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There are many people to thank for their assistance with the 2011 AAU Teaching Showcase.
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and Learning, the Teaching and Learning Centre, the Department of Distance Learning and 
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develop new “Connections” that inform and enrich teaching and learning in the Atlantic Region. 
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Il faut remercier plusieurs personnes pour leur aide avec l’expo-enseignement de l’Association des 
universités de l’Atlantique 2011.

Pour commencer, Dr. Eva Knoll, Faculté d’Education, a exprimé avec beaucoup de goût notre 
thème de « Connections » à travers son œuvre inspirant.

Notre comité d’organisation fonctionnait sous la direction de Suzanne Seager et de Tanya Crawford. 
Suzanne travaillait avec Joan Turner sur les points liés au programme : la réception des propositions, 
la communication avec les intervenant-e-s, et la planification des présentations. Tanya Crawford, de 
notre Centre d’enseignement et d’apprentissage, était notre guru de technologie. Tanya a développé 
et a maintenu notre site web, et était notre contact avec l’AUA. Zhanna Barchuk et Crystal Garrett 
travaillaient sur les communications, en développant  le thème et l’appel des communications. Chris 
Hattie travaillait en tant que coordinateur des volontaires, assistant une équipe enthousiaste des 
volontaires qui ont enregistré les participant-e-s et qui s’assuraient que le jour de l’expo-enseignant 
tournait bien.

Un grand merci à un grand nombre de personnel de l’Université Mont Vincent qui nous ont 
assistés, en particulier Patricia Drake et Jill Hurlbert du bureau des services de conférence à 
l’Université Mont Saint Vincent, pour toute leur assistance et leurs conseils avec la préparation de 
cet événement. Merci à Shelley Strang-Tobin de Chartwells pour son aide avec la restauration et 
aussi à Nick Jones des services audio/vidéo pour son soutien technologique pour toute la journée.

J’aimerais aussi remercier Shannon Murray, Directrice de l’expo-enseignement de l’AUA 2010 
présenté par l’Université de l’Ile de Prince-Edouard. Shannon nous a offert de conseil de grande valeur 
informé par les expériences à l’expo-enseignement de 2011. J’en suis tellement reconnaissante.

Merci à tous et à toutes les relecteurs-relectrices de votre temps et de votre soutien collégial du 
travail de nos intervenant-e-s trouvé ci-inclus.  Michelle Eskritt, Krista Montelpare et Tanya 
Crawford ont pris du travail considérable de ces actes de l’expo-enseignement. 

Finalement, je suis vraiment reconnaissante des sponsors de l’Université Mont Saint Vincent: 
Le Comité du Sénat sur l’enseignement et l’apprentissage, le Centre de l’enseignement et de 
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l’apprentissage, le Département de l’enseignement à distance et de formation continue, et le bureau 
du Vice-Président académique. 

J’espère que l’expo-enseignement 2011 et ces actes qui en sortent, vous aideront à développer de 
nouvelles « connections » qui informent et enrichissent l’enseignement et l’apprentissage dans la 
région atlantique.

Kind regards/Cordialement,

Dr. Katherine Darvesh, Chair/Directrice

2011 AAU Teaching Showcase 
Expo-Enseignement de l’Association des universités de l’Atlantique  2011
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Meet some of our volunteers from the day/  
Voilà quelques volontaires de l’expo-enseignement:

Left to right/Gauche à droite: 

Zhanna Barchuk, Nick Jones, Nicolle Bowes, Joan Turner,  
Linda Coxworthy, Carol Sparkes, Alan Brown, Rozina Darvesh, 

Kathy Darvesh, Crystal Garrett, Michelle Eskritt-Keck, Tanya Crawford.
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iNTROdUCTiON/iNTROdUCTiON

The theme for the 2011 AAU Teaching Showcase was ‘Connections,’ and making connections 
describes well the event.  Over a hundred individuals from the Atlantic region met and exchanged 
ideas on teaching and learning in the context of connections around the globe, connections in our 
communities, connections in our classrooms, and the tools and resources that enable and enhance 
our connections. The presenters did an excellent job making connections with their audience and 
the atmosphere of the Teaching Showcase was vibrant with energy and engagement. The Teaching 
Showcase was held in the modern port city of Halifax, a place where making connections comes 
naturally.

Connections were made in various different presentational formats.  Concurrent paper sessions and 
workshops were organized around four themes: 1) Global connections, 2) Community connections, 
3) Classroom connections, and 4) Science and technology.  

The AAU annually recognizes faculty who exemplify excellence in teaching and educational 
leadership in the universities of the Atlantic region. This year, the Award Winners’ Plenary Panel, 
comprised of David Creelman, University of New Brunswick (recipient of the 2011 Anne Marie 
MacKinnon Educational Leadership Award), Rosemary Polegato, Mount Allison University and 
Maureen Volk, Memorial University of Newfoundland (recipients of the 2011 Distinguished 
Teaching Award), shared with us their retrospective insights about teaching: “I Wish I Had Known 
Then.” 

The ever popular Furious Fives rounded out the day.

The Proceedings for this year’s Teaching Showcase include papers, abstracts and descriptions  
of two furious fives. The papers encompass ideas presented during the concurrent 
sessions and the workshops. The papers reflect the four themes of the Teaching Showcase 
that established different types of connections.                                      
 
As in previous years, these Proceedings are produced in digital format only. We are delighted this 
year’s compilation expands the written text and includes a first: podcasts in one of the papers. 

We hope these Proceedings enable you to re-connect with the Teaching Showcase and create some 
new connections of your own.
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Le thème de l’expo-enseignement de l’Association des universités de l’Atlantique 2011 était « 
Connections » et faisant des connections décrit bien l’événement. Plus de cent individus de la 
région atlantique se sont réuni-e-s et ont échangé d’idées sur l’enseignement et l’apprentissage 
dans le contexte des connections partout dans le monde, les connections dans nos communautés, 
les connections dans nos salles de classe, et les outils et les ressources qui nous permettent et qui 
mettent en valeur nos connections. Les intervenant-e-s ont bien réussit à faire les connections avec 
leur audience et l’atmosphère de l’expo-enseignant était vibrant, plein de l’énergie et d’engagement. 
L’expo-enseignement a eu lieu dans le port moderne de la ville d’Halifax, un lieu où faire les 
connections vient tout naturellement.

Les connections étaient faites avec des formats de présentation variés. Des sessions de 
présentation et d’atelier simultanés étaient organisés autour quatre thèmes : 1) Les connections 
globales, 2) les connections communautaires, 3) les connections en classe, et 4) la science et la 
technologie.

L’AUA identifie annuellement les professeur-e-s qui exemplifient l’excellence dans l’enseignement 
et les qualités de dirigeant en éducation dans les universités de la région atlantique. 

Cette année, le panel planaire des lauréat-e-s du prix, compris de David Creelman, l’Université de 
Nouveau Brunswick (lauréat du prix Anne Marie MacKinnon Educational Leadership en 2011), 
Rosemary Polegato, l’Université de Mount Allison,  et Maureen Volk, L’Université mémorielle 
de la Terre Neuve (lauréates du prix d’enseignement distingué 2011), ont partagé avec nous leurs 
aperçus rétrospectifs sur l’enseignement avec :  « Si seulement je savais à ce moment-là »

Toujours les populaires “Cinq Effrénés” ont complété l’expo.

Les Actes de l’expo-enseignement de cette année incluent des essais, des résumés et des descrip-
tions de deux des cinq effrénés. Les contributions englobent des idées présentées pendant nos ses-
sions et ateliers simultanés. Les essais reflètent les quatre thèmes de l’expo-enseignement qui ont 
établi de différents types de connections.

Comment dans les années précédentes, ces Actes sont seulement produits dans un format digital. 
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Nous sommes ravis que la compilation cette année élargisse le texte écrit et inclut pour la première 
fois un podcast d’un des essais.

Nous espérons que ces Actes vous permettent de remettre en contact avec l’expo-enseignement et 
de créer de nouvelles connections de votre propre fait.

Kind regards/Cordialement,

Dr. Michelle Eskritt-Keck, Editor/Rédactrice  

2011 AAU Teaching Showcase 
Expo-Enseignement de l’Association des universités de l’Atlantique  2011
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2011 AAU Teaching Award Recipients/ Les Lauréat-e-s du prix d’enseignement de 
l’AUA 2011:

 
Maureen Volk, Rosemary Polegato, David Creelman



introduction
 

 Since I began teaching in the 
Department of Modern Languages & Classics 
at Saint Mary’s University as full-time Faculty 
in 2007, my teaching philosophy has been about 
engaging the student. The learning of a language 
and the culture(s) from where it is nourished is 
most aptly done when the student is motivated 
to learn.  Keeping students motivated can be 
challenging, as we all know, especially when 
learning languages is often perceived as not being 
the most common career-building component 
such as maybe pursuing engineering, memorizing 
gross anatomy or applying mathematics.
  I strongly believe that students learn 
when they are involved in the learning process. I 
am in front of the classroom, with a PowerPoint 

presentation, accessorized with the latest French 
language hip-hop CD and revved up to use as 
many theatrics as necessary to make clear to 
my students that sentences, either in French 
or English can never end with a preposition! 
And I have also had the privilege of teaching 
francophone literature and culture of the Indian 
Ocean and thus revealing to students that 
other countries, other than France and Quebec, 
speak French, and that some of those French 
speakers look a lot like me, these francophones 
from Mauritius who in fact have ancestry from 
India.
  Both the grammar and cultural courses 
need to be approached differently as they are 
conceptually quite different. However, in both 
cases, students can be engaged in a similar 
manner. My paper will outline how my diverse 

dON’T JUdgE A FrAncoPhone De FormATion! 
diALOgUES ANd diASPORAS iN THE CLASSROOM

Rohini Bannerjee, Saint Mary’s University

Abstract

This paper will candidly discuss how often first impressions by and for both professor and student 
can affect our teaching and our students’ learning. By sharing stories with my students of how I 
went from pre-med student to French professor and how along the way I overcame barriers and 
judgments, I promote a classroom that is safe for dialogue, that is, the exchange of unspoken messages 
often lost in linguistic and cultural translation and acquisition, and diasporas, the acknowledgement 
that persons from any postal code can learn and/or teach French and thus redefine what it takes to 
become a Francophone de formation. Do a professor's linguistic and cultural origins affect how her 
students learn? How do both professor and student judge each other and their respective capacities 
in a given linguistic or cultural context? By being a francophone de formation, how do I embody and 
promote language proficiency opportunities students are capable of obtaining?
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teaching approaches and skills in delivering 
course material for 1st and 2nd year grammar, 
3rd year writing and 3rd and 4th year literature 
courses, all in French, are in fact all facets of the 
same pedagogical concept: keeping students 
interested, involved and engaged.
 At the same time, it’s not only about 
theatrics and keeping students awake with 
their bottoms on the seats and the hands raised 
high answering questions and avoiding texting 
in class. It’s about sharing your energy, your 
interests, and quite simply you. And well, me, 
I am complicated. I am not the typical French 
Professor, as I have been gently reminded:
A student enters the classroom but hesitates to 
enter.
“Hi, is this French? Oh, sorry, I have the wrong 
classroom.” 
“Oui, certainement! Venez!”
 “Yes, so you’re not doing Biology or Chemistry 
or something are you?” 
“Non, c’est le français! Entrez et bienvenue.” 
“Oh, you’re the French prof? Dr. Bannerman, 
right?” 
“Actually, it’s Bannerjee, je vous en prie, venez.”
“Ok, Dr. Bannerjée.” 
“No, just Bannerjee, no accent, it’s not a French 
name.” 
 Still hesitating at the door, she decides 
to walk in after assessing the books on the tables 
of the other classmates. They all have the French 
2235 manual and some even have a French-
English pocket dictionary. This must be the 
course, she thinks.
“Ok, Dr. Bannerjée.”
“No, just Bannerjee, no accent, it’s not a French 
name.”

 And I resist. I almost want to blurt out: 
Does it matter? Do I need to justify my position? 
Need I tell this weary student, convinced that 
I am a Chemistry or Biology professor, that 
my French language teachers at the Sacred 
Heart School of Halifax, which I attended 
from Primary to Grade 12, had non-French 
and very English family names like Wilson 
and Cameron? And should I let her know that 
later on during my undergrad at Dalhousie and 
graduate training at the University of Western 
Ontario, my French language professors had 
names like Waterson and Randall? In fact, 
should I tell her that my most accomplished 
French language and culture professors were in 
fact not native French speakers but francophones 
de formation, speakers of French who learned 
French as a second language, much like myself?
 I resist. There is silence. She finds her seat 
and looks up at the PowerPoint slideshow I have 
prepared for the icebreaker first class. 
 And that is it. I move on to the course 
outline, to course expectations, and all that is 
required of the first class. What I do hope though 
is that students are given a bit of challenge and 
are engaged, possibly by the unknown of having 
an Anglophone professor, a Canadian of Indian 
descent teach intermediate French, in Halifax. 
Right from the beginning, I hope to create a 
positive teaching moment simply via the uneasy 
student finding her way through campus on the 
first day of classes, finding a seat in my classroom 
and exposing her to a Bannerjee and consequently 
a much broader and engaged view of what it 
means to be a francophone de formation. 
 First impressions by and for the 
professor and student can affect our teaching 
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and our students’ learning. Does my student 
walking into Intermediate French assume 
that a Bannerjee must automatically teach 
Economics or Engineering or Biology because 
that is what the majority of South Asian 
professors in Halifax teach? And if so, how 
does her presumption affect the way I teach 
French? Will I make sure to overemphasize my 
standardized French accent and talk incessantly 
about how great my French languages skills are 
and how I lived in France at the age of 19 and 
“perfected” my French so to simply remind her 
that I am the right person at the front of the 
classroom? 
 My last name is not Dion or Arsenault, 
nor is it LeBlanc nor Le François, which 
considering Nova Scotia and its rich Acadian 
heritage, may seem like to some the kind of 
name one may expect of a French professor 
from this region. And so the question is 
whether I am also in some way judging my 
students? Do I presume that because some of 
my students are from Clare or Point d’Eglise, 
NS and have Acadian names like d’Entremont 
and Landry that they automatically would 
prefer having a native francophone professor? 
Have I now decided that this student would be 
more comfortable with a Rwandan, Mauritian 
or Haitian professor? Am I now judging her? I 
take a moment and realize that this is wonderful 
teaching moment for me. 

why do i teach?
 
 One of the questions I often ask 
my students who are thinking of pursuing 
education and/or doctoral studies is whether 

they would enjoy teaching. Some will say they 
have been thinking about it the moment they 
started at Saint Mary’s and others will answer 
frankly stating they don’t know what else to do 
with a French degree. I then go ahead and give 
them myself as an example.  There I was in 2nd 
year of my Bachelor of Science, dreaming of 
going to France, escaping the nest and reading 
French novels while eating baguette sandwiches 
stuffed with camembert and whipped butter. 
Little did I know that my change of path, my 
decision to pursue French, would lead me to 
do exactly what I wanted to do, teach French 
and Francophone literature at the university 
level. My choice of escaping North America 
for the freedom of Southern France at 19 years 
of age is in truth, a wise decision, and a choice 
of the heart. I applied to medical school upon 
returning to Halifax, and I didn’t get accepted. 
I wasn’t upset. I had realized that I was caught 
up in what society, in particular what the local 
Indo-Canadian community thought I should 
do, what I should likely do, what other children 
of Indian immigrants often do. 
 Let’s just say that a liberal arts education 
was never officially discouraged at home, but not 
solely encouraged: 
“It would be good to be an engineer or doctor, 
Rohini, don’t you think? No pressure, you do 
what you want but you should apply to medical 
school, why not? If Mr. Tomar’s nephew 
came all the way from India just to go to the 
Dalhousie Medical School, then you coming 
from Dartmouth, born and raised here, go and 
at least try.”
 The issue was that I secretly loved 
to tutor, teach, analyze and critique French 

AAU Teaching Showcase 2011         3



literature and culture. My students often ask 
how I went from a 4000 level neuroanatomy 
class to teaching Mauritian francophone studies 
and my answer every time is simple: I made a 
hobby into a career. I took what gave me the 
most pleasure, storytelling and its analysis, and 
somehow, after much family support, was able to 
mould a university career out of it. I love sharing 
with students how my career path changed half-
way during my BSc, how my Indo-Anglophone 
roots were nowhere grounded in French culture, 
but that my passion for learning and being 
amongst other learners, both colleagues and 
students, led me to Saint Mary’s. I feel that this 
path of engaging my thoughts and passions 
for literature and the Arts can serve as a role 
model for my students; an Anglophone, first-
generation Indo-Canadian, now a francophone 
de formation, The “if I can do it, you can do it” 
slogan reminds my students that hard work and 
patience will only benefit one’s career.  
 By sharing stories with my students of 
how I went from pre-med student to French 
professor and how along the way I overcame 
barriers and judgments, I aim to promote a 
classroom that is safe for dialogue, that is, 
the exchange of unspoken messages often 
lost in linguistic and cultural translation and 
acquisition and diasporas, the acknowledgement 
that persons from any postal code can learn 
and/or teach French and thus redefine what it 
takes to become a Francophone de Formation. In 
my case, I feel my linguistic and cultural origins 
may at first seem like a kind of obstacle to prove 
oneself worthy of the title of French professor 
but that in fact, because of my formation, I in 
turn positively affect how my students learn. 

By being a Francophone de Formation, I in turn 
embody and promote language proficiency 
opportunities students are capable of obtaining 
themselves. 
 When a student approaches me about 
confidence in his or her oral French language 
skills, admitting they feel intimidated in class 
with other francophones present, I gently 
remind them I myself am constantly fine-
tuning my own skills, that I myself have gone 
through that experience and can therefore offer 
skills and strategies to those students that I 
know have worked for me. And in turn, I not 
only have overcome a rusty accent, but also the 
assumptions that I must be teaching chemistry 
or finance and not French. I remind them when 
I my name, my facial features, my Canadian 
passport and accent in French landed at the 
immigration desk at Charles de Gaulle airport 
back in 1995, many challenges lay before me: 
“Euh Madame. Your accent is not like from 
Quebec, you know like Celine Dion.”
“No, it’s not. I am Canadian but not from 
Quebec.”
“But you indicate you speak French. But why is 
your accent not from Montreal?”
“Because all my teachers were from France and 
I don’t have an accent from Quebec.”
“You are Indian. Born in Pakistan?”
“Neither. My parents are Canadian, born in 
India, and I was born in Nova Scotia. It’s here 
on my passport.”
 And the conversation continued. I 
attempted to speak French with the officer but 
he was baffled by how I didn’t add up, how is it 
that an Indian woman, with Canadian English 
and a standardized French accent, is coming to 
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France with a Canadian university?
 I tell my students this story once they 
have gotten to know me and I tell them that I 
have a great appreciation for my grandparents 
who willingly sent their children, my parents, as 
young people in the mid-70s to the Maritimes, 
leaving behind everything they knew, for the 
unknown. I tell my students that I have a greater 
appreciation for all international students on 
campus and that is not only because I am a 
daughter of immigrants, but because I myself 
was a foreign student in Europe and I know that 
my double étrangeté—my double foreignness 
both linguistically and ethnically helped me 
to learn not only French but how to embrace 
myself and share this confidence and love for 
French with others.

goals for Students
 
 I am quite clear at the beginning of 
term about what I expect out of my students. 
Attendance and participation are vital, but it is 
also about setting a personal bar of challenge 
for each student that I find the most rewarding.  
Most recently, I have adopted an exercise in 
student engagement from Dr. James Morrison, 
Professor of History at Saint Mary’s. Dr. 
Morrison outlined a “Meet & Greet” strategy 
whereby he asks students to come by his office 
within the first couple weeks of classes to meet 
with him and discuss their academic plan. So 
far, it has been a very positive experience- the 
ultimate “icebreaker.”  
 Students have been appreciative of this 
time taken to get to know their name and major 
and in essence, take a few minutes to focus my 

attention on each student. They come in my 
office and look around. I see them looking at 
the Nepali art, the pictures of my two sons, my 
husband’s photo and then my degrees. They take 
a seat and they are face to face with me. And we 
talk. They see more and more of themselves in 
me as I ask them questions of what they want 
from the French program. They realize I am 
not that different from them. With both of our 
input, we can decide on how I can best deliver 
the course material to them, in conjunction to 
their specific needs, be it preparation for an 
education program or law school. We set a “Bar 
of Challenge,” a sort of standard of achievement 
for each student and we hope that at the end of 
the course, they each have been able to go above 
and beyond that bar. With this exercise, students 
feel they are involved, engaged, and appreciated 
and I, as an instructor, can get a better grasp of 
what materials need to be relayed in a different 
matter, what new curriculum may need to be 
added, all in conjunction with the overall needs 
of the class. 
 The ambiance of the classroom is more 
relaxed after this initial “Meet and Greet” 
and as a result, students seem more at ease of 
stopping by during office hours and engaging in 
conversation, dialogue, or debate in the hallways 
or elevator. I am able to deliver better advising, in 
fact, I can advise and start planning out academic 
plans in French for my students during the early 
part of term instead of scrambling in April. 
Students definitely appreciate me initiating the 
advising about our Major and Minor programs, 
encouraging the Study Abroad to Angers, France, 
and overall disseminating the academic choices 
earlier in term rather than later. That five-minute 

AAU Teaching Showcase 2011         5



conversation turns into a twelve-week student-
teacher relationship and hopefully, a continued 
path of potential learning and engagement. 
 And in the case the student is in fact 
a native French speaker, I find it gives me yet 
another teachable moment. If this had been 
said to me back in 2000 when I was starting my 
doctorate at the University of Western Ontario 
that I would be “comfortable with francophone 
students,” I would have never believed it. At 25 
years old and a TA for first year French, when 
I had students from Quebec or France, I was 
a wreck, worried what they would think of me, 
scrutinizing my accent, wondering in fact if they 
thought I had an Indian accent when I spoke 
French!
 Now, with eleven years of teaching with 
me, a little tingle of opportunity sparks when 
student deVilliers or student Couturier come 
into my office. I see this as a moment controlled 
by my experience and my willingness to share 
my formation with them. Here I can now show 
these native French speakers that francophones 
de formation are not all from Chéticamp, or 
Moncton or Bruxelles or Tahiti but can be from 
Dartmouth, NS. 

integration of Pedagogical 
Responsibilities
 
 It was in 2009 with my initial delivering 
of my 4000 level Special Topics in Francophone 
Studies course on the Indian Ocean Literature 
and Culture that I truly brought my teaching 
full circle. It was the best opportunity for me 
to disseminate what I have learned both as a 
doctoral student and beyond and to thereby 

show students what drives my research and 
teaching and how in turn, why the study of my 
discipline is important to French Studies and 
in particular, in a Nova Scotian context.  I was 
exposing them to the Indian Ocean; beyond 
Madagascar, the DreamWorks animated film, to 
its complicated history of indentured workers 
from China and India and of slaves from Africa 
and its colonisation from France and England. 
Suddenly, they were reading names like Shenaz 
Patel, Ananda Devi and Natacha Appanah, all 
bearing names with Indian origins, writing in 
French, in Mauritius. They were learning about 
Hinduism and Islam in an Indo-Francophone 
context. 
 These are stories that move away 
from the traditional French novel to a more 
contemporary and unconventional wide-eyed 
view of the francophone world. What was 
wonderful was that students looked at me very 
differently as they progressed in the course. I 
often wore saris to lecture as a way of bringing to 
life characters in the texts we were reading who 
were described as wearing traditional clothing. 
They had questions, practical ones: How is it 
wrapped? When and how often do you wear 
them? All of this has truly enriched my classes 
and given my students not only a lesson in 
Bollywood beauty tricks on how to strategically 
pin a sari so it does not unravel, but what does 
colonisation, diaspora and francophonie all mean 
to us in 2011. 
      In addition to teaching 4th year level 
literature courses linked to my research, I have 
also been the coordinator for the first year 
French language courses, with up to 3 sections 
in each course.  Going beyond the textbook has 
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been vital in the formation and evolution of 
these courses considering the demographics of 
the Saint Mary’s campus continues to change 
and the numbers of students joining our classes 
from outside of Canada increases. Because 
of this active presence of students whose first 
language is not English and often are coming 
from Asia, I feel like this is another opportunity 
to showcase how hard work does pay off. I have 
spoken to some ESL teachers at Saint Mary’s 
who have said that many Chinese students 
feel relaxed and comfortable seeing an Indian 
woman teach French. My colleague said the 
following:
        “They feel like you understand them. They 
say you understand what it means to be an 
immigrant and what it means to have to live in 
two worlds. Many of these Chinese students say 
you are approachable and can talk easily to them 
about what it is like to learn languages and to 
live in a new country at the same time.”
 And lastly, I am scheduled to teach 
in the Fall of 2012 a new French course with 
the proposed title “Oral Traditions in the 
Francophone World,” a 2000 level course to 
be taught in English. I am definitely looking 
forward to teaching this course, as it will permit 
non-French majors to enter the francophone 
world and thus attract a wider and a broad Saint 
Mary’s demographic. I look forward to exposing 
more students in more detail and with more 
passion to the oral traditions of Polynesia, North 
Africa, the Indian Ocean and the Caribbean. 
And wait until they see it is not Dr. Doucette 
teaching, but someone named Bannerjee…or is 
it Bannerman…  

Conclusions
 
 I ask, do a Professor’s linguistic and 
cultural origins affect how her students learn? 
As Marshall McLuhan enlightened the world in 
1964 in Understanding Media: The Extensions of 
Man, the medium itself, and not necessarily the 
content it projects, is one to be studied. Do the 
characteristics of Dr. Bannerjee, Anglophone 
Indo Canadian francophone de formation, affect 
the way students learn not only by the content 
in her courses, but by my very presence, my 
formation, me as medium embedding in myself 
a message to “work hard,” “learn your verbs,” 
“perfect your accent,” “have fun,” “stay true to 
yourself,” and “don’t worry what others think of 
you.” 
 My mother’s phone rings at home. The 
speaker button is pressed and the following 
teachable moment is now amplified throughout 
the house:
(Let’s imagine a subtle North Indian accent adding 
a bit of flavour to the dialogue…) 
“Jamila, how are you?”
“Fine thank you Satya. I’m okay. Just making 
dinner. What is it?”
I am calling you know asking a question. How 
is Rohini? 
“Fine, you know she’s a mother now, with two 
boys, very busy. Husband is good. He’s a doctor, 
works hard. Why you ask?”
“Well, she is teaching at Saint Mary’s?”
“Oh yes, for awhile now. You know French, 
like novels and things. I think some words and 
writing but I don’t really know exactly know. 
She is always reading papers and things.”
“Right so, actually someone told me that she 
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was there, and I thought maybe she was you 
know doing like some kind of part-time biology 
or something but actually I was completely 
confused. She said that it was French. No. It 
can’t be. But really, I saw, Ravi showed me on the 
computer; she is wearing a sari on her profile, 
very nice.  But I am asking, why French?”
“What do you mean? She is a Professor, you 
know. Doctor.”
“But really, why not Sociology or Anthropology 
or even Sciences. You know like being a scientist, 
you know Nature of Things, like David Suzuki?”
“I don’t know, she likes talking, she likes reading, 
and why she chooses French and not English 
writings!”
“She could have been a very good female doctor. 
Rohini was quite smart and she could have done 
it you know. It’s too bad.”
“Well she’s happy. Going to all this conferences 
and watching all these foreign films and learning 
all these things that are different. It’s good Satya, 
don’t worry. She is happy.”
“Oh but she could have most definitely have 
been a good litigator. We don’t understand why 
you she would do French. Our girls hardly have 
a need for French. You don’t live in Quebec and 
you are not from this Acadia place.”
“She is very happy. Her students like her and 
she gets to go to Mauritius. Anyway, my chicken 
curry is burning, I have to go.”
 And so here I am in her kitchen, listening 
to a very proud mother, who once was a 21-
year-old young nurse herself who packed up 
her bags, and left the beauty of the Himalayas 
to move to the unknown of Alberton, PEI on 
a snowy October afternoon in 1968. And here 
she is explaining to her peers, why her Canadian 

born and raised daughter has chosen a career of 
life-long learning in a language and culture that 
is not her own. I wonder if this one conversation 
might just change a few perceptions of who 
exactly can best teach what. Maybe her friend’s 
daughter will sign up in one my classes and then 
she can experience in person what it means to 
become a francophone de formation. 
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CONNECTiNg wiTH THE COMMUNiTY THROUgH VOLUNTEER 
HEALTH MENTORS

Larry Baxter, Dalhousie University
Kristin Crocker, Dalhousie University
Shelley Doucet, University of New Brunswick
Anne Godden-Webster, Dalhousie University
Susan Nasser, Dalhousie University

Abstract

What better way to learn about the impact of living with a chronic condition or disability than 
to engage with someone with a first-hand experience? The Dalhousie Health Mentors program 
puts people at the centre by recognizing their expertise about themselves and their health and 
acknowledging the unique contribution they can make to the education of health professionals. 
The program provides an innovative, collaborative approach for students to learn about patient/
client-centred practice, chronic conditions and disabilities, and interprofessional teamwork. Health 
Mentors are adult volunteers with a chronic condition and/or disability who are connected with 
a small interprofessional team of four students with whom they share their unique perspective on 
living with their condition and navigating the healthcare system. Health Mentors are recruited 
from the community, and are drawn by a keen interest in working with students and a firm belief 
that by sharing their experiences with today’s students, they can play a part in creating a better 
healthcare system for the future. Launching into its second year, the program has already created  
and continues to build upon  productive working relationships with mentors, support groups, 
and health and social service  providers and networks, forging a valuable university/community 
partnership.

 This report provides an overview of 
the Dalhousie Health Mentors Program, which 
demonstrates a good fit with the conference 
theme of Connections. Developed in response 
to an increased focus on interprofessional 
collaboration and patient/client-centred practice 
in health care, this program relies on a series 
of partnerships and connections in helping 
students to achieve the learning objectives. 

 The Dalhousie Health Mentors Program 
is an innovative learning opportunity that 
introduces students in the health professions 
to chronic conditions and disabilities, patient/
client-centred practice, interprofessional 
learning and team functioning. The first Health 
Mentors Program originated at Thomas Jefferson 
University in Philadelphia, Pennsylvania in 2007 
(Collins et al., 2011). Recently, variations of the 
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Jefferson model have been piloted throughout 
North America with program modifications 
responding to particular learning needs and 
contexts. Despite the growing interest in Health 
Mentors Programs, very little has been published 
in this area. In this paper, we describe the 
Dalhousie Health Mentors Program, developed 
in 2010. 
 The Dalhousie Health Mentors Program 
includes four key ingredients—mentors, 
interprofessional student teams, supervisors and 
a long-term relationship between mentors and 
student teams. Health Mentors are community 
members with chronic conditions and/or 
disabilities who we consider experts about 
their health and how they manage it; they are 
comfortable interacting with students and 
willing to share their story. Recent research with 
the Health Mentors in the Dalhousie Health 
Mentors Program demonstrated that they 
wanted to play an active role in health professional 
education with the hope of improving the 
health care system (Doucet, Lauckner, & Wells, 
in press). The Mentors wanted to convey to the 
students the importance of interprofessional 
collaboration, understanding patients/clients 
are people first and that listening to them is 
key, and understanding the visible and invisible 
impacts of living with chronic conditions.
 Each Mentor is connected with a small 
interprofessional student team over the course 
of the academic year, providing the opportunity 
to build a respectful relationship during visits. 

Each team is supervised by a faculty member 
from one of the participating programs.1 This 
large scale program includes 16 participating 
programs.  The majority of the programs are 
from Dalhousie University in the Faculties 
of Dentistry, Health Professions, Medicine, 
Science and Computer Science. The Faculty of 
Medicine’s distributed undergraduate program 
in Saint John, NB, also opened the door to 
partnerships there with programs participating 
from the University of New Brunswick (UNB) 
and the New Brunswick Community College 
(NBCC). In the 2011-2012 academic year, 
there are 650+ students involved on 167 student 
teams, 167 mentors and 43 supervisors. 
 The program is built upon a network of 
connections. In order to find Health Mentors, 
we have forged strong ongoing connections with 
the community, in particular with health related 
groups and organizations. Effective working 
relationships have been built among three 
educational institutions—Dalhousie University, 
UNB, and NBCC. Program planners are in 
communication with students and supervisors. 
Supervisors connect with their teams, and, most 
important, the mentor-student team connection 
characterizes the program. 
 These are the basic structural elements of 
the program. To bring them to life, it is helpful 
to delve into the realities of the day-to-day 
operations by exploring the core relationship—
that of a mentor and her/his team. The excitement 
of the program’s approach is best conveyed 

1 Audiology, Clinical Psychology, Clinical Vision Science, Dental Hygiene, Dentistry, Health Informatics, Medicine, 
Nuclear Medicine Technology (NBCC), Nursing (Dalhousie), Nursing (UNB), Occupational Therapy, Pharmacy, 
Physiotherapy, Respiratory Therapy, Social Work, Speech Language Pathology.
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through the personal narratives of participants. 
The focus of this report is a conversation with 
a mentor, Larry Baxter, and an Occupational 
Therapy student, Kristin Crocker. Kristin was 
a member of the student team connected with 
Larry during the 2010-2011 academic year; 
their remarks were prepared for the Showcase 
presentation, in which they participated. 

Q: Why did you become involved in the Health 
Mentors Program?
A: (Larry) – “I see the opportunities to give a 
patient perspective to the health professionals in 
training that is not only specific to one disease but 
also to the issues around having a chronic illness, 
especially for one that is not always obvious to 
people. As an individual I can talk about those 
aspects of the professional-patient relationship 
that lead to a practice that is sensitive to the whole 
person…the way mentors do this is by telling our 
own story, which is very powerful not only to the 
students but also to us. Telling our own story can be 
a celebration of our progress and an energy boost to 
face the future.”

Q: What was the experience like for you?
A: (Larry) –  “It is always interesting to see how the 
students reflect back to you what they have heard.  
Besides having a newer and younger perspective, 
they can sometimes give you pause about your own 
views of your journey. We don’t always get that 
opportunity to listen and exchange views in a safe 
environment.”
A: (Kristin) – “Overall, I had a very positive 
experience. I was fortunate to be a part of a 
committed and respectful group of students, and we 
had a very knowledgeable health mentor who was 

invested in our learning. This combination of factors 
contributed to a great introduction to working 
within an interprofessional team.”

Q: What did you gain through participation?
A: (Larry) – “We rarely take the time to reflect upon 
our own life journey and what we have learned 
from it. Even rarer is the opportunity to share this 
with others in a non-judgmental way in which 
we are the focus of the conversation. I found this 
invigorating, like rebooting your internal computer 
when it gets sluggish and non-responsive.”
A: (Kristin) – “As students, we constantly learn 
through textbooks and lecture material. This 
program gave me the opportunity to apply what I 
was learning in class to a “real-life” context. I was 
able to practice interprofessional collaboration and 
better understand the meaning of client-centered 
care. I learned how important it is to listen to a 
person’s life story and how a client is the central 
member of the team. This was a unique learning 
experience that made a lasting contribution to my 
education.”  

Concluding Remarks
 
 We have learned important lessons 
through our interactions with students and 
mentors, and our understanding of the ways in 
which they interacted with each other. Story 
telling is a powerful tool that conveys the 
mentor’s perspective in a way that is profound 
and meaningful for students.  To maximize 
the impact of these stories, mentors, students 
and supervisors must be well prepared for their 
roles and responsibilities. There are potential 
benefits for all participants, including the 
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mentors, many of whom identified positive 
outcomes arising from their participation. 
We also learned that in the complex world 
of interprofessional collaboration, program 
planners and supervisors set the tone by 
modelling respectful communication in our 
interactions with mentors, students and each 
other.
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THE “UNiVERSAL” METHOd Of TEACHiNg THE PERiOdiC TAbLE Of 
THE ELEMENTS – A CONCEPTUAL APPROACH

Matthias Bierenstiel, Cape Breton University

Abstract

This article presents a new method for teaching the periodic table of the elements based on the 
concept of demonstrating its underlying principles. Students conceptualize, not just memorize, the 
periodic table through a guided step-by-step passage of “invented” universes from very periodic 
and simple to more complex and advanced examples leading to “our” universe. The method can also 
be used as formative and summative assessment tool to gauge students’ understanding. 

Teaching the Periodic Table of the 
Elements  
 

 The periodic table of the elements is one 
of the central topics in university introductory 
level chemistry courses. Undergraduate students 
are taught the fundamentals of atomic models 
and introductory quantum theory leading 
to periodic physical and chemical properties 
of the elements and the conceptualization of 
the standard periodic table of the elements. A 
historical perspective with vignettes and quirky 
facts is often added to engage students’ attentions. 
The origins and connections to theories, and a 
variety of different representations other than 
the standard periodic table of the elements 
are available in the chemistry and educational 
literature; e.g. Scerri authored an excellent 
resource book on the periodic table (Scerri, 
2006). Despite a wealth of periodic table 
literature, too numerous to list individually 
here and referring to a 2001 bibliography of 
237 articles and 34 books (Scerri & Edwards, 

2001), I was unable to find articles that 
discussed and documented effective teaching 
approaches to assist students in learning 
and understanding the periodic table of the 
elements at the university level. I found items 
about activities to memorize the elements and 
element abbreviations of the periodic table of 
the elements using bingo (Tejeda & Palacios, 
1995) or mnemonic songs (Hara, et al., 2007; 
Ludwig, 1992; Mabrouk, 2003). Expanding 
my search to high school level, I could find a 
1978 article about a “hyperspace periodic table” 
(Waterman, 1979). There are also a variety of 
articles available focused on methods related 
to teaching the content of the periodic table 
(Diener, 2009; Dorhout, 2001; Glockler & 
Popov, 1951; He & Li, 1997; Ingrain, 2008; 
Jacobsen & Banks, 2009; Laing, 1989; Logan, 
1974; Moore, 2003; Ochs & Yin, 2001; Osorio, 
Tiedemann, & Porto, 2007; Saecker, 2009; 
Sanderson, 1954; Slocum & Moore, 2009; 
Smith, 1980; Woodgate, 1995). Yet it seems 
that, arguably, effective teaching methods for 
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the most central topic in chemistry have 
never been investigated. 
 As a chemistry lecturer, I wondered about 
how to assess students’ conceptual understanding 
and ability to use the underlying rules and trends 
found in the periodic table of the elements, 
which can be obfuscated by memorization of 
facts. I came up with a simple question: What 
if students cannot memorize facts and must use 
their knowledge about the underlying concepts? 
My idea was to simply “invent” a new periodic 
table of elements of a different universe with 
the postulate that the physical concepts of 
“our” universe were congruent with those of the 
“invented” universe. Students must use their 
conceptual knowledge to answer questions about 
this “invented” universe as they have never seen 
this “new” periodic table before. For example, 
the atomic and ionic ground state electron 
configurations are preferably stable when orbital 
shells are filled because elements like to attain 
the electron configurations of noble gases. So 
a simple question for the “invented” universe 
was to ask for the preferential oxidation state 
of an element that is two positions away from 
the end of a row, such as oxygen in the standard 
periodic table of “our” universe. A student can 
simply memorize the fact that oxygen prefers 
a –2 oxidation state; however in the “invented” 
universe, the student must have understood 
the concept of filled orbital shells to arrive at 
the correct –2 answer. Of course, guessing the 
correct answer is equally possible in both cases 
but can be detected with multiple questions and 
statements of reasoning.   
 I became very excited about this approach 
for assessing students’ concept knowledge and 

took it further in my 2nd year introductory 
inorganic chemistry course. Here, I started to 
challenge my students’ knowledge gained in 1st 
year general chemistry and came up with crazy 
new universes as part of in-class group work and 
assignment questions. For example, challenging 
the concept of electron pairing is rather easy 
when providing a periodic table with an odd 
number of elements in a row; or, inversing the 
trend of ionization energies within a period 
has the 1st element of a row to be the noble 
(i.e. stable) element rather than the element 
at the end of each row. The idea of “inventing” 
new universes is practically limitless and can 
be tailored to demonstrate any physical and 
chemical property.
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 The next step for me was then to utilize 
this concept of “inventing” different universes to 
actually teach “our” periodic table of the elements 
to 1st year general chemistry students. Prior to 
teaching this method, five fundamental concepts 
were introduced: 1) Bohr’s atomic theory, 2) 
Coulomb’s law, 3) ionization energy, 4) chemical 
and physical properties are function of electrons 
and 5) elements are ranked by atomic number, 
which is identical to number of electrons in 
the neutral atom. I started with a very simple 
and very regular periodic table and getting 
progressively more complex through a variety 
of universes until the final universe was “our” 
universe. Figures 1 to 3 showcase this progress, 
in a much abbreviated form herein, and typically 
six to eight universes are needed to end in “our” 

universe for a 50 min session. Another important 
aspect of each periodic table was the ability to 
predict chemical compounds. To further test my 
conceptual approach, I conducted my method 
outside chemistry class with a few BA students 
who had never taken chemistry in high school. 
After only one hour, these BA students followed 
my method and correctly identified simple 
compound structures, such as H2O, NaCl and 
AlBr3, when given “our” standard periodic table 
of the elements. 

 

Figure 1. Example of a very simple and periodic “invented” universe.
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Figure 2. Example of a periodic “invented” universe. 

Figure 3. Example of a periodic “invented” universe that is closely related to the main groups of 
“our” universe.
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  Anecdotally, my 1st and 2nd year 
undergraduate students enjoyed the interactions 
on discovering “new” universes and had fun. I 
felt, subjectively, that the feedback from students 
was generally very positive and exam questions 
about the standard periodic table of the elements 
were also well answered. 

Conclusion and future work
 
 My method of demonstrating the 
underlying principles and concepts of the periodic 
table of the elements promises to be an effective 
way of teaching high school and undergraduate 
university students. The method can be used as 
a teaching tool and as an assessment tool. I am 
currently working on refining my method to 
make it available for chemistry teachers at high 
school as well as at university level. I am also 
obtaining quantitative empirical data on student 
learning outcomes when applying this method 
for teaching the periodic table of the elements. 
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LET’S MAkE ART!: EXPLORiNg HOw LEARNiNg TO TEACH iS 
fOSTEREd THROUgH AN iNTERdiSCiPLiNARY CLASS PROJECT 
fOR LUMiERE

Mindy R. Carter, Cape Breton University

introduction

 This article highlights two research 
projects that center around the experiences of 
teacher candidate’s experiences during their 
B-Ed programs. The first case study involves 
a former teacher candidate (TC) Grace Kim 
(2009-2010) and her relationship with Mary 
Lou Williams (her school advisor) (COT) 
while on practicum in Surrey, BC. The second 
interdisciplinary classroom project describes a 
collaborative effort that my own arts methods 
students undertook for the nighttime art event 
called Lumiere in Sydney, NS (2011).  The 
reason for including both of these projects 
is that they both exemplify the importance 
of relationality and art making in visual arts 
teacher education programs. 

Context

The case study

 While working as a Faculty Advisor (FA) 
for the University of British Columbia (UBC) 
during the 2009-2010 school year, I observed 
a unique practicum placement in Surrey, BC 
where Grace Kim (teacher candidate (TC)) 
and Mary-Lou Williams (cooperating teacher 
(COT)) shared a time together that opened my 
mind to endless possibilities for practicum’s in 
the arts. The reason that I noticed this particular 
practicum as extra-ordinary was that I was 
simultaneously observing another art student’s 
practicum which was very similar to my own 
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B-Ed placement nearly 10 years ago. This 
second seemingly “traditional” apprenticeship 
model focused on the TC: being observed, 
given feedback, delivering content, analyzing 
lessons and sharing units/curriculum guides 
(Graham, 2006). While this tried and true 
model has its own set of merits and drawbacks, 
I was amazed at the (perhaps) less traditional 
mentor based practicum between Grace and 
Mary-Lou where: discussing and analyzing 
events, dialoguing about their practice and 
philosophies as colleagues, guiding each other’s 
arts practices and sharing feedback created a 
relationship and climate in which both COT 
and TC thrived.
 Observing this practicum experience led me 
to consider the importance of creating art 
as a classroom teacher and so I brought this 
understanding into my own arts methods class.

The interdisciplinary arts classroom

 Cape Breton University (CBU) is a 
small University in Sydney, NS.  At CBU the 
education department is only a few years old and 
thus classes and enrollment reflect this reality. 
As a result of the small B-Ed program size, the 
arts methods course for teacher candidates is 
comprised of students in all of the arts areas. This 
means that rather than just teaching a classroom 
full of students with a specialty in visual arts, 
I have students with drama, dance, visual arts 
and music specializations in my arts methods 
course in secondary education. This reality can 
be a challenge as it is unrealistic to create four 
separate and specific courses for each subject area 
(where for example visual arts students receive 

readings solely in their discipline area etc.). It 
is also a challenge to be the only arts professor 
in the education department. However, after 
observing the previously described practicum 
in Surry, BC as Grace’s Faculty Advisor, I came 
up with approaching this interdisciplinary arts 
classroom of teacher candidates through the 
lens of inquiry and to (for a part of the course) 
involve students in a collaborative project-
based learning assignment for the inaugural 
(and local) community Lumiere event.
 Lumiere was an evening arts show that 
took place for the first time in Sydney, NS on 
October 1st, 2011 from 6:57pm to 12:57pm. 
This year’s theme was Contemporary Art: 
Unconventional Spaces. Based around this theme 
and the student’s conversations around what it 
means to become a teacher; the class proposed 
a project that focused on highlighting the 
process of meaning making within their own 
explorations and philosophies of being an artist 
and becoming a teacher. Given the month long 
break between the first and second sections of 
this course (and other constraints like time) we 
also decided to structure the output for Lumiere 
around the premise of an adapted 24-hour film 
festival project. This concept came from my 
own understanding of the Washington, DC  
24 hour short film festival where small groups 
of interested people get together and develop 
a concept for their film, put together a script, 
shoot, edit and present the film in 24 hours. In 
actuality, we ended up using a few hours of class 
time to come up with the project(s) students 
would present and then took one 8-hour day to 
collaboratively create and install the collective 
visions.
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 Since I taught the first section of this 
particular arts methods course (where students 
attended class from May to the end of July) 
and the second section from September to 
November, I had time during the first section of 
the course to theoretically ground the student’s 
work in teaching, arts education issues and a/r/
tography. This allowed students to immediately 
get into 3 smaller working groups when classes 
resumed in order to brainstorm and plan. The 
reason for breaking into 3 smaller groups with 
an over-arching and flexible arts education 
theme was that it was easier to get 4 students in 
3 groups to create projects in the given amount 
of time than to have the entire class work on 
one larger project. 

Purpose & Methods

 The purpose of exploring and researching 
both the case study and arts methods classroom 
experiences was to understand how art 
making, living inquiry and the condition of 
relationality affected teacher candidates on 
practicum and during classroom assignments. 
Qualitative methods used for this research 
included systematic questioning, observation 
and collection of data in the form of interviews, 
reflective writing and art making. Consent was 
obtained from all participants for this project 
and students peer reviewed one another’s 
participation.

Art making

Art making was one of the best ways to connect 
with my sponsor teacher.

We were both into creating art by keeping 
sketchbooks and making prototypes for new 
projects.

Also, as she taught me her skills and techniques 
on ceramics and printmaking,

I could improve and respect her even more as 
an artist and this led us into more conversations 
which deepened our relationship as teachers. 
-Grace Kim

 For Grace, Mary Lou and the teacher 
candidates in the arts methods class, art making 
during the practicum and throughout the arts 
methods class was an important practice to re-
visit or maintain for all of the participants.  It 
seems obvious that making art should be a part of 
being and becoming a visual arts teacher however, 
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I am continually surprised to hear about teachers 
who are in the public Canadian school system 
“teaching art” with little to no background in 
art.  The above quote by Grace reminds me that 
there are always new techniques to learn and 
that by sharing our work with others we deepen 
our own understandings of what and how we 
make art.  When teaching students about art, 
how to make art or what it means to teach art 
“hands on experiences” remind one of: the steps 
involved in an arts project; the feeling, smell 
and weight of materials; the ambiguity of the 
creation process and that we must continually 
look and re-look at what we do, how we do it 
and how it makes us feel.

Living inquiry

 Inquiry is a process of coming to know 
something in order to solve a particular problem, 
see something in a new way or question a pre-
existing assumption.  Living by simple definition 
distinguishes a living organism from an inorganic 
object or dead organism. To be dedicated to 
living inquiry as an artist and teacher is thereby 
a commitment to going about the business of 
living as an experience and enactment of life. 
For Grace, “Living inquiry” is: 

like my whole process of becoming an artist and 
an art teacher where I always practice inquiry by 
seeking newness, truth, originality, improvement, 
and finding myself in daily life through art. It is 
so easy to get dismayed or stressed trying to make 
new ideas work, but with trial and error, I believe 
I am becoming a unique artist and teacher who 
can constantly challenge and inspire students.  
-Grace Kim

 While observing Grace on her 
practicum, I saw how she continually sought 
to discover herself as a teacher by committing 
to using living inquiry. For Grace, creating art 
alongside her students and cooperating teacher 
in order to and while teach(ing) helped me 
understand how art making in the classroom 
is an enactment of living inquiry that brings 
excitement, spontaneity, joy and engagement to 
the classroom. Perhaps this made sense when 
art making and teaching were framed as living 
inquiry because it requires eliminating pre-
made outcomes for art projects or conversations 
and instead puts at the forefront the ambiguous 
and uncertain process of creativity through 
art making and the construction of meaning 
through conversations. 
 Focusing on the process in order to see 
art and teaching through a lens of inquiry thus 
became the premise for my own arts methods 
course at Cape Breton University. As described 
above, the Lumiere project emphasized analysing 
the process of putting together this particular 
arts entry over the final product that students 
worked towards. As a part of this investigation, 
students took pictures of the process of putting 
together their entries in addition to the final 
installations that were created. 
 For students taking part in Lumiere, 
living inquiry meant examining their own 
assumptions about teaching and making art and 
discussing these within smaller groups in order 
to reach a consensus about how to represent 
these thoughts and philosophies artistically for 
the wider community. Inquiring as a disposition 
of the teacher candidate meant that self-reflexive 
questioning, collaboration with classmates, 
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learning new techniques and time management 
all came into play as individuals attempted to 
represent their theories through art for the 
public. 

Relationality

 The understanding of relationality that I 
bring to my observations of the case study and 
Lumiere assignment is influenced by the arts 
based research methodology of a/r/tography  
(Irwin & de Cosson, 2004 & Springgay, Irwin, 
Leggo & Gousouasis, 2008). A/r/tography uses 
the overlapping and separation of identities (of 
artist, researcher, teacher, writer) as played out 
and impacted by dwelling within the liminal 
spaces as a starting point for understanding 
what it means to create art and teach in relation 
to one’s performance of these identities. This a/r/
tographic understanding is further understood 
through Nicolas Bourriand’s Relational Aesthetics 
(2002) and the simple premise that the placement 
of objects to one another impacts meaning. In 
Mary Lou’s secondary arts classroom at Clayton 
Secondary School in Surrey, BC the art that she 
made in this classroom alongside her students 
and alongside Grace (her teacher candidate) 
affected and influenced not only the art being 
made in the space but the classroom climate that 
was created. In this way teaching and art making 
impacted one another for Grace and Mary Lou, 
as evidenced in the following quotation: 
The Acrylic Painting with photo transfer, is a 

piece that directly relates to my a/r/tographical 
relationship with Grace. It allowed me an 

opportunity to apply a lesson that Grace taught 
my Sr. students...Photo transfer... 

My time spent with Grace throughout the 
practicum was one of mentoring and sharing, she 
learned from me, I learned from her, I had to let 
go of my role as teacher, and become learner as 
well, and this was invigorating and enlightening, 
as we should all remain lifelong learners.  

The text in this piece is: “Artistic challenges lead 
to Creative Growth and creative growth is about 
a chance to experiment, play, create , and take a 
chance.

-Mary Lou Williams

 Mary Lou created her photo transfer 
while observing Grace on her practicum and 
teaching her own students about this technique.  
Choosing to allow her student teacher to 
“teach” her this new skill required that Mary 
Lou not only trust Grace to take over control 
of the classroom lesson on photo transfer but 
to also model for her own students that she had 
something to learn from the teacher candidate. 
This impacted not only Grace and Mary Lou’s 
understanding and appreciation for one another 
but the way that the art students at Clayton 
Secondary viewed Grace. In turn Grace learned 
that growing as an artist also meant growing as 
an arts teacher who has something to learn from 
their students. 
 For the Lumiere project, despite 
working in three separate groups around the 
overarching theme of the place of arts within 
education (and variations on this theme) the 
“separate” groups ended up being affected by 
the work of their fellow classmates. In part this 
was the case because we began our class time 
together with drama and theatre education 
warm up activities that I led as a way to build 
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classroom community and begin discussions 
about the projects. In this way there were not 
only individual group conversations going on 
but, large conversations across the class. These 
conversations in conjunction with the large open 
“warehouse” type space that we had to create our 
installation(s) for Lumiere (whereby all groups 
could see what one another were doing and had 
some opportunity to participate in one another’s 
projects) led to the larger group articulating that 
although they were working separately they 
felt that their pedagogical understanding and 
artistic endeavors were developed in relation to 
one another’s.  
 
Understandings

  
 When I first analyzed the case study of 
Grace Kim and Mary Lou Williams experience 
on practicum, I realized the impact that art 
making had on this particular practicum. This 
demonstrated how both teacher candidate and 
cooperating teacher were becoming artists and 
developing pedagogically through their art 
making. As Grace and Mary Lou described 
their experiences together further, I also grew 
to understand that they were describing the a/r/
tographic dispositions of being active inquirers 
and working relationally in regards to their 

art making and teaching. With the successful 
demonstration of art making, living inquiry 
and relational engagement as conditions that 
led to the success of the practicum described 
in the case study, I then decided to apply these 
principles to my own teaching at Cape Breton 
University in the secondary arts methods class 
through preparation for an interdisciplinary and 
collaborative project for Lumiere using living 
inquiry as a lens for understanding the process 
of art creation and pedagogical development. 
During the creation of the Lumiere projects and 
ongoing classroom discussions that surrounded 
this event, the impact of relational art making 
and teaching for learning about teaching and 
developing classroom community surprised me.
 Lumiere emerged as an opportunity for 
the teacher candidates in my Arts Methods class 
to work on an interdisciplinary collaborative 
project that explored the intersection(s) of art 
and teaching a/r/tographically. Participating in 
this event involved: submitting a proposal for 
the project, spending time in class developing 
ideas about educational philosophies, creating 
image based teaching metaphors, building 
classroom community, teaching students about 
project based learning, discussing assessment 
strategies, coordinating materials, people and 
spaces, working democratically to select topics 
and allocate grades, building relationships 
within the art community and at the University, 
developing digital literacies, researching, creating 
art, teaching one another new techniques, 
listening, sharing information with the public, 
co-creating  art and meaning, acknowledging 
and celebrating the success of Sydney’s first ever 
Lumiere! 
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Note: Signed permission to use the photos included in this paper was granted from students and 
ethical approval for both of these projects was obtained at The University of British Columbia 
and Cape Breton University.
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RETURNiNg TO TEACHiNg iS NOT AN EASY JOURNEY

Beverlie Dietze, Mount Saint Vincent University

Abstract

Returning to teaching after a ten year absence requires new road maps, a flexible attitude, openness 
to taking new twists and turns along the journey, a recognition that one’s philosophy may need to 
be updated, and a willingness to reflect on learning.   
In preparing for my new journey, I examined the research on contemporary learning-centred 
principles and the benefits of learners becoming co-producers of their learning. I soon discovered 
that my teaching and learning strategies executed in the previous century were not going to cut 
it with our young learners today. I quickly realized that if I was going to keep learners engaged I 
needed to create a flexible, multi-faceted approach to learning content. I became cognizant of the 
importance of acknowledging diverse learning styles and the need to utilize a variety of teaching 
and learning strategies. I had to face reality—I needed to bring technology into the learning 
environment.    
This presentation examines how and why I chose to use pedagogical documentation, Tumblr and 
YouTube in the learning environment. I will discuss the benefits, the challenges, and the learning 
from both a faculty and learner perspective.    

introduction

 This presentation will examine why I 
chose to use pedagogical documentation, Tumblr 
and YouTube in the learning environment. I will 
begin by briefly addressing three components: 
the projected learning outcomes for learners 
in the Child and Youth Study program, the 
learning-centred principles that guide my 
teaching and learning practices, and the 
characteristics of students relative to technology. 
Then, I will highlight the benefits of pedagogical 
documentation, Tumblr, and YouTube. 

Learning Outcomes for Students

 At the conclusion of the Bachelor of 
Arts, Child and Youth Study program, graduates 
will have knowledge and skills in theory and 
research, context, curriculum, professional 
conduct, and philosophical principles and 
practices.  Within these themes, students gain 
the skills in research, writing, analytic thinking, 
communication, collaboration, advocacy, 
leadership, and technology.  These themes are 
interwoven into course delivery and learning 
experiences.    
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Learning-Centred Principles

 Learning-centred teaching requires 
educators to use a variety of teaching and 
learning strategies that complement the course 
content, the diverse learners within the learning 
community, and most importantly, offering 
learners ways to develop their knowledge, skills, 
and abilities, while being active participants in 
their developmental learning path. 
 The learning-centered concept, with its 
roots in constructivism, experiential learning 
theories, and the progressive education 
movement of the 1900s is not entirely a new 
concept (Dewey, 1938, Vygotsky, 1978).  Rather, 
it is a resurgence of examining how individual 
people and groups of people learn. The learning-
centred perspective requires educators to place 
the student at the center of the educational 
experience. It focuses on what learners are 
expected to know and be able to do in the context 
of their field of study.  Learning is examined 
from an outcome based perspective—what is 
it at the end of a learning session that learners 
should know and be able to apply.  
 Learning-centred education is built 
on the premise that a community of learners 
is established and that the learners with their 
facilitator explore topical issues that are carefully 
designed, scaffolded, and supported with defined 
learning outcomes (Vygotsky, 1978). Learning 
occurs individually and collaboratively, with a 
major emphasis of theory and application being 
integrated through exploration, discussions, 
and synthesis of theory to application. Learners 
engage in the investigation of problem-based 
processes using general skills of inquiry, high 

levels of critical thinking, analysis, synthesis, and 
evaluation of information and experimentation 
(O’Banion, 1997).     
 Vygotsky (1978) emphasized the social 
dimension of learning.  Cognitive development 
evolves from and is interwoven within social 
interactions.  Social learning provides learners 
with more in-depth knowledge and experience 
because learning is a process of meaning 
negotiation that is stimulated by the breadth of 
knowledge gained from others. Multiple voices 
in the learning environment provide learners 
with the platform for “meaning-making [that 
is] informed by many points of view, including 
the perspectives of teachers” (Dudley-Marling 
& Paugh, 2004, p. 387). Learning becomes a 
partnership of exploration. 
 Recognizing the importance of social 
learning, and in examining the learning-centred 
principles framework, I have attempted to 
return to teaching with the following guiding 
principles:  

•	 Learners	 require	 access	 to	 a	 variety	 of	
teaching and learning strategies and are 
active participants in the learning process. 

•	 Learners	benefit	from	a	flexible,	multi-
faceted approach to learning which 
allows them to gain meaning and content 
knowledge through individual and 
interpersonal exploration, reflective of their 
learning style. 

•	 Learners	 become	 co-producers	 of	
learning as they progressively take 
responsibility for their learning direction.
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•	 There	is	a	shift	in	power	from	a	practice	
of teacher-centeredness to one that places 
the learner at the centre of the paradigm, 
with shared power between the learner and 
the educator. 

•	 Learning	 requires	 an	 environment	 that	
is active, creative, concrete, challenging, 
rigorous, and responsive to the various 
learner styles, needs, and rhythms of the 
learners.  

•	 The	 educator	 becomes	 a	 partner	 in	
learning; guiding learners to discover the 
new learning needed to meet established 
learning outcomes.  

Using Technology as a Tool

 Bitter and Pierson (2006), indicate that 
“Since the inception of the personal computer 
in 1977, two “generations” (two 12-year) cycles 
of students have completely progressed through 
the school system. Their experiences and the 
experiences of our current learners are varied 
and have an individualized level of technological 
competencies. Oblinger & Oblinger (2003) 
identify those current learners in our learning 
communities do not look at computers as 
technology. Computers are a natural part of 
their everyday lives.  
 Technology, if used effectively, requires 
learners to utilize reflective observation 
(learning by watching, thinking, and doing) 
and abstract conceptualization (learning by 
thinking) (Aagon, Johnson, & Shaik, 2002).  
The use of technology provides learners with 
an associative, chunky, non-linear method of 

learning. Technology allows for the combining 
of information in a variety of ways that makes 
sense to the learner. Using technology requires 
learners to develop skills in research, teamwork, 
electronic social networking, communication 
and organizational skills (Elam, Stratton & 
Gibson, 2007). Technology tools support 
learners in exhibiting a sense of curiosity and 
creativity in their learning. 
 Building on the orientation of the 
learning community concept, using technology 
supports the importance of student engagement, 
colleague engagement, colleague feedback, 
ability to take positions, reconfiguration of one’s 
perspective and willingness to take responsibility 
for each other’s learning. It allows learners to 
gain the skills and knowledge that are defined 
in the learning outcomes in a variety of ways.   

Types of Learning That Occur Using 
wiki or Tumblr

 Having learners complete their readings 
for classes can be very challenging, yet essential 
for deep, integrative learning to occur. As 
a way to support and encourage learners to 
complete their weekly readings and engage 
in dialogue about the content, each week one 
group of learners takes responsibility for leading 
a discussion on Wiki or Tumblr. The group is 
required to highlight the main points of the 
assigned reading, the strengths and weaknesses 
of the reading, and how the reading may have 
implications for their practice. They are required 
to ask the other learners questions about the 
readings as a way to further explore the content 
in a learning community context. The learners 
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not facilitating the discussion are required to 
respond to the posting by the leaders or to post 
their positions on the articles or respond to 
comments made by their colleagues. 
 There are many benefits of this 
assignment to the learners. The obvious 
advantage is that learners are reading the 
articles and coming to class with background 
information on the topical issue to be discussed. 
Beyond that though, this electronic learning 
forum process supports the group in building 
a learning community. The learners continue to 
develop their written communication skills; they 
exercise their freedom of expression and finding 
their voice; they practice reflection-in-action 
and reflection-on-action skills; and they exhibit 
skills in synthesizing and evaluating perspectives 
related to the theoretical concepts introduced in 
the classroom environment. They practice giving 
feedback to colleagues on their perspectives and 
information presented. Reflective observation 
and abstract conceptualization occurs as well as 
colleague engagement. 

Types of Learning that Occur from 
Pedagogical documentation 

 Learning how to engage in developing 
and using pedagogical documentation processes 
takes practice. It requires learners to determine 
what they observe and how they use their 
observations to discover new ideas, perspectives 
or knowledge on specific areas of investigation. 
For example, understanding how theories inform 
practice can be difficult for undergraduate 
learners. One of the strategies that can help 
learners bring meaning to how theories inform 

their practice is by having them take the core 
concepts of a theory presented and explain 
their understanding of it by creating pictorial 
representation. In order to be able to create 
the pictorial representation, the learner must 
create mental images of their understanding of 
the theory, what it would look like in practice, 
and how to effectively communicate this to 
others. This learning activity is an excellent 
assessment tool for faculty because as the 
learners share their documentation with others, 
the misunderstandings or gaps in knowledge 
emerge. This type of learning also generates 
discussion among the learners, which in turn, 
leads the learners to discover or think about new 
perspectives and ways of knowing. The pictorial 
representation helps learners recall information 
in different learning situations. For example, 
it assists them in  making the connections 
between the content of the various courses that 
they are engaged in. It also advances their skills 
of assimilating and synthesizing new theoretical 
concepts with application strategies when they 
are in their practicum courses.        

Types of Learning that Occur from 
YouTube Product development 

 Child and Youth practitioners have 
an important role in preparing and sharing 
information on a variety of subjects and issues 
with parents, clients, and colleagues. For many 
parents and practitioners, there has been an 
increase in the use of YouTube as a source of 
information. Child and Youth practitioners have 
a responsibility to add to the resources available 
to the public that reflects current research 
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and perspectives on topical issues that impact 
children and youth. Having learners develop 
YouTube clips gives them the experience in 
examining the theoretical concepts and breaking 
those concepts down into a short message that 
communicates the issue, the research, and 
how research or a theory informs practice or 
is applied. Creating the story component as a 
group, supports learners in gaining skills in the 
working as a team, examining the issue from a 
variety of perspectives, using negotiating skills, 
learning collectively and individually, combining 
creativity with theory and application, and 
expanding research and technology skills.  
Communication skills are enhanced from 
the creation of the story board and pictorial 
presentation. When combining research with 
creativity, my experience has been that the 
learners engage in learning that reflects deep, 
integrative, and transformative attributes.       

Conclusion

 Learners have high expectations for 
the learning environment and they expect that 
there will be interactivity and connectivity. They 
make use of multiple technological applications 
and therefore expect and assume that using 
technology tools will be part of their learning 
experience. 
 Teaching and learning requires the use 
of technology in the classroom.  It is here to 
stay. As an older faculty returning to teaching, 
I have a choice—either to use the traditional 
teaching and learning strategies or embrace 
new technology. For me, I have an obligation 
to learn and to create a teaching and learning 
environment that exhibits strategies that 
support students in their learning. This paper 
has identified why bringing technology into my 
teaching and learning philosophy and learning 
environment is necessary and expected by our 
learners today.  
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“i JUST HAd TO HEAR YOUR VOiCE”: THE POwER Of 
PERfORMANCE 

Reina Green, Mount Saint Vincent University

Abstract

This session demonstrated a simple, innovative teaching method that encourages students to 
recognize the impact of their verbal delivery, to develop strategies for emphasizing chosen 
interpretations of a spoken text, and to be confident when speaking in public. The method is suited 
to all verbal genres. While university study is grounded in the Greek trivium of which oratory was 
an essential part, printed or electronic text and images are most emphasized in today’s classrooms, 
and students often lack confidence in their oral reading skills. They are therefore troubled when 
they learn that a required assignment in my Shakespeare class is a fully staged performance of 
scenes from one of his plays. Session participants engaged in the exercises I use with students to 
demonstrate the influence of intonation, rhyme and rhythm, pacing and pausing on the meaning of 
a text. These, along with video clips, demonstrated how my students learn the tools of verbal delivery 
to communicate their interpretation of a text, and how they develop greater critical awareness of 
when others use the same tools for rhetorical effect. My students begin by saying hello to each 
other and end by performing Shakespeare for a large audience.

The human voice

 The human voice is a powerful tool. It 
can inspire and motivate, as in Martin Luther 
King’s memorable “I have a dream” speech. It 
can delight as in the songs of the late Etta James. 
It can also be a powerful learning tool. Students 
can learn not only by listening to others, but also 
by using their own voices to understand and 
interpret what they read, to communicate their 
own ideas and test their own arguments. Given 
this power of the human voice as a learning tool, 
we should encourage our students to develop 
that power and, to do that, we need to engage 
them in verbal performance. 

 When universities were first founded, 
verbal performance was an integral part of 
scholarship as rhetoric, the “Arte to set foorth 
by utteraunce of words, matter at large” 
(Wilson 1909, para 1) was fundamental to the 
curriculum. Sadly, students are now becoming 
aliterate because little attention is paid to oral 
interpretation of text in the school system 
(Ortlieb, Cramer, and Cheek 2007). Our society 
is also saturated by visual media and visual 
literacy is justifiably emphasized in many post-
secondary institutions (Young 2011). While we 
are also surrounded by constant noise, we have 
failed to become more aurally sensitive, tuning 
out much of the barrage instead. Indeed, in one 
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study, more than 75% of post-secondary students 
felt that they would benefit from improving 
their listening skills (Simmons 2006).
 Given students’ awareness of the 
difficulty they have in listening, this workshop 
offered practical methods of encouraging 
students to analyze what they hear and to use 
their own voices for learning. The process begins 
with examining students’ prior experience of 
using their voices in educational settings. Oral 
reading has understandably fallen into disfavour 
in the elementary grades in recent years, as it 
can be boring to listeners and unnerving to 
the speaker (Gibson 2008)1. Further, anxiety 
over unpracticed oral reading can demotivate 
students (Belzer 2002). Indeed, less than half 
of the workshop participants asked students 
to read aloud in their classes, in part because 
of the problems already identified, but also 
because of students’ reluctance to volunteer for 
the task. 

Verbal Performance in the Classroom

 While it is tempting to dismiss 
oral reading as a waste of classroom time, I 
recommended that workshop participants 
instead consider preparing their students. Such 
reading has been shown to be a valuable learning 
tool when students are prepared for the practice. 
Gibson (2008) notes that reading aloud can 
improve student comprehension of a text, allow 
for feedback on student understanding based 
on pronunciation and intonation, and reduce 
anxiety about public speaking. In addition, oral 

reading may be the only speaking that more 
timid students will do in class. 
 As I teach English literature, including 
Shakespeare’s plays, I regularly ask students 
to imagine a staged performance from the 
words on the page. However, as workshop 
participants noted, prepared oral reading could 
be used in a wide range of disciplines to aid 
student comprehension of text. For example, 
one participant felt that the process could be 
used to help students understand complex math 
problems. 
 In my own classroom, practiced oral 
reading is a precursor to more complex verbal 
projects which culminate in a group performance 
for an audience of 100-200. Students are 
justifiably nervous about this project so I use a 
scaffolded learning process that begins with oral 
reading. I presented this process to workshop 
participants: 

1. Listen to students’ concerns about public 
speaking; 
2. Give them time to practice; 
3. Start with small audiences—one student 
listening to another;
4. Advise listeners that they need to be 
attentive and supportive—they need to 
applaud. 

 Students are also more engaged in 
projects in which they have some autonomy and 
can, within limits, choose what they do and how 
much the project is worth towards their final 
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grade (Russell and Slater 2011). To this end, 
students in my class choose, within limits, how 
much the group performance project is worth.
 To  further  encourage student 
engagement, I discuss the pedagogical value 
of oral reading with my students and offer 
anecdotes from former students who found 
such projects helpful preparation for other 
areas of their life. I point out the importance 
of public speaking in certain careers and how 
reading aloud is an essential aspect of the literate 
environment (Lewis 2011), and how it can 
help to improve one’s writing ability (Gibson 
2008). I advise students that it will improve 
their comprehension of a text and we test this 
theory by listening to recorded readings and 
discussing whether the experience enhances our 
understanding of the text. 
 Following the group performance 
project, I ask students to reflect on what they 
have learned. The responses are overwhelmingly 
positive with the large majority of students 
reporting that the experience helped them 
understand the complex text and improved their 
self-confidence when speaking in public. 

Preparing for Verbal Performance

 After discussing the benefits of prepared 
oral reading as a learning tool and how they 
might use it in their own classrooms, workshop 
participants tried some of the exercises I use 
with my students. I begin by getting students to 
practice “belly breathing” (relaxing the abdominal 
muscles to allow the diaphragm to expand 
downwards) to ensure that there is sufficient 
air to support the voice. Breathing exercises are 

followed by a vocal warm-up, including tongue 
and mouth stretches, a variety of animal noises, 
tongue twisters, and a fair amount of laughter. 
 Students then organize themselves into 
small groups to practice intonation exercises using 
simple words and phrases and to explore how 
intonation with its components of prominence, 
tone, and key contribute to meaning (Brazil 
1994). Students are encouraged to consider 
the intonation required to convey a particular 
meaning as in audio track 1, or to consider the 
meaning conveyed when one word in a phrase is 
stressed as in audio track 2. 
 Students follow this by reading a passage 
silently to themselves in preparation for a choral 
reading as heard in audio track 3. The silent 
reading allows students to identify words with 
which they are unfamiliar and to ask for advice 
on the meaning and pronunciation of these. 
Students read the selected passage in small 
groups, focusing on and discussing the impact 
of rhythm and intonation on meaning. 

Voice and body in Performance

 As the students in my Shakespeare class 
go on to create a full performance of a scene, 
they not only have to understand the role of the 
human voice in communicating meaning, but 
they also have to add appropriate movement 
and facial expression to emphasize their 
interpretation of the text. As an early exercise 
toward this end, students work in small groups 
appointing speakers, mimes and directors, the 
speakers reading a short passage of text while 
the mimes enact it according to the director’s 
suggestions. Readers focus on intonation and 
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rhythm while the mimes concentrate on gesture 
and facial expression. After a short practice, the 
scene is performed for the class. This allows the 
students to check whether they have conveyed 
their intended meaning to an audience. 
 While full performance of text may be 
not be applicable to many disciplines, several 
workshop participants expressed interest in 
trying prepared oral reading in their classes. 
I have found that the practice not only helps 
students to engage with the text and to analyze 
and interpret it, but it also helps them to be 
better listeners and more comfortable speaking 
in the classroom. They discover that they are 
capable of more than they thought possible, all 
because they are willing to read aloud.
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 So much emphasis seems to be placed 
on end-of-term student evaluation of teaching 
(SET). Yet, teaching can be evaluated in many 
ways (by students, by peers, by self-reflection); at 
many times (mid-course or end of course); and 
for several purposes: summative—to select new 
faculty, or to make personnel decisions such as 
tenure and promotion, and formative—to gather 
information to enhance the quality of teaching. 
 Professors’ reactions to SET vary from 
modest anticipatory anxiety to deep suspicion 
of students’ competence to evaluate teaching. 
As an educational developer, I see many angst-
ridden faculty once the summative evaluation 
results are reported. And no wonder—the stakes 
are high. Personnel decisions dramatically affect 
the individual professor’s career, not to mention 
the overall quality of education the institution 
provides. Therefore, is it any wonder that some 
faculty members approach their evaluations 
with a feeling of dread?

RESPONdiNg TO STUdENTS’ EVALUATiONS Of TEACHiNg

Eileen M. Herteis, Mount Allison University

AbSTRACT

Faced with anonymous student feedback, professors’ reactions are often personal before they are 
instructional or developmental. This article recounts how, to address professors’ often emotional 
reactions to students’ evaluations of their teaching (SET), I developed a case study.  The first case 
study workshop, presented at Mount Allison and adapted for presentation at the 2011 AAU 
Teaching Showcase, was a highly interactive session. By depersonalizing the student feedback, 
the case study encouraged objectivity and allowed professors to uncover for themselves some of 
the lessons from the literature; put student evaluations into perspective and context; and discuss 
constructive strategies for connecting student feedback with continuous teaching enhancement.

 I have tried various strategies to help 
professors put their feelings into perspective.  
“Identify practical things you can do to 
respond to the feedback,” I tell them. “Seek 
out corroborative evidence,” I urge for, given 
the importance of summative evaluation, we 
have all the more reason to use many sources of 
information to assess all components of effective 
teaching. When all else fails, I simply reassure 
them: “Believe me, you are not the only professor 
who has ever received negative comments, nor 
will you be the last.” Cold comfort.
 My advice to seek out other sources is 
most often accepted. The literature tells us that 
student evaluations alone should never be used 
to make general judgments about a professor, 
especially in personnel decisions.  According to 
the Canadian Association of University Teachers 
(2007): “No evaluation of teaching performance 
may rely exclusively or primarily upon student 
questionnaires.” Indeed, no matter the purpose 
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or time, no single source of data or any single 
course evaluation provides sufficient information 
on which to base decisions. For example, the 
CAUT cautions that while students may be 
“uniquely placed” to provide comments on their 
own experience and reactions in the classroom, 
they are not so well positioned to assess all 
aspects of teaching effectiveness (2007).
 The literature agrees that students are 
reliable judges of teaching provided they are 
asked to comment on appropriate things, such as 
clarity of presentation, organization of material, 
and the amount they have learned. They are also 
fairly dependable judges of assessments such as 
assignments, tests and quizzes, for as Scriven 
(1995) says, students “are in a good position to 
judge such matters as whether tests covered all 
of the material in a course.”   
 Though the literature agrees that students 
can be reliable judges of teaching, there are a 
number of components of effective teaching 
that only peers are fully qualified to evaluate, 
including, for example, the following identified 
by Pallett (2006):

•	 The	 appropriateness	 of	 an	 instructor’s	
objectives

•	 The	instructor’s	knowledge	of	the	subject	
matter

•	 The	 degree	 to	 which	 instructional	
processes or materials are current, balanced, 
and relevant to objectives

•	 The	 quality	 and	 appropriateness	 of	
assessment methods

•	 The	appropriateness	of	grading	standards

•	 The	instructor’s	support	for	department	
teaching efforts such as curriculum 
development 

•	 The	 instructor’s	 contribution	 to	 a	
department climate that values teaching, 
e.g., mentoring new faculty.

 Course content is another item which, 
the literature agrees, peers are best able to 
evaluate. Students have difficulty answering 
questions about the level or amount of content 
or the instructor’s knowledge of it; therefore, 
these are more reliably handled by peers or 
administrators (Theall and Franklin, 2001).  Ory 
and Ryan (2001) go further, saying that course 
content is “the one instructional dimension we do 
not believe students, especially undergraduates, 
should be asked to evaluate.”
 Regardless of what dimensions of 
teaching students are evaluating, it is the written 
comments, rather than the numerical responses, 
that incite their professors’ most visceral reaction.  
Shrouded in protective anonymity, these written 
comments can range from the ridiculous to 
the vituperative and encompass insults about 
everything from fashion to revenge for an 
extension denied.  
 I do not mean to suggest that all negative 
comments are to be discounted any more 
than I advocate accepting at face value those 
which recommend a professor for immediate 
beatification. Even the very best teachers receive 
negative comments from students once in a 
while.  The educational developer’s role is to move 
the discouraged professor from indignation 
and humiliation to seeing these comments and 
ratings as a springboard to getting even better 
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evaluations next time—an opportunity for the 
professor to take control. Of course, it is much 
easier to dispense practical advice when the 
comments relate to a specific teaching strategy; 
in those cases, the professor and I can come up 
with tactics and modifications.    More difficult 
are the seemingly unsubstantiated comments, 
the personal jibes, or those whose tone seems 
“off.” It is about this latter group, unfortunately, 
that professors tend to obsess, resulting in a 
cynicism about SETs in general.
 In May 2011, I decided to take a new 
tack in helping faculty respond to teaching 
evaluations more objectively: I wrote a case 
study. Workshop participants play the role of 
teaching centre personnel, whose job is to help 
the fictional Dr. Wallace make constructive sense 
of his evaluations.  I presented the case study at 
a very successful workshop at Mount Allison 
University and adapted it for an audience of 
faculty and educational developers at the 2011 
AAU Teaching Showcase.
 As you can see from the case study 
(Appendix 1), Dr. Wallace—just back from 
a year’s sabbatical—shares many professors’ 
insecurities, and he fixates on his negative 
comments.  I constructed the case study to be 
accessible and funny and Dr. Wallace to be 
relatable to the participants.  His reactions are 
those I have seen time and again in my office; 
the comments he receives are based on real 
student feedback I have read.
 The case is short enough to be read in 10 
minutes, yet meaty enough to trigger perceptive 
discussion. Most participants, for example, said 
that Dr. Wallace’s evaluations are good, though 
he does seem to gain higher scores in the smaller, 

senior course than in the introductory first-year 
class.  Many noted that, because the courses are 
favourites, he may be a bit sensitive. And again, 
because he has made changes to both courses, he 
should be prepared for the dips in SET scores 
that frequently greet course innovation. 
 When I presented the case study at the 
2011 AAU Teaching Showcase, participants’ 
observations echoed those of my Mount Allison 
colleagues.  Given the distance, objectivity, and 
collegiality of discussing the case in groups, 
the participants recognized and dispensed for 
themselves and each other the very practical 
advice I proffer in my office.  Soon the board 
was filled with ideas related to principles of 
evaluation, as well as sage counsel for Dr. 
Wallace. At the end, I was able to remind 
the participants to take their own excellent 
advice next time they received their teaching 
evaluations.

Lessons from william wallace

 Divide the comments. Separate those that 
relate to your teaching and things you can alter 
(for example, volume of speaking, number of 
examples, promptness of feedback to students) 
from those that are course-related and over 
which you have little influence (the classroom, 
the class time). How many comments are just 
plain rude?  These may reflect more about 
students’ incivility and the pressures they are 
under than about your teaching.  The Teaching 
Centre at Princeton University cautions that 
rather than judgments of teaching performance, 
student evaluations are more meaningful when 
seen as “reflecting the spectrum of ways that 
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students as novices learn and think within our 
disciplines.”
 Differentiate student satisfaction from real 
student learning outcomes.  Some comments, such 
as those related to mere ‘satisfaction,’ may seem 
to be superficial; others, related to learning and 
comprehension, appear weightier. What were 
the actual students’ results in these classes? How 
much did they learn?
 Don’t let your anger at a few comments or 
lower ratings become a distrust of student ratings 
as a whole. Instead, look for students’ comments 
that may help you develop and enhance your 
teaching.  For example, perhaps buried beneath 
the comment to Dr. Wallace that he’s wasting 
time by “letting other people in the class spout 
off their opinions” is an opportunity for him 
to manage classroom discussions better or to 
take some time to make the purpose of these 
discussions explicit. Perhaps Dr. Wallace could 
improve the students’ learning if he established 
ground rules about civility or gave a lesson on 
the differences between mere personal “opinion” 
and logical, evidence-based academic argument. 
At the same time, astute workshop participants 
noted the apparent contradiction between letting 
others “spout off ” and the first comment that he 
“always thinks he’s right” and does not listen to 
others. This contradiction becomes a question 
of how students’ perceptions differ and creates 
an interesting, potentially productive teaching 
problem for Dr. Wallace: How to balance lecture 
and discussion and how to demonstrate both 
openness and authority.
 Don’t feel that you have to change something 
simply because some students suggest that you do 
so.  You may have sound pedagogical reasons 

for choosing certain content, approaches or 
assessment strategies. Talking to a colleague 
can help you clarify those reasons. If certain 
aspects of a course are tricky or unpopular, but 
nevertheless non-negotiable, be sure that you 
explain this to your students next time you 
teach it. For instance, as a historian, Dr. Wallace 
is unlikely to compromise on good writing and 
correct grammar.
 Use the feedback from end-of-term 
summative evaluations to develop formative mid-
term teaching questionnaires. For example, if Dr. 
Wallace wants to follow up on the students’ 
comments about his emphasis on grammar and 
good writing, he might develop grammar and 
essay-writing resources for his students and then 
ask formative questions such as the following after 
he returns the first batch of essays next term:

How helpful do you find the professor’s feedback 
on your writing?

How useful are the course grammar resources 
on Moodle?
  
 Look for patterns when you read what 
students listed as strengths and weaknesses of the 
course. Recurring or common comments may 
help you identify a potential change. On the 
other hand, comments that range from very 
positive to very negative may say more about 
students themselves, their expectations of the 
course and its difficulty, their backgrounds 
or prior knowledge, or even their preferred 
learning styles. 
 Contextualize student evaluations of 
teaching. For example, include them in a teaching 
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portfolio that provides documentary evidence, 
such as course outlines, sample assignments, 
and a teaching philosophy statement.  Include 
reflective explanations that relate student 
feedback to your own teaching goals. If you are a 
candidate for tenure and promotion or for a new 
job, address negative comments in your portfolio 
and explain any circumstances that might have 
affected your evaluations. For instance, like Dr. 
Wallace, have you introduced some innovations? 
Research shows that teachers who try something 
new often receive lower evaluations at first. 
 Don’t be tempted to compare your teaching 
evaluations with colleagues’ scores.  Even within 
the same department, contexts, class sizes, and 
expectations vary. The only comparison that 
makes sense is to look at your own performance 
over time. Gather data over a number of terms, 
looking at response patterns from a number of 
courses (at least five courses, some sources say, 
even more if the class size is small). 
 Be skeptical of comments that say always 
or never. “Never in the office” usually means I 
dropped by once and he wasn’t there. References 
to clothing can usually be ignored, as can 
references to humour (provided they do not 
suggest offensiveness). 
 If teaching improvement is your goal, SET 
data alone are definitely not enough.  Discuss 
student feedback results with colleagues or 
teaching centre staff. The literature shows that 
instructors are less likely to use evaluation 
data to modify their teaching without this 
kind of consultation and reflection. Kulik 
(2001) states that while ratings can increase 
teaching effectiveness scores a little, “ratings 
plus consultation raise effectiveness more.” 

Furthermore, such consultations can help you 
to put your feelings into perspective, identify 
practical things you can do to respond to the 
feedback, or reassure you that you are not the 
only professor who has ever received negative 
comments. ( Just as this case study did.) 
 Teaching evaluation data can be readily 
misused or misinterpreted. Be especially cautious 
about making generalizations if the sample size 
is small—just a few comments or just a single 
class taught once. Similarly, do not treat small 
numerical differences as significant; decimal 
places are seductive but duplicitous.  There is 
little meaningful difference between a 4.6 and 
a 4.7; yet a professor who routinely receives 4.6 
for overall satisfaction can be genuinely pleased 
with that sustained pattern. 
 Make sure that your department chair 
or dean knows the best practices for interpreting 
SETs. Consider working with your teaching 
centre, relevant senate committee, or faculty 
union to have those best practices and principles 
outlined for your whole campus community. 
(See Appendix 2 for those Principles devised at 
Mount Allison University).  

in Conclusion

 Given its success, I will use the case study 
format again to debrief teaching evaluations.  I 
am happy for any educational development 
colleagues who so wish to use or adapt the case 
printed in this article.
 And my final advice to professors 
...Read and heed your students’ evaluations, but 
do not allow them to paralyze or dispirit you. 
Look beyond the “applause meter” to find the 

AAU Teaching Showcase 2011         44 



true value in your students’ comments when put 
alongside other forms of feedback or assessment. 
Tell yourself that this term you’ll use last term’s 
feedback to create a mid-course evaluation of 
your teaching to identify issues early enough to 
make productive changes. Invite a colleague or 
teaching centre staff into your class to give you 
another perspective on your teaching.  Clarify 
your own teaching goals and assess the extent 
to which you are achieving them. And, like 
Professor Wallace, never underestimate the 
therapeutic power of good Scotch...
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Appendix 1: The Case of Professor william wallace

 “Bloody hell!” Stuffing his latest teaching evaluations into his battered briefcase, Professor 
William Wallace cycled moodily home. Angry ripostes to his students exploded from the depths of 
his wounded soul, their vigour matching the fury of his pedaling: “Disorganized? Condescending? 
Not accessible?  What do you know, you little pampered vermin!”
 Once home, a generous glass of whisky working its therapeutic charm, Professor Wallace 
re-opened the offending documents.  It had been his two-course term and both of the Scottish 
History courses, favourites of his, had undergone substantial updates and reinvigoration during his 
six-month sabbatical.  Taking a deep breath, and another fortifying gulp of Talisker, he remarked 
especially the following feedback:

SCOT 1745: Jaco-bits and Jaco-bites      75 responses

1. I found this course intellectually challenging and stimulating.    4.25/5
10. Overall, this course compares well to others.      3.85/5
11. Overall, this teacher performs effectively.      4.43/5

SCOT 4593: Vicious Witches of Old Aberdeen    23 responses

1. I found this course intellectually challenging and stimulating.    4.65/5
10. Overall, this course compares well to others.      4.48/5
11. Overall, this teacher performs effectively.      4.73/5

 Refilling his glass, Professor Wallace had to admit that the passage of time and a second 
look (plus the magic of that faraway Isle of S07kye distillery?) had mitigated most of his anger.  
There were solid comments about the assignments, about the openness and excitement of class 
discussions, and about his careful feedback on essays—those were helpful. But some comments, 
though in the minority, still smote him with their callousness:

•  Condescending, always thinks he’s right. Doesn’t listen to other people’s ideas.

•  Stupid accent. Learn to talk English!

•  I found his comments about witches demeaning and sexist. Jerk!

•  Arrogant and rigid.  To much emphasis on grammer.

•  Why did you spend so much time letting other people in class spout off their opinions?  I’m paying 
good money to hear what you have to say—not to listen to dumb classmates. Don’t be so lazy—teach 
us something!
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•  Never accessible.  Never answers e-mails.  Never in his office. 

•  Feeble attempts at humour.  Give it up—pathetic.

•  Why did we have to listen to that stupid bagpipe music at the start of every class.?  It’s like a cat’s 
funeral.

•  Ugly shoes.

 Professor Wallace decides to take his evaluations to the Hurdy Gurdy Teaching Centre, 
once he sobers up. You happen to work there.  What advice will you give him?
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Appendix 2: guidelines for Those interpreting Student Evaluations of Teaching 
(Mount Allison University)

•	 Though	an	important	source	of	information,	teaching	evaluation	scores	are	only	one	piece	
of the picture.  Do not rely on them as the sole source of evidence. 

•	 Do	not	look	at	the	teaching	evaluations	from	a	single	course	in	isolation;	instead,	wherever	
possible, look for patterns and alignment across several courses over a number of years—five 
courses (or more if class size is small).

•	 Do	not	be	persuaded,	simply	by	the	power	of	the	decimal	point,	that	a	4.3	score	is	better	
than a 4.2; small differences may not be important distinctions. Instead, consider the 
numerical evaluation scores in the context of other information.  There are numerous sources 
of such information: for example, the students’ written comments on the evaluation form, the 
professor’s teaching goals, students’ final course grades, and so on.

•	 Be	careful	to	separate	the	feedback	on	teaching from the feedback on things over which the 
instructor may have had little control: the text book, the classroom, the schedule, and so on.

•	 Always	 contextualize	 teaching	 evaluation	 scores	 in	 the	 other	 course	 information	 the	
instructor provides: e.g., the size of the course, its level, instructional innovations; whether it’s 
required, a newly developed course, and so on.

•	 Compare	the	teaching	evaluation	scores	and	comments	with	other	material	the	instructor	
provides, for example within a teaching portfolio. Such material could include the teaching 
philosophy or statement of instructional goals, sample course materials, or feedback from 
others (peers, colleagues).

•	 Do	not	compare	one	instructor	to	another	based	on	teaching	evaluation	data	alone.	Teaching	
styles, subject matter, course contexts, instructional goals, and many other variables make such 
comparison questionable.

•	 Evaluating	teaching	does	not	in	and	of	itself	maintain	or	improve	the	quality	of	teaching	
or of students’ learning.  Look for evidence that the instructor reads and heeds the teaching 
evaluation scores and comments. This does not mean that he or she has to make changes, only 
that he or she can explain what changes were made as a result of student evaluations and why 
(or why not).

Eileen. M. Herteis, Director
Purdy Crawford Teaching Centre

October, 2010
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iNTERNATiONAL iNTERNSHiP iN THE LigHT Of PAULO fREiRE’S 
CRiTiCAL PEdAgOgY

Nadya Ladoceur, University of New Brunswick

 A growing number of educators in 
colleges and universities around the world share 
the conviction that establishing international 
internships can enrich students’ learning 
experience and foster the development of good 
citizenship (Ramaley, 2000).  As such programs 
are gaining momentum and the number of 
interns increases, many voices have raised 
awareness of the risks associated with internship 
programs and argued for the need to further 
consider their ethical implications and the 
pedagogy associated with them (Heron, 2006; 
Sichel, 2006; Tiessen, 2008; Epprecht, 2004, 
Crabtree, 2008; Grusky, 2000; Kiely, 2004).
 As an internship program coordinator 
at a university college in Canada and former 
intern myself in Costa Rica and Nicaragua, 
I have witnessed firsthand how international 
internships can both benefit and challenge 
both students and the communities they join 
overseas. I have seen students become more 
culturally aware and civically responsible, but I 
have also seen some, voluntarily or involuntarily, 
develop patronizing attitudes. Although I share 
Crabtree’s feeling of being “intellectually and 
ideologically conflicted” (2008, p.19) about 
international service learning, I believe, like 
Tiessen (2008), that “the risk of no cross-cultural 
communication,” which she sees as increasing 
“stereotyping, racism, lack of understanding, 

[and] lack of respect for other cultures” (as cited 
in Sichel, 2006), is potentially more harmful. 
 Like many critical educators, I believe it 
is important for our students to shift focus from 
themselves to those they come into contact with 
and to the relationships of power that produce 
social injustice. This awareness can give them a 
better understanding of the complex realities 
shaping their lives and the lives of others and 
can help them perceive themselves as agents 
of change once they come back from their 
internship. The internship experience can also 
help students develop a more inclusive practice 
based on a true appreciation of the assets and 
resources of the people and the communities 
they work with during their internship. The 
challenge they face during their time abroad 
is to appreciate the complexity of social issues 
like poverty or discrimination affecting the 
communities they join, to recognize the strength 
of those communities, and to learn from and 
with them. The challenge I face is to prepare 
these students adequately for this demanding 
experience. Somehow, they need to develop a 
strong bond with their host communities in a 
short space of time. They need to see themselves 
not as charitable donors but as partners and 
allies whose attitude and actions are guided by 
the belief that change is a collective effort that 
starts with recognizing everyone’s humanity 

AAU Teaching Showcase 2011         50 



and agency. Paulo Freire’s critical pedagogy has 
helped me meet these challenges. His theory 
concerning critical dialogue is especially relevant 
to our international internship program.
 In this paper I will discuss how the work 
of Paulo Freire is guiding my efforts in developing 
and teaching the international internship course 
at Renaissance College (RC), at the University 
of New Brunswick. I will first present Freire’s 
theory. I will then introduce the institutional 
context and discuss the international internship 
program in light of Freire’s theory. In the final 
section, I will explore the challenges associated 
with establishing the conditions for dialogue. I 
hope my analysis will encourage others in this 
field to examine their practice with reference to 
Freire’s critical pedagogy.

Theoretical framework

 Paulo Freire’s work has influenced 
generations of progressive educators around the 
world. Born in 1921 in Brazil, Freire worked to 
help people learn “to perceive social, political, 
and economic contradictions, and to take action 
against the oppressive elements of reality” (Freire, 
1972, p.19). Central to his critical pedagogy is a 
strong conviction that learning is relational and 
that knowledge is produced through interaction 
with others. Critical awareness is, therefore, a 
“dialogical” process where everyone contributes 
knowledge and learns from one another and 
where people’s experience is the starting point. 
Dialogue, advocated Freire (1972), cannot exist 
without humility and mutual respect, without 
faith in people’s agency, and without a profound 
love for the world and for humanity. Only then 

can dialogue, based on trust, bring people together 
in an equal relationship to learn from each other 
and to transform the oppressive reality together.  
As Freire often emphasized, “pedagogy is defined 
by its context,” it is important to introduce 
Renaissance College and our internship program.

institutional Context

 The primary purpose of Renaissance 
College is “to nurture and develop leadership 
potential and engaged citizenship through the 
liberal education of [its] students.” Learning 
is interdisciplinary, experiential, and outcome-
based. Classes are small and typically led in 
seminar style. Community partners play an 
essential role in its pedagogical approach. 
 The international internship program is 
an integral component of our Bachelor’s degree 
in Interdisciplinary Leadership. The summer 
after their second year of study, the students travel 
in small groups (usually three or four students 
together but sometimes pairs) to countries where 
the cultural and economic reality is significantly 
different from their own. Over the last two years, 
destinations have included Bhutan, Burkina 
Faso, Ecuador, Malawi, Mexico, New Zealand, 
Senegal, South Africa, Sri Lanka, Ukraine, 
and Vietnam. For a period of ten weeks, the 
students engage in volunteer work with local 
communities. Their work is related to education, 
health, environment, human rights, community 
development, or a combination of these with 
local communities. Students have been asked 
by our partners to teach, develop leadership 
programs for youth, help at the local community 
clinics and orphanages, support community 
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planning and development initiatives, 
provide computer support, attend community 
workshops, and help in reforestation efforts. 
The goal for them is to learn with and from 
their hosts rather than impart Western-based 
standards and values. Placements are created 
by us although students can submit proposals 
for independent sites. In their final portfolio 
submission and during discussions, students 
often describe their international internship as 
a key learning experience that allowed them 
to connect knowledge and practice. They also 
find on returning home that they can summon 
examples from their internship to make sense of 
what they are learning or have learned in other 
classes.

The RC internship in light of freire’s 
Critical Pedagogy

 Looking at the internship in light of 
Freire’s critical pedagogy, I believe the main 
purpose of the internship is for students to 
develop dialogical relations.  My hope is that this 
experience will help them develop an inclusive 
practice as future leaders, which, as Freire 
emphasised, is a “necessity” for change to be truly 
liberating. For meaningful dialogue to happen, 
students must comprehend the dynamics of 
power and privilege at play between them and 
the people with whom they will interact. For 
Renaissance College, it means acknowledging 
and addressing the same dynamic at play 
between us and our partners. To establish the 
conditions for an effective dialogue, we also 
need to develop projects that will benefit both 
our students and our partners. We also need to 

create opportunities for students to share the life 
of the communities they join. Finally, because 
entering into dialogue is as much an emotional 
endeavour as it is an intellectual one, we need 
to make sure that we prepare students to deal 
with the intensity of the experience. In the 
following sections, I will elaborate on the issue 
of exploring the dynamic of power and privilege 
with our students and the need to help them 
cope with the intensity of the internship. 

Exploring the dynamic of Power and 
Privilege with our Students 

 Critical dialogue can take place only 
when the contribution of everyone involved is 
recognized as vital and is actively sought. Most 
of our internships take place in developing 
countries. In this context, the balance of power 
is already tilted in favour of the interns. By 
and large, our interns are wealthier than their 
hosts, both in absolute and relative terms. 
They are frequently perceived as being better 
educated and better able to find solutions to 
issues affecting their host community simply 
because they come from a more “advanced” 
country. Similarly, the interns often carry a 
number of deeply entrenched and unperceived 
assumptions about their hosts, including the 
ideas that they are uneducated and backward. 
Furthermore, the power and privileges enjoyed 
by male interns are often much greater than 
those they have at home whereas female interns 
experience a loss of power and may become 
victims of discrimination. These disparities can 
create obstacles to dialogue. 
 To address this problem Freire 
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reminds us of the importance of continually 
re-examining our attitude towards the people 
we engage with in order to avoid objectifying 
and patronizing them. One of the strengths of 
our internship is its integration into a broader 
educational experience. Throughout the degree 
program, assignments include a self-reflective 
component that helps students examine their 
thoughts and actions and uncover underlying 
assumptions, values, and personal world views. 
Second-year courses are also designed to allow 
students to learn about the social and political 
realities of their countries of internship and also 
to explore the concept of culture. The internship 
preparation process itself, taking place over a 
period of six months, explores the notion of 
power and privilege through discussions on 
the ethical implications of internships abroad. 
Activities also help students acknowledge what 
privileges they have. Although this exploration 
helps raise students’ awareness, they still struggle 
to address this issue while on their internship. 
 For many students, the internship is, 
in fact, the first time they experience such 
contrasting dynamics of power and privilege. The 
change in their status makes this concept real, and 
they have to face the challenges associated with 
their new situation. I realised how unsettling it 
can be for students when I received an email last 
summer from a student in Vietnam.
 

Nadya, something I struggle with is that, I really 
love living here. It is amazing, and the people 
are amazing. I just wonder how much of that is 
because I am relatively rich and I am white and 
speak English…I wonder how much my skin 
holds me back from truly immersing myself into 
the culture. 

 While reading his message, I realised 
that the emphasis placed on self-reflection helps 
students critically assess their new standing in 
their host communities. This student may never 
have questioned his skin colour before or seen 
it as a barrier to intimacy and would certainly 
never have wrestled with the moral challenges 
it presents. The internship experience, as we 
can see, can push students to recognize the 
existing imbalance of power and address it. 
This recognition is facilitated when students 
experience other more equal models of 
interaction and are willing, as Freire (1972) says, 
to re-examine their position and attitude.
 For some students, though, this change 
in status gives them a “bloated sense of self-
importance” that feeds their need to “make 
a difference.” Being in a leadership program, 
students could feel the pressure to show 
themselves to be confident leaders. Thus, during 
their internships, they may be inclined to 
take action which would shift the focus from 
learning with and from the people to trying to 
solve their problems. This is in sharp contrast 
to Freire’s critical pedagogy where humility is 
central and dialogue essential for individual and 
social transformation.
 Although students at Renaissance College 
may adopt superior attitudes, in my experience, 
few actually do. Nevertheless, this illustrates a 
challenge inherent in our program. I stress to 
students that the purpose of their immersion 
abroad is educational. Any action they take with 
the partner organisation is an opportunity for 
them to learn through discussion rather than a 
particular expected outcome of their internship. 
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Coping with the intensity

 Over the last three years, much effort 
has been put into strengthening our mechanism 
to help students cope with the intensity of their 
internship abroad. For 18 to 20 year-old students 
to establish a strong dialogical relationship with 
strangers belonging to a different culture in a 
short period of time is emotionally demanding, 
especially for those who find themselves in 
a developing country for the first time. The 
intensity can take them to the edge of their 
comfort zone as they are confronted with the 
harsh reality of their new friends and become 
aware of their own position of privilege. Being 
on this edge can, nevertheless, be very conducive 
to critical reflection and engagement as long as 
they have the proper support to help them handle 
the intensity and process the experience.  
 At the individual level, reflective   
activities, such as journaling, are integrated 
throughout the internship program. It gives 
students the chance to examine their experience 
and emotions. I also strive to develop a 
relationship of trust and respect with each 
student. The small size of our program and 
the importance given to community life allow 
for such trusting relationships to also flourish 
between students and other instructors. 
 I also strive to foster a strong dynamic 
within each cohort of interns travelling 
together to a specific country. Group meetings 
and language tutorials are held and students 
are encouraged to take part in social activities 
together. Past interns come and share their 
experiences with the new ones. These activities 
all contribute to building a strong sense of 

belonging. Another contributing factor is the 
fact that students take most of their core courses 
together before the internship and often work 
on group projects with their travel partners. 
 As a class, we explore the concepts 
of cultural adjustment and cross-cultural 
communication, and students develop a code 
of ethics for their group during a 24-hour 
preparatory session. This session strengthens the 
bonds students have with each other and with 
me. Upon their return, a second 24-hour session 
takes place off-campus and provides students 
with a safe space to debrief their experience. 
The session focuses on exploring the emotional 
struggle they faced during their time abroad 
and upon return through activities and guided 
discussions. After that, I find that students 
can more easily engage in critical reflection on 
their experiences and on their role as agents of 
change.

Conclusion

 In conclusion, examining our internship 
program from a Freirean perspective has 
reinforced my belief that internships abroad 
can play a significant role in the development 
of students’ critical awareness and ability to be 
agents of change, although it has also reinforced 
my conviction that the internship experience 
should focus on the development of students’ 
dispositions to enter into dialogical relations 
while on their internship. 
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PiCTURE THiS! STUdENTS’ CONCEPTUALiZATiON Of COURSE 
THEMES iN TEACHiNg ANd LEARNiNg iN HigHER EdUCATiON  

Suzanne Le-May Sheffield, Dalhousie University

Abstract

A picture can generate many words and ideas around a central theme.   In this paper I highlight 
a thematic approach that involves students in the conceptualization of the main concept(s) at the 
beginning of a graduate course ‘Teaching and Learning in Higher Education.’  By inviting students 
to contribute images to a course picture gallery that represents main concept(s) of the course, then 
to browse and frame those pictures with words, students collectively conceptualize a theme that 
they can continue to reference, build upon, and discuss throughout the course. I then purposefully 
incorporate the ideas generated by this visual collage and meaning-making exercise throughout 
the entire course, tying-in students’ words and images to weekly lectures and discussions. This is an 
enjoyable and thought-provoking exercise that enables students to create meaning for themselves, 
and to make connections with the course material and with others across disciplines. 

 The thematic approach to learning 
can provide students with access to a deep 
engagement with the course material.  Themes 
can be broadly conceptualized. The goal for the 
teacher is to encourage students to explore and 
unpack all the tightly woven concepts, ideas and 
thoughts that reside in the thematic statement 
or question. The thematic approach to learning 
results in less emphasis on rote learning and 
memorization and, according to the National 
Science Education Standards (1996), places 
more emphasis on “learning subject matter 
disciplines in...context” or “integrating all 
aspects of science content” (quoted in Czerniak 
et al., p. 124).  Teachers who utilize a thematic 
approach believe that it makes the subject “more 
interesting and meaningful”  (Czerniak et al., 

p.139). Another advantage of the thematic 
approach to teaching and learning is that it 
often allows students to begin with their own 
“personal memories, experiences or values” and 
to connect them to present situations that in turn 
encourage them to effect change in the future  
(Walck, 2003). Teachers also believe that the 
thematic approach helps “students understand 
the ‘big picture’” (Czerniak et al., p.139) of the 
subject they are learning.  Brandt argues that 
this approach “seeks to…ask ‘big questions’ and 
make connections among students in diverse 
majors…” (1998, p. 17).
 In my experience, introducing a course 
of study to students with a general over-arching 
concept, perspective or question that highlights 
a particular theme enables students to focus their 
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attention in lectures, readings and discussions. 
Articulating themes for students, and exploring 
them together, provides a clear rationale for 
a course and outlines its value to students’ 
lives. The class has a common foundation for 
meaningful exploration of a subject, and a 
perspective, or a lens, through which the subject 
can be collectively viewed, even if the students 
come from diverse disciplinary backgrounds. 
As students advance through the course, it can 
also allow them to engage with the thematic 
concepts by posing their own questions, enabling 
them to build on, and even to move beyond, the 
instructor’s thematic approach.  Some students 
may re-frame the course content for themselves 
in new ways and it may promote their creativity 
(Brandt, 1998, p.24). Students reframe what 
they have learned, applying it to their own 
background and lived experience.
 One way to highlight the main theme 
of a course is by introducing the theme to a 
class in the course’s first lecture, and making 
reference to the theme in subsequent lectures 
and discussions. Ideally, though, the theme(s) 
will also be integrated more thoroughly into the 
course and into the student’s conceptualization 
of the course. Asking students to help you build 
an understanding of the theme from the first day 
of class, for example through building definitions 
or by comparing and contrasting terms, is one 
way to encourage students to think deeply about 
certain ideas and concepts. Instructors can also 
link a course theme to an assignment. Designing 
an assignment that asks students to incorporate 
the course themes encourages students to explore 
some aspect of the course content in the context 
of the theme. Demonstrating how this might be 

done in a class allows the instructor to model for 
students how they might integrate the theme of 
the course into their own written work.   
  In 2010, I began teaching the course 
‘Teaching and Learning in Higher Education’ 
(CNLT 5000). This non-credit, pass/fall graduate 
course is a component of the Certificate in 
University Teaching and Learning at Dalhousie 
University offered through the Centre for 
Learning and Teaching.  The purpose of the 
course is to fulfill the theory component of 
the Certificate Program, but this theoretical 
perspective is paired in the course with learning 
how to apply theory to practice by designing 
their own course. CNLT 5000 aligns with 
Kandlbinder and Peseta’s (2009) articulation 
of the key concepts for other similar courses in 
teaching and learning in higher education. Such 
courses, they posit, tend to include a focus on 
reflective practice, understanding of constructive 
alignment, emphasis on student approaches to 
learning, and assessment-driven learning and 
on a scholarly approach to teaching.  As well as 
incorporating these key concepts, CNLT 5000’s 
course description also notes that, “The general 
goal of the course is not to promote a single 
prescriptive approach to learning and teaching. 
Rather, each member of the class will develop 
a workable research-based approach to course 
design specific to their own teaching context.”  
One of the challenges of this course is enabling 
students to find their own path suitable to their 
disciplinary context, while also enabling them 
to recognize some common ground they share 
with all teachers across the disciplines.
  I wanted to integrate the thematic 
approach into the CNLT 5000 course, but there 

AAU Teaching Showcase 2011         57 



were inherent challenges to doing so. Each 
year, the thirty students in the course represent 
almost every faculty from across the university.  
The majority of these students come to the 
course without any background in the discipline 
of teaching and learning in higher education. 
Only a few have teaching experience beyond 
one or two teaching assistantships.  Most have 
given little thought to the theories of higher 
education and how they apply in the university 
classroom.  At the same time, a few students will 
have taught their own courses.  Students in this 
course are outside of their disciplinary comfort 
zone. They are in a class where the majority of 
students are from disciplines other than their 
own.   Moreover the students are diverse in age, 
cultural background, and life/work experience.  
 Finding a theme for a course that was 
grounded in the discipline of higher education 
and yet would satisfy a cohort of students from 
a multitude of disciplinary backgrounds seemed 
challenging.  But reflecting on what all students 
did have in common, I decided I wanted them 
to approach the course from the perspective of 
learning—their own learning and their students’ 
learning. The theme of the course then became: 
What do you value most in the learning 
process? The course encourages students to 
think about their own course design and about 
teaching and learning in a global, institutional, 
disciplinary and inter-personal context, yet it 
is of the utmost importance that they not lose 
sight of the learning of their students and their 
own learning as teachers.  As the instructor I 
also consider it my responsibility to model the 
importance of learning from my students and 
growing as a teacher.  In this current climate 

of quality assurance, accountability, rising 
tuition, rising class sizes, declining budgets, 
and customer-service rhetoric, and in a time of 
momentous change for institutions of higher 
learning around the world, we need to encourage 
our future educators to teach what they value 
as learners. Learning is, and should be, at the 
core of the university. We must be mindful of 
our students’ learning needs, goals, aspirations, 
and desires and prepare them to apply what they 
have learned in the world in which they must 
live and work. As teachers we are responsible 
for constructing a curriculum that will achieve 
these learning goals.
 As CNLT 5000 is a graduate course, I 
wanted to involve students more deeply in the 
exploration of course themes. I also wanted 
them to recognize the value of collegiality in 
enhancing our teaching and students’ learning. 
While the first class of the course focuses on the 
big picture, the historical, global, institutional 
and disciplinary context of teaching and 
learning, the second class brings the focus right 
down to the individual learner.  In this second 
class, the students begin to explore who they are 
as learners and who they are (or will become) 
as teachers.  They do this individually and as a 
group. I ask students to bring in a photograph, 
drawing, or picture that represents an aspect of 
learning that is important to them. They may 
bring either a found image or an image they 
create themselves.  At the beginning of class, we 
create a gallery of images about learning posted 
on the white board. While students usually feel 
some discomfort about sharing their image, 
their curiosity about other students’ images draw 
them into the activity. I ask all the students to 
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stand in front of the wall of images for a few 
minutes to quietly reflect on their own image 
in the context of those contributed by others. I 
then invite students to place words around the 
pictures that highlight key aspects of learning.  
We then discuss what conclusions can be drawn 
about learning.  In this way, each class of students 
conceptualizes the course theme for themselves 
—no longer a disparate group of students drawn 
from all faculties. Through the exercise they 
become a coherent group of learners who see 
what they have in common with one another 
and what they can learn from each other.
 In the two years I have engaged 
students in this activity, several fascinating 
issues have emerged. For example, learning 
happens everywhere, but is rarely represented 
by a classroom in the image gallery. Yet the 
students often find common ground in their joy 
of learning, and in how they overcome learning 
challenges. Active-learning, learning by doing, 
practicing and engaging in a variety of ways are 
highlighted. Reference to assessment is limited.  
As a result, questions and interests are thus raised 
by these threads that are re-visited throughout 
the course. 
 To ensure that this activity continues to 
work as a central point, I devised a number of 
ways to keep the gallery inspired conversation 
going. The following week, I distribute the list 
of words that they have collectively generated. A 
sample of some of the words generated include: 
curiosity, doing, communication, working 
together, solitude, practice, reflection, debate, 
inspired, challenge, growth, diversity, journey, 
laugh, play, investigating, exploring, hands-on, 
life-long learning, appreciation, effort, love what 

you do, guidance, and humour.  I ask them to refer 
to this list as they design their own course and 
settle on a teaching approach.  While the students 
may agree upon foundational thematic concepts 
about learning, each student must explore for 
themselves how such conceptualizations will 
work most effectively in thinking through their 
own course design.
 In addition to encouraging students to 
think about those values and concepts around 
learning for their own course, I also bring the 
images back into the classroom throughout the 
course. In lectures and discussions I use all the 
images again, at least once, to reflect upon how 
the chosen image impacted my own thinking 
about learning, inviting the student to share 
their own thoughts and intentions in choosing 
the image, and reflecting as a class when there 
are discrepancies between interpretations.  
On other occasions I have used the words 
and images to suggest new themes and issues 
that are not currently incorporated into the 
course, but which raise interesting pedagogical 
questions for discussions. For example, in the 
Winter 2010 class, about a third of the images 
and words related to play and creativity. The 
students themselves were surprised by this 
conclusion and it came up for discussion on a 
number of occasions. As a result, I decided to 
look at the higher education literature on play 
and creativity and incorporate this focus into 
the course.  
 The ideas generated from this one in-class 
activity enable me to thread themes throughout 
the course, through the students’ discussion and 
reflection on teaching philosophies, teaching 
approaches, activities and assessment choices. 
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It is my hope that this thematic approach 
brings them back to themselves, and to their 
disciplines, helps them draw on other disciplinary 
perspectives, to recognize similarities and to 
ask why there are differences, to ask, finally, if 
learning approaches they grew up with need to 
change and how that change might be effected.  
The students in CNLT 5000 explore their 
beliefs about learning. What they value most is 
pondered, articulated, and established in their 
own minds, and they carry these ideas away 
with them as teachers. They also consider how 
they will impact their students’ learning through 
the course design choices they make. In this way, 
students leave CNLT 5000 with the skills and 
understanding to apply and practice what they 
have learned and positioned to ensure their own 
students have positive learning experiences in 
their courses.
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CONNECTiNg iNTERPROfESSiONAL EdUCATiON ANd CARE Of THE 
ELdERLY: THE MAPLESTONE COLLAbORATiVE LEARNiNg CENTRE

Anne Godden-Webster, Dalhousie University
Catherine MacPherson, Maplestone Enhanced Care
Tom Mersereau, Superstore Pharmacy, Bedford 

Abstract

In an effort to better prepare learners in the health professions to engage in interprofessional, 
collaborative client-directed care, Dalhousie University and Shannex, a family-owned provider of 
seniors’ care services, have partnered to create the first academic nursing home of its kind in Atlantic 
Canada. Located at Maplestone Enhanced Care, a licensed long term care facility in Halifax, the 
Collaborative Learning Centre (CLC) is an interprofessional learning environment that aims to 
facilitate a positive change in attitude towards long term care and care of the elderly and equip 
learners with the competencies necessary for interprofessional collaboration. To date, over 140 
learners from eleven professions have completed rotations through the CLC. This session will 
describe the development and implementation of the interprofessional student team component of 
the CLC, which has been carried out with minimal costs or changes to profession-based curricula. 
This presentation will highlight successes, challenges, stakeholder feedback and lessons learned 
from the perspectives of a learner, the service provider and the university. 
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Anne godden-webster 
anne.godden-webster@dal.ca

With a background in Speech-Language Pathology and clinical education, Anne is the 
Interprofessional Experience Coordinator in the Faculty of Health Professions at Dalhousie 
University.  In this position, her role has been to facilitate the development of new initiatives 
to enhance interprofessional education, particularly in the practice setting.

Catherine MacPherson 
catherinemacpherson@shannex.com

Catherine is the corporate Decision Support Specialist with Shannex Inc. and was previously 
Project Manager, Collaborative Learning Centre at Shannex’s Maplestone Enhanced Care 
site. As Project Manager, she was responsible for collaborating with Dalhousie University 
partners to develop and implement Maplestone’s academic nursing home mandate. 

Tom Mersereau

Tom is a pharmacist from the Dalhousie University College of Pharmacy class of 2011. 
While finishing his 4th year he participated in an interprofessional learning module at 
Maplestone Enhanced Care, which was quite influential. He is currently practicing at 
the Bedford Superstore pharmacy where he continues to use the skills learned from his 
experience at Maplestone.
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CONNECTiNg REAdiNgS TO CLASSROOM ACTiViTiES TO 
ASSigNMENTS

Geoffrey Lee-Dadswell, Cape Breton University 

Abstract

Getting students to read ahead so that they are prepared for class can be a major challenge. 
Giving students the support they need while working on difficult assignments and projects is also 
challenging. I will demonstrate methods that I use to motivate the students to do the readings, and 
to help them connect the ideas together during class. I will also summarize some ways to form 
connections among the students to forge a peer network in the class that supports the students 
through difficult assignments. Some of this is done by keeping the students involved in the course 
outside the class using a course management system such as Moodle. Other parts are achieved 
through more old-fashioned methods. Knitting the whole thing together takes a lot of planning 
but the rewards in terms of student outcomes are worth it.
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geoffrey_lee-dadswel@cbu.ca

Geoff obtained his B.Sc. in Physics and Mathematics from the University of Waterloo.  
He then did his M.Sc. and Ph.D. in Physics at the University of Guelph.  He joined the 
Department of Math, Physics and Geology at Cape Breton University in 2006.  Geoff ’s 
primary research interest is transport theory, especially heat transport and diffusion in 
exotic physical systems.  As an instructor, Geoff is committed to active learning and is 
striving to abolish lecturing from his courses.  He dreams of some day teaching in a 
“physics studio” which allows seamlessly moving back and forth between experiment and 
class discussion formats.



 There are a number of familiar, and 
continuing, challenges faced by instructors 
who want to use oral discussion as a strategy to 
help students learn. Some of these most of us 
never think much about because they seem to 
be simply intrinsic components of the situation; 
others are familiar to all of us. 
 The familiar ones are, among others: the 
fact that oral discussions tend to be dominated 
by some students to the exclusion of others; that 
many or even most students speak only to the 
instructor and have little regard for the fact that 
what’s going on is supposed to be a multilateral 
discussion rather than a question-answering 
session; that many students are reluctant to 
disagree with or even qualify what others 
say; that feelings are hurt when they do; that 
discussions tend inexorably to center around 
the instructor’s interventions; that when they 
don’t they tend to wander into the personal, the 
superficial, and the trivial. 
 Even though such problems are part 
of the territory, I, like most of my colleagues, 
believe there’s something irreplaceably valuable 
about helping students formulate and take 
responsibility for their ideas, place them 
into a polite but uncompromising academic 
environment, and learn from being wrong, or 
partial, or even from coming up with ideas that 
impress and engage others. My career choice, in 
fact, was governed—over a half century ago—by 
the conviction that academia was the only place 

(the only place I knew of, anyway) where such 
discussions regularly took place. 
 One idea I’ve been working with for 
some years seems to me helpful in creating such 
discussions; among other things, it seems to help 
me to engage a wider proportion of the class in 
the conversation. To structure that discussion, 
or to get it started, I use a deck of 3X5 cards, 
each with a class member’s name on it. I usually 
have them fill out the cards at the beginning of 
the course, and use them regularly. To start, I say 
that we’re going to do a round (if there are more 
students in the class than I’m likely to have time 
for in a session, I say we’re going to do a round 
until we run out of time). 
 I shuffle the cards, and deal them out 
one at a time. Students whose name comes up 
have the floor—just as in a usual “round,” they 
can pass if they like with no opprobrium, or they 
can say what they think relevant. As in a round, 
the speaker has the floor, and then we pass on 
to the next one (I often remind students that if 
someone says something they want to respond 
to, they should make a note). When the round 
is done, the floor is open for discussion. 
 There are, of course, variations; sometimes 
one can allow or encourage in-process responses; 
sometimes a student can, rather than simply 
passing, ask to have her card put back in the 
deck. I often hand the deck to a student in the 
class to call the names, as a way of making me 
less the focus of discussion. 

iT’S iN THE CARdS

Russ Hunt, St. Thomas University 
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(A more complete description is available at 
http://www.stu.ca/~hunt/incards.htm .)

Russ Hunt 
hunt@stu.ca

Russ taught his first university class in 1963. Since then he’s published fairly widely on 
learning and teaching, Restoration and Eighteenth Century literature, empirical studies 
of literary reading, IT and teaching, and plagiarism. He has been nominated for, and won, 
a number of teaching awards, though he doesn’t believe in teaching awards. He’s taught 
well over a hundred courses, in areas ranging from freshman comp to honours seminars. 
When he gets it right, he’ll retire.
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Context 

 Each term begins with students 
arriving in classes packed with personal baggage 
and individual histories. The common context 
in my own teaching involves meeting students 
with much experience in a subject, namely 
mathematics, accompanied by passion or disdain 
—usually the latter with a student population 
dominated by prospective elementary teachers. 

description of Activity 

 Prior to introducing myself, the course, 
or any mathematics, I open with a simple 
activity. A small piece of paper is provided to 
each student. The following question is asked:

If math was a colour, what colour would it be and 
why did you select that colour? 

 Students are asked to not write their 
names on responses and advised that responses 
will be read to the class. 
 Shortly after posing the question, I 
circulate with a large envelope to collect responses. 
Usually it is necessary to make a few rounds of 
the class so as not to discourage anyone taking 
longer to process or prepare a written response. 
The activity continues with me reaching into the 
envelope and reading several responses, usually 
returning to read more later in the class. 

Rationale and Comments 

 Why do I do this? The surprise creates a 
different tone. Students are calmed by realizing 
that their own anxiety has much company. 
This activity is part of informal assessment – a 
concerted effort on my part to learn about the 
students in my class. The experience is enriching 
as creative writing and vivid images may emerge. 
Recent examples include: 

RED – I chose red for the obvious reason that I 
don’t feel as though I am that good at math and red 
is more of a negative colour to me. Stop and not 
go? 

Orange. Math would be orange because it keeps me 
on my toes…a bit of heat…a bit of friction; but all-
in-all a yummy colour! 

 The idea is readily adaptable to other 
disciplines. Feel free to use your own question 
that may tap into the pulse that your students 
are bringing into the class. I have used the above 
activity for over 15 years. The students have been 
in math education courses, a statistics offering 
for nursing students, and math departmental 
courses such as calculus or finite math. 

if MATH wAS A COLOUR...

John Grant McLoughlin, University of New Brunswick 
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John grant McLoughlin 
johngm@unb.ca

John is a professor of mathematics education at University of New Brunswick (UNB) 
with cross/adjunct appointments to mathematics and statistics departments at UNB, 
Dalhousie and Thompson Rivers University.  John has been involved in teacher education 
for 20 years through which he has bridged his interests in the mathematical development 
of teachers, problem posing and solving, and the broader context of teaching and learning. 
He looks forward to strengthening the bridge through teaching first year mathematics 
again in the fall.  John is a 2011 recipient of the University Teaching Scholar Award at 
UNB.
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Rohini bannerjee  
rohini.bannerjee@smu.ca

Rohini is an Assistant Professor in the Department of Modern Languages & Classics at Saint 
Mary’s University in Halifax, Nova Scotia. Her primary area of research is in Francophone 
literature and culture of the Indian Ocean. 

Larry baxter 
larrybaxter@ns.sympatico.ca

Larry is semi-retired; keeping busy as a HIV/AIDS volunteer with an interest in public 
education, rehabilitation and policy; as well as a health mentor and volunteer patient for 
Dalhousie University. 

Matthias bierenstiel  
matthias_bierenstiel@cbu.ca

Matthias is an Associate Professor in the Department of Chemistry at Cape Breton University 
with an inorganic chemistry research program on metal-metal synergic interactions for 
applications in catalysis and biomimetic protein research. He is active in teaching and 
learning activities and is currently the Faculty Liaison for Teaching and Learning at CBU. 
The development of a new teaching method for the periodic table of the elements is his first 
independent Scholarship of Teaching and Learning project.  

Mindy Carter 
mindy_carter@cbu.ca

Mindy is an Assistant Professor in the Department of Education at Cape Breton University. 
She is interested in arts-based research, curriculum theory, a/r/tography and arts education 
(specifically actor training and theatre education).

kristin Crocker 
kr759743@dal.ca

Kristin is a student in the Master of Science in Occupational Therapy program at Dalhousie 
University. 
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geoffrey Lee-dadswell 
geoffrey_lee-dadswel@cbu.ca

Geoff obtained his B.Sc. in Physics and Mathematics from the University of Waterloo.  He then 
did his M.Sc. and Ph.D. in Physics at the University of Guelph.  He joined the Department 
of Math, Physics and Geology at Cape Breton University in 2006.  Geoff ’s primary research 
interest is transport theory, especially heat transport and diffusion in exotic physical systems.  As 
an instructor, Geoff is committed to active learning and is striving to abolish lecturing from his 
courses.  He dreams of some day teaching in a “physics studio” which allows seamlessly moving 
back and forth between experiment and class discussion formats.

beverlie dietze  
beverlie.dietze@msvu.ca

Beverlie is an Assistant Professor in the Department of Child and Youth Study at Mount Saint 
Vincent University.  Her research interests include early childhood education issues including 
outdoor play, staff development, collaborative learning, and programming models.  She also is 
interested in teaching and learning strategies that support young adults in college and university 
settings.

Shelley doucet 
sdoucet@unb.ca

Shelley is an Instructor in the Department of Nursing & Health Sciences at the University of 
New Brunswick in Saint John and an Adjunct Assistant Professor in the Faculty of Medicine at 
Dalhousie University. Shelley’s experiences teaching interprofessional student teams in classroom 
and clinical settings, as well as her ongoing clinical experiences in mental health nursing, have 
lead her to establish interprofessional health education initiatives and to explore their outcomes. 

Reina green 
reina.green@msvu.ca

Reina is an Associate Professor of English at Mount Saint Vincent University and teaches 
drama, including Shakespeare, and has research interests in Canadian theatre and contemporary 
performance of Shakespeare’s plays.
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Eileen Herteis 
eherteis@mta.ca

Eileen is director of the Purdy Crawford Teaching Centre at Mount Allison University and 
the current chair of the AAU Coordinating Committee on Faculty Development. Eileen is 
particularly interested in portfolios as both a product and a process to document teaching 
and learning achievements. She is co-author (with Nicola Simmons) of the STLHE Green 
Guide The Portfolio Process (2010). She created the Teaching Portfolio Website housed at the 
University of Saskatchewan.

Russ Hunt 
hunt@stu.ca

Russ taught his first university class in 1963. Since then he’s published fairly widely on learning 
and teaching, Restoration and Eighteenth Century literature, empirical studies of literary reading, 
IT and teaching, and plagiarism. He has been nominated for, and won, a number of teaching 
awards, though he doesn’t believe in teaching awards. He’s taught well over a hundred courses, in 
areas ranging from freshman comp to honours seminars. When he gets it right, he’ll retire.

Nadya Ladouceur 
nladouce@unb.ca

Nadya is the Experiential Education Coordinator for Renaissance College, University of New 
Brunswick.  She oversees the national and international internship programmes and community 
life.  

A graduate of the University of Quebec in Montreal (M.A. Intercultural Communication) and 
native of Quebec, Nadya has been actively involved in community work and in education in 
French-and English-speaking Canada and overseas.

Catherine MacPherson, MHSA, CHE 
catherinemacpherson@shannex.com

Catherine is the corporate Decision Support Specialist with Shannex Inc. and was previously 
Project Manager, Collaborative Learning Centre at Shannex’s Maplestone Enhanced Care site. 
As Project Manager, she was responsible for collaborating with Dalhousie University partners to 
develop and implement Maplestone’s academic nursing home mandate. 
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John grant McLoughlin 
johngm@unb.ca

John is a professor of mathematics education at University of New Brunswick (UNB) with 
cross/adjunct appointments to mathematics and statistics departments at UNB, Dalhousie and 
Thompson Rivers University.  John has been involved in teacher education for 20 years through 
which he has bridged his interests in the mathematical development of teachers, problem posing 
and solving, and the broader context of teaching and learning. He looks forward to strengthening 
the bridge through teaching first year mathematics again in the fall.  John is a 2011 recipient of 
the University Teaching Scholar Award at UNB.

Tom Mersereau

Tom is a pharmacist from the Dalhousie University College of Pharmacy class of 2011. While 
finishing his 4th year he participated in an interprofessional learning module at Maplestone 
Enhanced Care, which was quite influential. He is currently practicing at the Bedford Superstore 
pharmacy where he continues to use the skills learned from his experience at Maplestone.

Susan Nasser 
snasser@dal.ca

Susan, a social worker, coordinates the Dalhousie Health Mentors Program. Her interests include 
interprofessional collaboration, community development, and building positive relationships 
between the university and the community. 

Suzanne Le-May Sheffield 
suzanne.sheffield@dal.ca

Suzanne is the Associate Director (Programs) for the Centre for Learning and Teaching at 
Dalhousie University.  Among her program responsibilities she administers the Certificate in 
University Teaching and Learning for graduate students and post-doctoral fellows and is the 
course director for Teaching and Learning in Higher Education (CNLT 5000).

Anne godden-webster 
anne.godden-webster@dal.ca

With a background in Speech-Language Pathology and clinical education, Anne is the 
Interprofessional Experience Coordinator in the Faculty of Health Professions at Dalhousie 
University.  In this position, her role has been to facilitate the development of new initiatives to 
enhance interprofessional education, particularly in the practice setting.
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