few ongoing ones that I am
very proud of.

Dr. Sheila McManus initiated a new “Doors
Open” series, in which faculty and instructors
from across campus opened their classrooms for
colleagues to drop in and quietly observe some
of our campus’s great teachers. She convinced 22
brave individuals from a cross section of disci-
plines to put their teaching on display for others
to observe, learn, and think about. The success
of this initiative was overwhelming and speaks
to the culture of teaching excellence that con-
tinues to grow and mature at the University of
Lethbridge.

In May the Teaching Centre hosted the first

University of Lethbridge teaching symposium.
SPARK, as it was titled for this year, built on the
success of our annual Teaching Day as an oppor-
tunity for faculty and instructors to connect with
colleagues and discover new ideas, strategies,
resources, and tools designed to enhance teach-
ing. The inaugural event was an overwhelming
success; it opened with a keynote address by Dr.
Andrew Hakin, and featured 16 sessions from
U of L faculty and instructors from a variety of
disciplines. The attendance of 99 people from
across campus attests to the passion and com-
mitment of our faculty and instructors to the en-
hancement of teaching excellence at the U of L.

The Instructional Skills Workshop (ISW) con-
tinues to be a driver for supporting teaching
development and creating a culture of teaching
and learning at the U of L. The ISW program
reached a major milestone this August when Dr.
Sheila McManus and Dr. Robin Bright facilitat-
ed our first in-house Facilitators Development
Workshop, certifying five new ISW facilitators.
This signifies the ISW program can be sustained
and continue to grow completely utilizing in-
house U of L faculty and instructors. The success

of this program would not be possible without
the leadership and passion the ISW facilitators
bring. They volunteer countless hours to contin-
ue to improve the ISW and provide a high-qual-
ity teaching development experience for their
peers.

This year the U of L initiated an important re-
vitalization of Liberal Education. The theme of
this year’s magazine is dedicated to liberal ed-
ucation to show our support for this important
reaffirmation of our values as an institution. As
an alumnus of the U of L, I can attest to the value
of a liberal education and how important it has
been in preparing me for many challenges and
opportunities in life. I hope you enjoy reading
the articles in this year’s magazine as much as
I did, and hopefully they will spark further dis-
cussion into how liberal education can support
your teaching and learning goals.
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by Shelly Wismath

Shelly is a professor in the Liberal
Education Department, a former Board of
Governors Teaching Chair, as well as a past
Distinguished Teaching Award-winner.

hat is liberal education? Although

it was the founding philosophy of
the University of Lethbridge and has been
a community tradition ever since, with our
move to comprehensive institution status
we have perhaps lost some of our focus on
liberal education in recent years. The Liberal
Education Revitalization Team (LERT) was
formed in 2013 to renew our commitment,
and has met with various groups of students,
alumni, faculty, administrators, advisors, and
other support staff to develop an ongoing vision
for liberal education at the U of L. LERT has
now been charged with promoting that vision
to our faculty and students and to our wider
community.

The philosophy of liberal education goes back
to the Classical Greek empire. The name comes
from the Latin word “liber” meaning free, and a
liberal education was the education that a free
person (as opposed to a slave) was given in order
to participate in the running of society. Today we
think of a liberal education as one that liberates
the mind, an education that liberates us “from
the bondage of habit and custom” (Nussbaum,
1997).

A liberal education at the U of L encompasses
four aspects or pillars: breadth, connections,
thinking skills, and citizenship. Breadth refers to
knowledge across disciplines, to learning outside
of one’s comfort zone in order to become familiar
with multiple ways of viewing the world. This
breadth of approach then should be integrated
and connected so that we can view complex
issues from multiple perspectives. Thinking
skills refers to critical and creative thinking, to
problem solving and communication. Critical
thinking does not mean simply criticizing: it
means formulating good questions, unpacking
assumptions and biases, collecting data and
evidence, using both evidence and reasoning
to reach conclusions, and being able to
communicate and defend those conclusions.
These skills make a liberally educated person
a careful consumer and an engaged citizen.
We are all part of many communities, from
the local to the global level, and our goal as
liberally educated citizens should be to make
our communities better. This involves stepping
beyond our own narrow views and self-interest
in order to make careful decisions that promote
the common good. Our University’s motto
of “Fiat Lux” exhorts us to shine the light of
knowledge to ameliorate the world around us.

There are many models of liberal education
offered at various universities and colleges;

the U of L is unique in offering a model that
integrates these four pillars. These pillars of
liberal education are relevant across all areas of
study at the U of L, from sciences to fine arts
to professional schools. Students in the sciences
learn critical thinking skills and evidence-
based reasoning; they learn to observe data and
hypothesize patterns, to test their hypotheses, to
formulate new questions as they answer previous
ones. In the fine arts, students critique the status
quo, challenge assumptions and stereotypes,
and create new ways of understanding ourselves
and our world. Our teachers and our business
leaders need these skills, as well as the skills
of teamwork and communication. When we
consider the huge issues facing the citizens of
the world today - global climate change, Ebola,
poverty, fracking, to name a few - the need
for engaged and broadly educated citizens is
obvious.

There are many ways students at the U of L can
access a liberal education, with the General
Liberal Education Requirement (GLER) being
only a starting point. The Liberal Education
Program in Arts and Science offers a variety
of designated Liberal Education courses,
from introductory courses on knowledge and
identity, courses on quantitative reasoning
and problem solving, to seminar courses on
provocative themes and a capstone seminar. The
Arts and Science Global Citizenship program
will be offered to a pilot cohort of students
in 2015-16, using courses from Geography,
Anthropology, and History connected via
two Liberal Education courses. There are a
number of new minors available to students,
and a new Individualized Multidisciplinary
Major on Social Justice is being planned. A
new connection with Volunteer Lethbridge will
allow students to put their skills to practical use
and to build connections in our community.
The Agility program will provide funding and
resources to students to encourage creative and
entrepreneurial work.

Ken Kay (2010) describes the skills needed
of our students in the 21st century: critical
thinking and problem solving, communication
and collaboration, creativity and innovation.
These are the skills of a liberal education, and it
is the responsibility of the university community
to facilitate the development of these skills in
our students. This does not necessarily mean
drastically changing the way we teach or
redesigning all our courses or programs. Rather,
it means that we as teachers should be conscious
of, and articulate for our students, the goals of
our liberal-education philosophy. Our students
certainly see the breadth pillar, in the GLER that
encourages them to take courses from a variety
of disciplines. But this is the only pillar that is
institutionally mandated, and it is the job of
the university community to expose students
to the other pillars and help them realize the
full potential of a liberal education. We should
work in our courses to make connections

across disciplines, and to make explicit the
various points of view and approaches needed
to address complex issues. We should also
articulate to students the skills they are learning
in our courses, and how those skills can be
practiced and transferred to other academic
and real-world areas. Too frequently we assume
that because we are modelling critical thinking
for our students they are developing their own
critical-thinking skills, but research has shown
the importance of making such skills and
their practice explicit for students (van Gelder,
2005). Finally, we can show students how those
connections and skills can be used to make our
world a better place. For a liberal education is
one that liberates us “from the bondage of habit
and custom, producing people who can function
with sensitivity and alertness as citizens of the
whole world” (Nussbaum, 1997).

More information on liberal education, and on
the work of the Liberal Education Revitalization
Team, may be found in the Faculty and Staff tab
at http://www.uleth.ca/artsci/liberal-education
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by Dr. Stewart Rood
and Samuel Woodman

Stewart is a professor of Biology and
Environmental Science, —and Samuel is
a 2015 B.Sc. graduate in Environmental
Science

hile most university course work involves

traditional approaches such as lectures,
textbook study, and classroom discussion,
experientiallearning providesarich complement
to post-secondary education. This can include
aspects such as classroom simulations or case
studies, and laboratory activities, which are
common in the natural sciences. Field trips can
provide valued experiential components but
these are limited at the University of Lethbridge
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(U of L) and are generally declining in North
America (Greene et al., 2014). Field trips can
expose students to natural and artificial features
and processes, and provide glimpses into the
intrigue and complexity of the world around
us. These often provide a less scripted learning
experience that can deeply engage some
students and prompt integrative interpretation
(Krepel & DuVall, 1981).

Field trips have traditionally been more
common in some university disciplines such
as biology, geography, and environmental
science, and in these fields, their education and
training values are well-established (Kent et
al., 1997; Lei, 2010). The field work experience
also contributes to employability within these
disciplines. Field trips have also been used
effectively to complement other university
courses, including those in the fine arts, social
sciences, and humanities (Jakubowski, 2003;

Scarce, 1997). Off-campus field trips may be
particularly suitable for multidisciplinary
study and thus complement and apply liberal
education.

As an example, the U of L capstone course in
Environmental Science, River Science, involves
multiple field trips to regional rivers. A trip
upstream along the Oldman River to the Oldman
Dam offers observations and insights into river
and floodplain geomorphology, hydrology, and
ecology, and also incorporates aspects related
to the precedent-setting human dimensions.
The controversial Oldman River Dam Project
provoked political consideration of federal
versus provincial jurisdiction that advanced
to the Supreme Court of Canada. The project
revealed alternative perspectives and priorities
of some rural, urban, environmental, and
First Nations groups, and management reveals
foundational aspects of water resource policy



Amid all
uncertainties
there is one
permanent

frame of

reference:
the organic
connection
between
education
and personal
experience.

John Dewey, American
philosopher and education
reformer, 1939

such as the historic precedence of water rights
by seniority, “first in time = first in right” All of
these aspects could be described in classroom
presentations but the field observations at the
actual locations enrich the experience and
fortify the understanding and appreciation (Lei,
2010).

Field trips have long been used in university
courses and there have been many analyses of
their implementation and educational value.
There have been research papers, special
journal issues such as the March 2006 Journal
of Geoscience Education, and even devoted
journals such as the Journal of Experiential
Education. Within this literature, a common
question has been, “Does it work? Do field trips
enrich the learning?” Studies have typically
contrasted course deliveries with or without
field trips and confirm the benefits through both
content examination and student assessments
(Fuller, 2006; Gottfried, 1980). The research
studies have generally been short-term and it
is likely that longer-term benefits could further
increase. Student recollection of most university
lectures fades quickly while memories from field
trips are likely to be more enduring (Kent et al.,
1997).

If field trips clearly enrich the university
education, why aren’t they more common?
Extending from the assessment of Orion (1993)
we believe that there are three primary barriers:

1. Unfamiliarity — University instructors may
model their courses after their own university
program, which may have had limited field trips.

2. Complexity — It is more difficult to develop
and implement a field-trip program than a
conventional sequence of lectures and in-class
activities.

3. Responsibility — There are slight risks,
and the associated responsibilities with the
implementation of off-campus field trips may
discourage adoption.

If field trips are considered worthwhile at the U
of L, there could be responses to each barrier.
Relative to Unfamiliarity, there are various U of
L instructors who have effectively incorporated
field trips into their courses and they can provide
recommendations and mentorship relative to the
strategies and organization, as well as assisting
with the paperwork for approval. Experienced
instructors may be interested in sharing a
course with field trips, or even blending field
trips across different courses, providing an
interdisciplinary experience. The barrier of
Complexity will persist but, as with other
course additions, the initial time investment
is increasingly worthwhile for courses that
are repeatedly offered. For implementation,
field trips may be phased in after a course is
underway and the instructor has better insight
into the nature of the content and the possible
field-trip opportunities. If collectively valued,
field trips could be encouraged and facilitated
by departments or Faculties, and might
even be required, as is the case for the BSc in
Environmental Science and in Geography.

Thebarrier of Responsibility provides a challenge
and an opportunity at the U of L. There have
been field trips since the U of L's commencement,
initially with limited University policies. These
advanced with relatively few mishaps, typically
involving vehicle travel. With growing concern
about risk and litigation, the U of L implemented
a formal fieldwork policy about 15 years ago and
the key document is Risk Management for Off-
Campus Student Field Work and particularly,
Part 1. Guiding Principles. Unfortunately, this
policy discourages field trips since all eleven
principles refer to risk, without any recognition
of the learning enrichment. This is not typical
as field-trip policies are posted online for many
Canadian and American universities and almost
all commence with a strong positive statement
that recognizes the educational value. We
recommend revision of the U of L policy to
commence with a clear positive statement that
identifies benefits and encourages adoption.

Additionally, in the U of L policy, the first
principle seems misdirected: 1. The course
instructor or employee responsible for planning an
off-campus student activity is the person primarily
responsible for the safety of participants. This
exaggerates the responsibility of the instructor
and deserves revision. Just as surely as we expect
our students to act maturely and pay attention
to any hazards on campus or in our broader
community, we should expect that university

students will be attentive to possible risks during
field trips. Subsequently, the River Science
course outline provides an extension: For the off-
campus field trips, the U of L policy will apply (pdf
provided). To clarify Principle 1, it is considered
that Environmental Science 4000 students are
adults and sufficiently mature to assume some
responsibility for their own actions and safety. The
success of the field trips is the shared responsibility
of all participants, and you must pay attention to
prospective hazards to yourself and to others in
the class.

Appropriately, the U of L policy requires that
instructors undertake preparation to minimize
the field-trip risks, and these arrangements
are assessed by the experts in Risk and Safety
Services. The instructor may have better
familiarity with some wunusual risks, and
consultation with RSS seeks to minimize
these. However, there are likely to be even
more common risks that are shared on- and
off-campus, including aspects such as health
and medical conditions of individual students,
or issues of student misbehaviour. And just as
instructors should expect the U of L to provide
support in the rare event of a mishap within
the classroom, instructors should similarly
expect support from the University following
an unfortunate event that might occur during a
field trip. If, not too hypothetically, a light fixture
were to fall on a U of L student, it would not be
the course instructor who would be primarily
responsible, whether this occurred in-class, in
the library, or on a field trip.

Field trips do require additional work and some
additional expense, and rather than seeking to
expand these off-campus activities, some might
advocate alternatives. One proposed approach
hasbeen virtual field trips (VFT), whereby slides,
videos, or even 3-D simulations are developed to
allow students to “visit” various locations. There
have been many initiatives worldwide, and even
some very costly “holodeck” labs. Subsequent
research comparisons of VFT versus real field
trips have indicated that the virtual experience
doesn’t match the real field trip relative to either
the learning outcome or student preference
(Spicer & Stratford, 2001; Stainfield et al., 2000).
Conversely, VFT can complement real field trips,
and contribute to the preparation of students for
the real trip, or for reviewing the features and
concepts after the trip (Spicer & Stratford, 2001).



This complementation between field trips and
other activities also applies to other course
components. Thus, illustrated lectures may
precede field trips to introduce some primary
concepts and display some features. Classroom
discussions typically follow the field trips, as
the students work to integrate the observations
from the trips into the broader course content.
To assist with this debriefing, we encourage
students and instructors to take photographs,
as these provide records and reminders, and can
also be useful for examination.

The blending of field trips and laboratory
activities can also be very effective. For example,
samples or data may be collected during the field
trip and then analyzed in the lab component
(Hefferan et al., 2002). This framework is
effectively applied at the U of L in courses such
as Cam Goater’s Field Biology course, which
allows students to plan and conduct their own
studies as part of a week-long field trip prior to
the course semester. Although simulations or
hypothetical experiments could be undertaken
in the classroom, the opportunities to critically
approach and solve real-world questions provide
invaluable experience (Kent et al., 1997).

The deliberate blending and integration with
other course components represents a theme
relative to the successful learning enrichment
from field trips, as is also the case for laboratory
activities. Thus, lectures and discussions before
and after the field trips or labs should reinforce
the key principles and position the experiential
activities within the broader learning content.

Interestingly, some studies have indicated that an
intermediate degree of novelty is most effective
for field trips, and that sites that are too foreign
to the students are less readily absorbed. This
supports the concept of intermediate “novelty
space” or “familiarity index” (Orion & Hofstein,
1994). This is broadly applicable in university
education as students master content somewhat
incrementally, encouraging the progressive

advancement of content complexity through
sequential courses and the reinforcement and
development through a blending of lectures,
discussions, tutorials, labs, and field trips.
Diversity is a key theme of liberal education and
this should include not only curricular content,
but also the instructional approach.

Finally, aspects related to intermediate
familiarity, combined with some of the costs
and challenges of oft-campus travel, have led Lei
(2010) to encourage less exotic field trips. Lei’s
review of the benefits and drawbacks of biology
and ecology field trips for college and university
courses led to the conclusion that local field
trips can retain many of the benefits of more
distant trips, while reducing the complexity.
Consequently, we suggest that instructors
initially consider adding short and local field
trips to complement their courses, and as the
mechanics and outcomes are explored, the field
trips might become longer in duration and more
distant in location. Good luck!
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Kayla Ueland is a first-year student in a
Masters’ of Arts in Sociology. She has held
teaching assistantships through the University
of Lethbridge and the University of Calgary.

his year, we were given, from our

perspective, a unique and exceptional
opportunity as teaching assistants (TAs). We
would like to share this experience to encourage
the use, whether partially or fully, of the model
we are going to describe. This model has two
key components that we would advocate for
as essential to the growth and development of
TAS’ teaching skills: first, a supportive instructor
who encourages the deep involvement of a TA
in their course development and delivery, and
second, a team approach to teaching, whether
it be between instructor and TA or between
two TAs. We hope that our reflections on our
active involvement in teaching will inspire
other instructors and graduate students to
build their professional relationships toward

the development of an engaging TA role. The
University of Lethbridge, with a relatively
small pool of graduate students within small
departments, is a perfect environment to build
these professional relationships and allow
graduate students to benefit from close working
relationships.

In our previous experience as TAs, we have been
assigned duties that consist of a mixture of tasks
such as marking, leading tutorials, holding office
hours, or delivering one guest lecture. Many of
the tasks that have previously been assigned
to us as TAs have been quite limiting in the
way that we were able to learn teaching skills
because the tasks were fragmented and we rarely
completed tasks independently. At times, for



example, we were given marking duties that did
not facilitate the connection of course material
to exam questions. These marking duties were
assigned through marking rubrics that included
the “correct” answers conceptualized and
understood by the instructor, but not necessarily
by us since we were not always required to
attend lectures or read the lecture materials.
The unique experience that we will describe
below differs from these previous experiences
in that we were highly integrated into both the
development and delivery of a course, which
provided us with valuable insights into how to
teach a course.

For two semesters we worked together as a team
with one instructor to prepare and deliver a
course. In the fall semester, a course instructor
invited us to meet to discuss the design and
delivery of a sociology course. The instructor
had not taught this course in a while and she
solicited advice from us regarding how difficult,
relevant, and interesting the content was. We
were asked to review the material she had
used in the past by commenting on the level of
difficulty and relevance of supplemental articles.
While we were contributing in this way to the
course content, we were also taught how to
design a course, what the challenges had been
in previous years of teaching it, and what we
could expect in terms of class discussion and
student engagement. From the first meeting this
experience seemed different from our previous
TA duties: we were involved in the very design
of the course, we were watching the course
develop, and we had a say in its contents.

After the first general meetings about course
content and objectives, we began working
on our own one-week series of three lectures
that we were to deliver the following semester.
We completed many tasks in order to prepare
for these lectures (as we are sure you may
understand), but the main emphasis was on
creating lectures based on our content and
preferences, with the guidance of the course
instructor when needed. For example, we
were to gather our own additional materials
(such as blogs, statistical data, videos, movies,
websites, articles, or policies), devise our own
PowerPoint, and create our own class activity
that involved a real-world application of our
lecture content. We were the creators of our
own lectures, and while there were suggestions
to revise some material, it was always our final
decision to cover certain materials or topics. We
believe that it was invaluable to have the course
instructor available for feedback while we
developed these materials, as she often brought
up suggestions that we as inexperienced teachers
would never think of. For example, once we
were certain that we had a clear direction for
our lectures, we were encouraged to think about
testable questions and to build answers to these
questions into our lecture outline. This helped
us focus our lectures and helped us connect
how content, exams, and lectures should fit

together. To solidify this connection, we were
also asked to create relevant exam questions. To
help us develop these questions, we were given
the instructor’s previous exams as a template.
In addition, we were also required to make a
comprehensive study guide with answers for the
course tutorial so that students could prepare
for the exam.

We were well received by students in and outside
of the classroom during and after our one
week of lectures. Students seemed responsive
to our materials, which was incredibly
encouraging. While we got to experience some
of the favourable aspects of teaching, such as
the adrenalin associated with delivering a lesson
and the positive feedback from students, we also
experienced some of the challenging aspects of
teaching, such as the amount of time needed
for proper lesson planning. As we indicated
above, we were involved in every component
of the teaching process: the design of an outline
and course planning, lecturing, assessment,
and marking. With this experience, we did not
become experts in teaching, nor did we master
any of these components. Rather, we had an
opportunity to participate in every component
of delivering a course and acquired a good
general idea of what it takes to put a course
together and how different course elements
depend on each other.

This learning experience would not have
been possible if the course instructor had not
initiated and supported our deep involvement
in the teaching process. We were lucky enough
to be able to take advantage of this close working
relationship with a faculty member, where we
benefited from her insights and gained first-
hand experience. She dedicated time, energy,
and resources toward empowering us as teachers
and mentoring us throughout the process. The
support she provided was invaluable, especially
in terms of being forthright when reflecting on
her teaching experience. While we are aware
that we all have different personalities with
distinct communication styles and interests,
our course instructor offered us her view on
classroom dynamics and strategies to cope with
possible challenges in the classroom. It is also
important to acknowledge that even though
we were engaged in all of the sections of the
course, all of these tasks were completed with
her support: she initiated meetings, she was
always available for consultations, she attended
our lectures, and she provided comments for
discussion during class. In this way, through her
mentoring and support, we were introduced to
the profession of teaching through a teaching
model that greatly resembles an apprenticeship.

While we found the feedback from the course
instructor vital to our teaching development,
we found the peer support we received from
each other equally valuable. As luck would have
it, we shared the same office and often asked
each other for feedback on individual tasks.

From the very beginning we gave each other
feedback on our selection of materials. We sat
in on each other’ lectures and we collaborated
throughout the marking processes. The fact
that we are both graduate students allowed us
to provide each other with more informal and
immediate feedback. While we were relying
on each other for support and encouragement,
we were also actively learning from each other.
Throughout the last two semesters we have been
reflecting on what this experience has meant for
our development as teachers and this reflexive
thinking was the initial spark to ignite our
discussions about the overall role of TAs.

The position of a TA is one that carries an
ambiguous status — are the TAs there to support
student learning outside of class (e.g., leading
tutorials, holding office hours), or are they there
to directly assist instructors in conducting a
course? This liminal position, where graduate
students are often bridging the communication
between instructor and students, can place
graduate students in an unfavourable situation
where it appears that they exist solely for the
sake of assisting others in their tasks. At the
same time, however, this role is often held by
individuals who are very passionate about
their research and who may be aspiring to
become teachers themselves. Accordingly, we
believe that TAs should be recognized as future
academics and teachers, and that universities in
their role as teaching institutions should ensure
that graduate students have an opportunity to
gain practical, hands-on experience as teachers.
In theory, this experience would better equip
graduate students with the skills to step into
a classroom with confidence and composure,
awaiting that adrenaline rush, while still well
aware of the necessary work required to plan,
prepare, and deliver a course.

We acknowledge that this model requires
considerable engagement of all parties involved,
but we believe that the benefits are worthwhile.
Not only would graduate students leave
the university with more practical teaching
experience and confidence in their teaching
abilities, but this model also has the potential
to train first-year graduate students to be able
to take on more responsible and complex roles
in subsequent years. The current system, as
we understand it, operates on the assumption
that TAs are generally assigned various
individual duties often under the supervision
of one changing faculty member. Our unique
experience, we suggest, indicates the advantages
of teamwork to produce encouraging,
supportive, and educationally productive
relationships.

We would like to thank Dr. Claudia Malacrida
for the invaluable support we received and the
opportunity to develop many necessary skills for
teaching. We are grateful for the encouraging,
supportive, and inspiring conversations we had
with the TA coordinator in our department, Dr.



William Ramp; for the Teaching Centre, where
we gained general insights about teaching in a
university environment, and especially for Doug
Orr, who often reiterates that TAs are an essential

part of the University instructional team; and  Finally, our deepest gratitude goes to the
for the participants of the Spark Symposium undergraduate students who attended our
who contributed valuable comments to our lectures and who gave us their undivided
presentation and engaged in lively discussion. attention and encouragement.

WHAT WE HAVE LEARNED...

How to budget time for a 50-minute lecture

How to integrate relevant real-world
experiences into lecture materials

How to thoughtfully engage students in the
classroom

How to balance between textbook and
supplemental materials

How to emphasize important points during
lectures.

How to cover exam questions during
lectures

How to decide the length of an exam

How to decide the composition or type of
questions to include on an exam

How to create testable questions
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Proem

Almost every day, on my way into our university’s
library building, I walk past the sign.

I am still learning

Four words. Infinite possibility.... What is
education? At our university, the concept of
liberal education is central to the institutional
teaching philosophy and pedagogical practices.
However, I often wonder whether and how our
physical bodies and embodied selves are a part
of this experience. Are we just docile bodies,
jumping through a series of institutionally
mandated “hoops” ?

Introduction

he three of us - two early-career professors

and a University of Lethbridge alumnus and
current U of L graduate student — have spent
many hours pondering what liberal education
means for usand at the U of L. Prompted by Jesse’s
reflections in the proem and by our individual
wranglings with and collective conversations
about liberal education, we engage here with
selected “threads” within the liberal-education
framework. In so doing, we aim to forefront
embodiment and critical pedagogy, explore
liberal education from teacher and student
perspectives, and broaden the notion of teaching
from what too often “counts” as teaching.
The U of L, we are told, is “founded on the
principles of liberal education” (see, for example,
http://www.uleth.ca/president/, accessed April
21, 2015). Yet, based on numerous in-class
discussions, we sense that few students in our
classrooms understand what liberal education
is, apart from a requirement that they take a
certain number of courses from a set of lists.
This is perhaps understandable, as the principles
of liberal education are too often only waved at
in official University publications, rather than
explicitly articulated. This is troubling, as some
of the most important figures in thinking about
the idea of liberal education have expressed
serious reservations about simple exposure to a
range of courses and disciplines as a proxy for
liberal education (see Nolan, 2012).

Following Newman, we understand liberal
education as “the cultivation of the intellect
... to open the mind ... to refine it, to enable
it to know, and to digest, master, rule, and
use its knowledge...” (2009, cited by Nolan,
2012, p. 110). One result of this, Northrop
Frye (2000) suggests, is to achieve a “neurotic
maladjustment” in our students, leaving them
“very dissatisfied with the world, very finicky
about accepting what it offers [them], and yet
unable to leave it alone” It is with this neurotic
maladjustment - shared, we would suggest,
between faculty and students — in mind that we
enter the discussion that follows.

One of our central aims in this essay is to
explore “the conceptual linkages between
embodied ways of knowing, lived experiences,
performance, and bodily intelligence” (Wilcox,
2009, p. 105). We examine how particular
embodied research and teaching acts illustrate
the value of considering moving bodies as
sites of epistemological, social, political, and
corporeal inquiry.

[We are |
thinking
more deeply
about liberal
education, not
simply as an
institutional
hallmark,
but as a set of
principles that
underlie our
pedagogical
commitments
and choices.

We approach this discussion embracing
messiness — both the messiness of teaching and
research, and of the process of thinking and
writing about liberal education and pedagogical
practices (Avner, Bridel, Eales, Glen, & Peers,
2014; Law, 2004). To that end, we employ
multivocality and evocative writing as we situate
specific teaching and learning experiences
outside of the classroom within the liberal
education framework. We do not aim, then, for a
“coherent” narrative about embodied pedagogy.

Rather, we hope to sketch out some important
spaces of not knowing in the hopes of provoking
others (as we ourselves have been provoked)
to imagine themselves and their teaching and
learning practices differently (Avner et al,
2014). This has been a collaborative process, one
that we see as extending into the act of reading,
as we encourage (and trust) imaginative readers
to engage with our “messy” thoughts, allowing
their own “lines of flight” (Deleuze & Guattari,
1987) to develop with respect to their own
teaching and learning practices.

Embodied Teaching and Learning

Jason: We would be remiss if we did not
acknowledge that this represents a relatively
recent commitment for Carly and me. A
conversation at a recent conference encouraged
us to (re)consider our teaching practices (in
the broadest sense of the term), and, to adapt
from Wilcox, prompted us to actively seek out
opportunities to engage our students’ “multiple
intelligences and [cultivate] trust through
embodied interaction” (2009, p. 107). According
to Wilcox, one key in this process is to develop
alternative models of knowledge production
that challenge the interconnected dualisms and
hierarchies (mind/body, male/female, white/
other), and that recognize the body’s capacity to
know (2009, p. 106; also see Grosz, 1994).

We imagine this contribution to be part of a
“radically embodied project” in which “active,
agentive human bodies (and their fleshy
politics) are engaged through sometimes messy,
sometimes difficult, sometimes dangerous
points of corporeal contact” (Giardina &
Newman, 2011, p. 180). In this essay, we aim
to highlight those “points of corporeal contact”
between students and instructors.

Jesse: Since January 2012 I have worked with
Carly as a research assistant on a project centred
on a high-performance hockey school in the
town of Warner, Alberta. During the summer
of 2012, at the suggestion of Carly, I also took
an independent study course on theorizing
masculinities with Jay. T have taken other courses
with both of them, but for the purposes of this
piece, I would like to share one brief moment
from each of these particular experiences,
beginning with my work with Carly.

Warner I

The moment I walk through the door, her warm,
welcoming smile greets me. “Hi, Jesse, come
on in,” she says. “Please, have a seat” Smiling
faces and picturesque landscapes on the walls
decorate a space and place inherently influenced
by underlying (unequal) relations of power and
authority.

As part of our conversation about the research
I'm working on for her, Carly says, “I don’t know



if this is something youd be interested in doing,
but 'm planning a trip to Warner, probably early
next month. Youre welcome to come along and,
you know, experience the town, the people, and,
really make some connections with what you've
been reading and researching”

“I've actually arranged a couple of interviews
during the day,” she continues. Her eyes widen
ever so slightly as she pauses; I can’t quite tell,
though, if its a look of genuine excitement or
subtle irony: “I've even been invited out to lunch
on a cattle ranch for one of them.”

“Cattle ranch’... the words repeat themselves in
my head and I start to really imagine this place:
the sounds, the smells, the people.” !

1 smile.

Carly: Prior to hiring Jesse, I had employed
student researchers in very specific ways to
undertake admittedly often-mundane tasks
such as transcribing interviews. This was the
first time I had taken a student with me into the
field and considered the implications for this
type of engagement outside of the classroom.
Once I made the decision to invite Jesse to join
me in Warner I was riddled with anxiety about
how it would go, what my responsibilities were
as the “team leader, what teaching outside of
the classroom would look like, how Jesse would
respond and engage with the people we would
meet.

As employers and as teachers, we are embedded
in, and privileged by, multiple layers of power
relations; in order to serve the interests of
our students and research assistants, we must
acknowledge and address these various layers.
Immersed in this project and influenced by the
work of Avery Gordon (2008), I had come to see
my “self” as an affectual subject located as part
of an extremely complicated past, present, and
future. As I move throughout the school and the
community (attending hockey games, showcase
camps, and potluck dinners at the school, for
example), I often feel haunted by legacies of the
women’s game and the historical challenges,
tensions, and triumphs of women’s sport. What
will Jesse feel and experience?

Jesse: Midway through the day, we approach the
cattle ranch; we drive slowly down the dusty dirt
driveway and pull up to the quaint little house.
A tall border of trees and shrubs mark the
perimeter of the yard, a natural defense against
the region’s Chinook winds. Exhaling deeply one
last time, I open the car door and step out into
the sunshine. I stand, stiffly, at the front door,
heart racing, wondering if I “belong” I look
nothing like people here; Ilook, I realize, like an
academic.

I am more nervous than I thought Id be.... She’s
been here before.

This is all so new to me.... She’s been here before.

and welcoming middle-aged woman. Her gray
hair is styled short and her long earrings have
been colour-coordinated with her blazer. She
reminds me of my late grandmother.

“Hi! How are you?!” says Carly, “It's so good
to see you” Their shared hug suggests a level
of familiarity that somehow suddenly makes
things feel less intimidating.

“Linda, this is Jesse; Jesse, this is Linda.”?

“Hi, Jesse. Welcome!” Her sincerity is
unmistakable and, before I even have the chance
to reply, I, too, am being enveloped in a warm
hug.

Whoa. From the other side of the door, I imagined
this interaction going very differently. Maybe I
don’t look as out of place as I thought. Either way,
I clearly look “huggable.” This is good.

Following brief introductions, we move into
the adjacent living room, adorned with dated
but well-preserved western décor. I find myself
moving slowly, carefully, self-policing at every
move, ultra-conscious of the space I occupy
(and the way in which I occupy it). Taking a seat
on the edge of sofa, my body is still but my eyes
are restless, wide-eyed, and ever-receptive.

Why do I feel so self-conscious? I mean...this
should feel a bit weird, right? I am, after all, in
the middle of the southern Alberta prairies, on a
cattle ranch, sitting quietly on a couch in a quaint
little living room of two individuals I've never met,
with a professor I barely know, and were about to
have lunch. Is this what fieldwork looks like? Feels
like? I don’t seem to remember a section on this in
my Qualitative Research Methods textbook.

“Can I get you anything, Jesse? Coffee? Tea?
Juice? Water?” Linda’s friendly nature radiates
through her words.

“No, I'm okay for now, but thank you,” I reply.
I wonder what she thinks about my being here.
From the privacy of the restroom, I can’t help
but wonder why this feels so weird. For the first
time in recent memory, I find myself reflecting
nostalgically on the intimate nature of a - of
my - small hometown, a similarly tightly knit
community interwoven with family and friends.
I am at once in and out of place.

Masculinit(y/ies)

Jason: My experiences with Jesse have been
rather different than Carly’s, but what connects
them (and does so more and more as we
think and write about this) is a commitment
to embodied critical pedagogy. Adapting
from Kincheloe and his colleagues (2011),

we emphasize the potentials in the process of
teachers considering themselves bricoleurs,
those who make use of the “tools” available to
them at any given moment. To adapt from these
authors, we argue that: the critical [teacher]-
as-bricoleur abandons the quest for some
naive concept of realism, focusing instead on
the clarification of his or her position in the
web of reality and the social locations of other
[teachers and students] and the ways they shape
the production and interpretation of knowledge
(Kincheloe, McLaren, & Steinberg, 2011, p. 168).
It was in this spirit that, as Jesse worked on
a paper on masculinities and father/son
relationships, I suggested that we could have
one of our “meetings” on the bike. In part, this
was driven by practical concerns (I could sneak
aride in while getting some work done). In part,
though, I hoped that he (and we) might think
differently, and perhaps relate differently, if we
moved the “classroom” and moved our bodies in
the classroom.

Jesse: I'm pretty sure I'm not imagining it. No, he

definitely just said “bike ride.”

Taking a couple of seconds to accommodate this
unexpected proposition, I try as best I can to
make sense of it.

How do 1 prepare for an academically based
meeting on a bike? I mean, seriously, I don’t even
know him. I haven’t so much as taken one of his
classes.

For the rest of the week, time was the only thing
between myself and this (yet) unknown and
unfamiliar experience.

What are you so nervous about? It’s a bike ride
- relax.

Jason: For the rest of the week, time was the only
thing between myself and this (yet) unknown
and unfamiliar experience.

What are you so nervous about? Its a bike ride
- relax.

Jesse: A knock on the door announces his arrival.
Between my nerves and the strong coffee, my
stomach was a little out of sorts. “Morning!” I
say as I open the door. “Looks like a great day
for a ride”

During hat first ride, we talked about the
course and about masculinities as performative
and constructed, as we performed and (re)
constructed our own masculinities.

After the ride, I stepped in the front door, took
my cleats off, and collapsed onto the couch in
a quasi-successful attempt to process what had
just transpired.



Excerpt from an email:

...Jesse, we need to go for [another] ride. Seriously.
Both because I haven’t been on the bike recently,
and because theres a conversation weve been
having on the bike, but havent actually been
having.

Jesse: At our next meeting, Jay says, “Okay, well,
I want to give you something to chew on, pre-
ride”

Here it comes. I can feel it.

He continues, telling me that we’re going to climb
Paradise Canyon, a short, grueling hill a few
kilometres away: “So...I want you to approach
the hill as a metaphor for social change. Decide
how you want to ride it, and then Tll ask you
to tell me why you rode it that way afterward.
And don't worry about me - I've got my own
assignment.”

He can’t be serious.

Don't over think it; let it come to you.
Let WHAT come to you? Do you even understand
what he’s asking of you?

Jason: I wonder if he understands what it is I've
asked of him. But maybe that isn’t the point.
Maybe the point is to let him explore the ride, the
ideas, even if it means he gets stuck. “Stuckness,”
after all, can be generative (Frentz, 2008).

Jesse: My lack of knowledge and experience no
longer terrifies me in the same ways it once did.
My excitement exceeds the uncertainty and the
angst of not knowing.

Maybe I'm just becoming more at ease with not
knowing - becoming more comfortable being
uncomfortable.

“Hey, quick question...” Jay turns to me,
smiling, as we spin toward Paradise Canyon.
“Which would you say you're more comfortable
with, the ascent or the descent?”

What does he want me to say right now? What
is he really asking? No, what he wants me to say
doesn’t matter. Think about this.

“The climb,” I say.

Closing in on the final stretch before dropping
into the hill, Jay accelerates quickly and bombs
down the hill ahead of me. Here we go.

Jason: My “assignment” was to ride the hill as
a metaphor as well. Only my ride was as much
about Jesse’s as about my own. So I'm bolting
ahead, but conserving what climbing legs I have

for the hard work to come....

Jesse: Carefully navigating the uneven curves,
dips, and bumps in the pavement, I attend, fully,
to my body as the rush of the speed thrills and
excites me in a wildly euphoric way. As I regroup
and stretch for a second at the bottom of the hill,
I can’t help but think what an incredible thirty
seconds that was. ’'m immediately brought back
to the earlier question of ascent versus descent.
I used to live for that rush. I used to resent the
hard work of the climb because of how painful,
how disheartening and just... how honest it can
be.

This is interesting. When did this shift happen?

Blindsided but excited by this sense of self-
understanding, I can’t help but notice the smirk
on my face.

Jay is up ahead as we approach the big climb, and
accelerating slightly.

I dow’t usually start out this fast. On a good day
it takes about four minutes, give or take a few
seconds. I tend to approach hills with a certain
level of conservatism. My typical technique is to
find a nice, steady pace and hold it. Well, it doesn’t
look like that’s in the cards today.

Jason: I'm digging in, knowing I'm going to crack
soon. But not yet. I can feel Jesse’s energy behind
me, can feel that he’s digging deep, and want to
give him the benefit of “holding my wheel” for
as long as I can, even knowing that it’ll leave my
tank empty ...

Jesse: I don’t know what compelled me to do it.
It’s not like Jay said, “Hey! Remember to climb
that hill like your life depended on it”

Like a man possessed I take off up the hill. As I
pass him, he yells, “GO GO GO GO GO!"”

Jason: I feel Jesse jump, and he passes me at a
blistering pace. I muster all of the energy I have
left to encourage him as he takes off. I've done all
I can; my only job now is to drag my exhausted
legs to the top.

Jesse: One pedal stroke after the other, I'm
distancing myself from him. The beads of sweat
trickle down from my brow, around and into my
eyes, burning and blinding. I know he’s behind
me.

What matters is what's in front of you.

My lactate-filled legs struggle to maintain their
cadence. Each breath is more difficult than the
last.

Keep pushing. You've got this.

The misery in my muscles has spread to my
calves, my feet, my back, but it doesn't matter. I

muster everything I've got left to climb the final
stretch. At the top, I stop and turn around, in
part to look for Jay, but also to just take it all in. T
let my head collapse into my hands. I don’t know
whether to laugh, cry, or yell. I choose the latter,
as Jay makes his final push for the top. I feel alive
in ways I haven't felt in years. My body is spent.
I taste blood. The sun shines onto my face and
into my eyes, already burning from the mix of
salt and sweat, as the endorphins continue to
race through my body.

Three and a half minutes.

Jason: “Great climb!” I say, as I try to catch my
breath, and mean it. We spin in silence for the
next few minutes, gathering our strength and
our thoughts before we talk about the climb as
a metaphor for social change (my “lesson plan”).

Warner Redux

Jesse: In the spring of 2015 Carly entrusted
me to conduct some of the interviews for the
Warner project on my own. Now three years
(and one graduate-level seminar on Qualitative
Interviewing) since our first trip out to Warner,
I was comfortably terrified with the idea of
conducting an interview entirely on my own.

Okay, you've seriously double-checked the address
twice. It's now been quadruple-checked. How was
it such a great idea, yesterday, to be here so early,
today? Linda is supposed to meet me here after she
gets off work and, besides, what do I possibly have
to prepare that I don’t already have prepared?
Unless I suddenly lose the ability to talk, things
should go smoothly. Something feels weird and,
I don’t know, it feels like something more than a
“Holy shit, this is your first ‘real’ interview in the
field™-type weird.

It’s fine. You're fine. Even if you're not quite fine,
let’s face it, there’s a pretty good chance that you
will be fine. That counts for something, right?

I feel the heat of the late-afternoon southern
Alberta sun on my freshly-shaved head, piercing
through my window that’s cracked just enough
to keep a breeze circulating. I reach for another
drink of water.

I dont even know if she’s here yet. Should I go
knock? I confirmed yesterday that we would meet
at three.... I've tested the recorder, I've got paper to
write on, and I've got a pen, a consent form, and
an iPhone as a backup.

As I reach into my pocket for a piece of gum,
in a desperate attempt to get the bitter taste of
a quad-shot Americano out of my mouth (to be
sure, a poor choice for a pre-interview snack),



I'm overcome with a somewhat (un)familiar
feeling. Maybe it’s the heat, maybe it’s the slowly
subsiding knot in my stomach - maybe it’s the
gum. Sinking into in my seat with eyes wide
open, I'm taken back to the very first trip I took
out to Warner, with Carly, to the ranch, and to
what that experience felt like.

Standing in silent suspense, on the front step,
not knowing into whose home and whose
life T am about to be welcomed, there is some
sense that Carly remains an absent presence
(Gordon, 2008). That is, the fact that I have been
afforded the opportunity to be involved in her
research, in the capacities that I have, has been
and continues to be an enriching educational
experience. That I am able to stand here, today,
as a confident and competent representative, on
her behalf, and on behalf of the University more
broadly, I am humbled and grateful for the level
of confidence that has been placed and fostered
in me as a researcher. This reflects what I have
come to understand as a shared commitment
to a larger “project” that, among other things,
fortuitously includes my growth as an academic
and as an individual.

What's more, I look forward to the next time
I ride with Jay, and to being able to answer his
question from three years ago with a little more
confidence than before. There are parts of the
process — of my process - that continue to terrify
me and occasionally make me feel like I'm
losing control, that require a quick adjustment
(whether in body position or perspective) to find
balance. Huh. Maybe this is what they mean by
a liberal education. Maybe not. It has, to be sure,
been a very liberating education. I am grateful
that my foray into higher education has fostered
a renewed interest in, and capacity for, learning.

Here we go.
Concluding Thoughts

Our emphasis on the particular nodes of
corporeal contact we have considered here is
rooted in our commitment to the notion that
critical teachers “construct pedagogies that
engage the impassioned spirit of students in
ways that move them to learn what they do
and do not know and to identify what they
want to know” (Kincheloe et al., 2011, p. 163,
our emphasis). Our aim in this paper is not to
privilege the moving body, but to emphasize that
one fruitful avenue of inquiry that has perhaps
received too little attention in the critical
pedagogy literature is the extent to which we
might consider “bodies as agents of knowledge
production” in an effort to transcend intellectual
traditions that “privilege the mind over the body,
thus suppressing bodily knowledges” (Wilcox,
2009, p. 105). Our particular consideration
of embodied teaching and learning has been
geared toward thinking more deeply about
liberal education, not simply as an institutional

hallmark, but as a set of principles that underlie
our pedagogical commitments and choices.

Critical pedagogues argue that we should
“explore and attempt to interpret the learning
processes that take place in [our] classrooms.
‘What are its psychological, sociological, and
ideological effects?” (Kincheloe et al.,, 2011, p.
163). We might add to this, questioning: What
are its physiological, corporeal effects, and
in what ways are the latter intertwined with
the former? Importantly, we do not mean to
suggest that we (or others) should be pursuing
the specific kinds of pedagogical moments we
have considered here more often. These are,
of course, exceptions. Further illustrating the
dialogic learning process, these exceptions have
led us to questions that extend well beyond the
corporeal encounters themselves: What kinds
of embodied knowledge (and ways of knowing)
are we fostering or neglecting in our classrooms
(writ large), and in what ways does this enable
and/or inhibit the critical pedagogy project
we have sketched above? And, perhaps more
importantly, as teachers and students, how do
our physical embodied “selves” construct what
kinds of students and academics we want to be?

We return here, to come full circle, to the
notion of neurotic maladjustment (Frye, 2000)
as a central component of liberal education,
as we conceptualize it. The process of writing
this essay has raised more questions than it has
answered. This has been an unsettling process
for all three of us, and, we hope, for readers.
It has encouraged us to (further) question our
teaching and learning practices, and to reflect
on what we want for and from our experiences
in the classroom. It has also left us unsatisfied
with institutional discussions of (or more
often silences about) what liberal education
means, and how we might put it into practice.
These discussions are central in certain socio-
spatial locations on campus (principally in the
Department of Liberal Education), but too
rarely does the broader university community
take them up. It is our hope that with this essay
we have contributed in some small way to this
important dialogue.

Notes

1 Readers might think of these italicized
sections as analytic memos written at various
points of this project. The aim, following
authors Ellis (2009) and Diversi and Henhawk
(2012), is to employ polyvocality and show
readers the process of working on/with/through
ideas throughout the process of writing a
collaborative autoethnographic project.

2 Pseudonyms have been used to protect the
anonymity of the research participants.
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