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ABSTRACT
This thesis explores the relationship between the concepts of education and activism. |
suggest that educators can approach activism in ways that are consistent with the aims of
education. In support of this suggestion, I conduct an analysis of a concept of education
that includes activism (Chapter II). Building on the notion of educative activism, I explain
a framework of appreciative resistance that I have developed as an approach to education
that includes activism. The Concept is based on an ethics-based epistemology (Cheney &
Weston, 1999) where our understanding of the world is preceded by an etiquette that
demonstrates an openness to the world’s possibilities (Chapter III). In the following two
chapters I look at cases (or examples) that offer a chance to test possible examples of the
appreciative resistance concept, and their connection to educative activism. The first case
(Chapter IV) examines an activist campaign with which I was involved as a student at
Lakehead University. While I am critical of the way that the campaign was approached, 1
analyze the activist events for elements that fit with the concept of appreciative resistance.
The second case (Chapter V) explores a fictional response to a development issue on the
Lakehead University campus. The story is designed to represent an activism that
exemplifies the appreciative resistance concept. Analysis following this story links
appreciative resistance to the broader concept of educative activism. The story is
represented in a non-traditional voice that expresses my thinking about educative activism
in a way that is not possible using a traditional academic tone. Chapter VI provides a
summary of the main arguments presented through the thesis, and offers some guideposts
for further thinking and

research about educative activism and appreciative resistance.

/I
other voices
lay

justunderthesurface.
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CHAPTER1
Introduction and Personal Rationale

Activism is a contentious issue when paired with the idea of education. Teachers
and students bring diverse values and agendas to educational experiences, and the wide
range of contexts in which education can occur makes for no simple answers where this
pairing is concerned. In this thesis, I explore ideas of education, environmental
education, and activism, and examine the complex ways that these constructs interact
within the context of education. Specifically, I develop a concept that I have named
“appreciative resistance” to describe a particular kind of educative activism, one example
of the integration of activism used to forward educational aims. In doing this, I create a
project that is conceptual in nature, and uses cases, stories, and narratives as vehicles for
analysis of a conception of education which encompasses some kinds of activism.

I wonder how activism can be educational, or included in learning in such a way
as to further educational goals? Can activism be used in educational contexts without
manipulating or coercing students? Where activism is used as a pedagogical tool, how
can students use it in ways that demonstrate integrity and appreciation for all parties to a
conflict? If we encourage students to engage in thoughtful activism, can philosophical
inquiry guide this activism in more educational ways? In addition, drawing in part on a
critical/post-structural theoretical orientation, I wonder what ways activism in education
might be used as a tool for disruption of, and resistance against, dominant narratives that

construct our “selves,” communities, schools, and environments (Barrett, 2005;

McKenzie, 2004).



In speaking of appreciative resistance, I mean the ability for students to engage in

efforts of resistance that are generative, and respectful towards themselves and those with
whom they disagree. The idea of appreciative resistance draws on “appreciative inquiry,”
an action research methodology that is based in a model of positive thought called the
“appreciative paradigm” (Stavros & Torres, 2006), and on ethics literature from an
emerging branch of ethical thinking called ethics-based epistemology (Cheney &
Weston, 1999; Jickling, 2005a, b). These concepts are explored in greater depth in the
following two chapters. Bringing these questions to a convergence, the overriding
question that I want to explore in this thesis is: Is there a place for sociocultural activism
in environmental education?

How I Arrived Here: Some Underpinnings of This Project

This section brings a personal touch to my thesis. By “placing” the origins of my
ideas and analysis into context, I expect that this project can better resonate with readers’
own experiences and ideas. Further, reference to this personal history will guide me in
the continuing development of this project.

I have been interested in graduate studies for some time, although the disciplines
and areas of research interest have changed many times. The initial idea for a master’s
thesis on environmental education and social change initiatives occurred while drivine«
along highway 401 between Whitby and Mississauga, Ontario (across the top of the city
of Toronto). I was taking up a few weeks of work between mishing coursework for my
bachelor of education degree and beginning niy final practicum at an outdoor education
centre. While sitting in the daily traffic jam that was my early morning routine those few

weeks, I looked a:und and noticed that, like me, everyone was sitting alone in their car.



I thought about this for a moment, and realized that this was not only a problem of
environmental dimensions, but of social dimensions as well. It occurred to me that many
of my fellow commuters arrived at work each morning and home at night feeling tired
and grouchy from the hour(s) they spent sitting in traffic on their way to work, just as I
did.

As an education student, I wondered what role an educator, qua educator, could
play in helping to reform the environmental and social ills highlighted by a society that
sits alone in traffic for hours each day. I wondered about the emissions that could be
reduced if people found alternative ways of commuting, and if these people would be
happier and healthier if they weren’t isolated in traffic so much? In particular, I
wondered about ways that I could encourage students to take action on environmental
issues such as this, and how I might participate in such action with them without taking
advantage of my position as an educator. While this thesis is a departure from my initial
ideas on that morning drive, they were the genesis of a Master’s thesis in environmental
education.

In the eight months spent completing coursework for this Master’s degree, I spent
a good deal of time contemplating how this project might look. As my thesis concept was
developing, I became involved in a student-led activist project. The campaign urged the
university administration to rethink a land exchange plan that would see a parcel of
riparian land annexed from the university property and leased to the adjacent golf and
country club and developed as part of the golf course. The more involved 1 became in the
activist campaign, the more 1 struggled with what I perceived as a lack of integrity

demonstrated by the organizers in their attempt to affect change. They seemed set on



vilifying the university administration in the eyes of the students and the local
community. In this process, the real issue (in my view) of long-term protection of natural
space on campus seemed to become lost in a nasty fray of drum-banging protest that the
university administration seemed to ignore.

Despite my dissatisfaction with this approach to activism, I still felt like the issue
was important and participating in the campaign was worthwhile. In the end, the
campaign was effective in thwarting the proposed landswap, at least in the short term;
however, I wonder if the negative tone surrounding this activism may have soured the
university administration on further talks about protection, and respect for, natural spaces
on campus, or naturalization of university land. If the activist approach had been
different, could we have laid a better foundation for future green space protection on
campus? If the activists had positioned their efforts as an educational endeavour—central
to the purpose and mission of the university—would the university administration have
been more cooperative? My analysis of the landswap case forms a chapter within this
thesis.

My experience with the landswap issue led me to think about activism, and where
people develop ideas about activism and social advocacy. I questioned whether “good”
activism could be taught in schools or other educational settings. In reading about the
topic, I became interested in Norwegian philosopher Nass’s interpretation of Gandhi’s
activist philosophies. In an interview on Deep Ecology and education (Nass & Jickling,
2000), while outlining how he suggests teachers might deal with contentious issues in the
classroom, Nass suggests that we maintain open dialogue with those who have views that

are different than our own. Further investigation into Gandhi’s ideas about action in



Nass’s writing (Naess, 1958) led me to think of Gandhian and Nessian thinking as
potential lenses for analysis of activist cases in education.

Since I began studying at the Faculty of Education at Lakehead in 2005, I have
noticed a trend of development on campus that seems to disregard aesthetics and
environmental concerns. The landswap situation is one example of this trend. Another
example is the construction of a new parking lot and later a motor vehicle overpass (or, as
I prefer, over/pass) on campus, which facilitates the ease of parking, as well as the
movement of vehicles around the campus. While these are issues of concern to a
university, should they be the only concern? What about the loss of aesthetics of our
campus landscape? What about the negative impacts predicated by more drivers on
campus? Certainly, these issues are of concern as well. In what way might we resist
development on campus that is environmentally and aesthetically short-sighted? The
second case that I will conduct is a speculative look at ways that the campus community
might begin to resist the trend of campus development that has been started with this
parking lot and over/pass, but both examples are chosen Because they illustrate my thesis
of an education that foregrounds activism.

From a critical pedagogical perspective, ] understand education to be inherently
political (Kincheloe, 2005); from this it follows, in my mind, that an education that is
political in nature should provide guidance on political action. On the surface this is
appealing; however, there is certainly a conceptual question associated with politically
active education that needs to be analyzed in greater depth. If it is assumed that
education is inherently political and ethical, can the concepts of action and resistance be

educationally justified in ways that don’t lead towards activities that are presumptious,



coercive, or doctrinaire? I have framed my thesis as a conceptual exploration of teaching
good, or justifiable, resistance within an idea of education. I will introduce appreciative
resistance to the analysis and test its fit with the broader concept of education. I will then
use cases to contextualize my concerns and to provide substantive content for analysis.

It is interesting, in the later stages of the production of this project, to draw a
connection from my starting point (early morning commuting on highway 401) to where
the process of creating a masters thesis has brought me. In some ways, I think those early
morning drives that provided so much time for thinking and reflection can be viewed as
the genesis of the appreciative resistance that I construct in this thesis, as well as an
example of the kind of praxis that drives (double entendre intended!) the concept of
appreciative resistance as a pedagogical strategy. The carbon/oil issues that I was (and
am still) concerned about in those early stages of this project began a chain of
action/reflection that led in part to a change in my lifestyle (I no longer commute an hour
to work each day), as well as the development of the conceptual side of this thesis, an
exploration of the educative potential of activism.

Research Questions

I come to this project with assumptions, and it ts important to be clear about my
starting places as I undertake this project. Sitting in my car on the 401 led me to believe
that education needs to be engaged with contemporary issues that are meaningful to
teachers and students, as well as the wider community. This kind of engagement in
education could involve activism of some sort. Yet, my involvement with the landswap
suggests that not all activism is educational, just as not all experiences are inherently

educational (Dewey, 1938). Literature that I review points to the idea that teachers can



have influence on their students without being doctrinaire (Hare, 1964; Nass & Jickling,
2000). The question that is more difficult—that requires more finesse in answering is the
question of how to conduct activism in educational ways. In what context, with what
intensity, and with whose interests in mind should we approach activism or resistance as
educational experiences? In my focusing question at the opening of this thesis, I ask is
there a place for sociocultural activism in environmental education? As well, 1 wonder if
an appreciative approach to activism can support, educationally, such political
resistance? These are the questions that I will explore throughout this thesis. In order to
be systematic, I will focus on the question of activism in education in Chapter I, and
Chapter 111 will look primarily at the notion of appreciative resistance, a concept that I
argue offers some potential as a means to educative activism. The cases presented in
Chapters IV and V will serve as a testing ground for the analysis conducted in the earlier
chapters. The forthcoming section provides a brief outline of each chapter.
The View From Here: An Outline of the Thesis

In Chapter 11, I present a conceptual analysis of that considers ways that activism
may be consistent with education and further its aims.' Central to this argument is the
tension between education and indoctrination. In Chapter 111, I examine the concept of
appreciative resistance—an approach that I think has potential to help educators bring
activism 1n line with education. I explore how appreciative resistance may help educators
frame approaches to activism in ways consistent with education, and away from
indoctrination or other misuses of authority or influence over students. Chapter IV and V

are case examples that serve as testing opportunities for the concept of appreciative

! The notion of aims of education is difficult in and of itself, and is also addressed in
chapter 11.



resistance developed in Chapter 111. Chapter IV outlines a campus-based activist
campaign that I have been involved with during my graduate studies. The story of the
Landswap Issue gives me an opportunity to point out examples of appreciative resistance
and demonstrate how the concept of appreciative resistance can be grounded in an
understanding of education that is inclusive of activism.

In Chapter V, I explore a new voice, and devise an invented case (Wilson, 1963)
about an activist initiative that resists development for the sake of development on the
Lakehead University campus. This story is personal, and provocative, but more
importantly it opens an opportunity for me to engage with the idea of appreciative
resistance, and make connections between the concept of appreciative resistance and
educational aims that it would be harder for me to make using traditional argument or
analysis. Such an approach to research is also consistent with a growing support in
educational scholarship, including environmental education research, for alternative
means of research representation (Cole, 2002; Giroux, 2007a; Hart, 2002; Kincheloe,
2007). The story highlights the generative or positive character of appreciative
resistance, and the analysis that follows further links appreciative resistance with the
educative activism that I propose in Chapter I1. Chapter VI provides a summary and
synthesis of the thesis, and provides some commentary on the results.

i
multiple voices

live
In
these pages

different voices
tell
different tales



stories within stories
theses within theses
some dominant
others suppressed
waiting for just the right moment....
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CHAPTER I

Developing Conceptual Analysis as Research in a Postmodern Context

Conceptual analysis is an appropriate choice of research method for the initial
phase of my thesis. It is a useful technique for unpacking meaning in the language found
in my research question. Meaning in terms like education and resistance can be explored
by “looking closely at some of those ideas attached most closely to the concept of
education itself” (Soltis, 1968, p. 7). Moreover, this analysis allows for the uncovering of
“value commitments” (p. 15), either implicit or explicit that are attached to an
understanding of each concept.

As part of my research, I contribute to the development of conceptual analysis
conducted in educational research during a period influenced by a postmodern mood
(Noddings, 2007). Conceptual analysis 1s historically grounded in the analytical tradition
of philosophy, attributed to Bertrand Russell (Noddings, 2007), and taken up in the area
of education by the likes of Peters (1965, 1967, 1973), Scheffler (1960), Soltis (1968),
and others. Peters (1973) notes that “the cardinal philosophical sin is to fail to make
important distinctions” (p. 14). While distinction is an important part of conceptual
analysis, postmodern theory offers an equally important perspective on subjectivities and
pluralities that may be helpful in “nudging” analytical thought toward being responsive to
change, and the ability to recast itself as demanded by the changing landscape in which a
concept exists (Deleuze & Guattari, 1994).

The contribution that I make through bringing a postmodern mood to conceptual
analysis 1s an offering of some socially critical ideas to the process of analysis of

concepts in the analytical tradition. This offering should not be understood as a value
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judgment of one ideology against another, but rather as a suggestion that drawing on
some ideas from postmodern thinking, such as its challenge of universal knowledge and
singular truth, may be helpful in building a rigorous conceptual analysis that explores
important questions about subjectivity and pluralism such as the nature of partial and
situated knowledge (Haraway, 1991) that arises from postmodern theory.

I conduct a conceptual analysis that is grounded in the methods of the analytical
tradition (c.f. Wilson, 1963) and is informed by a post-modern mood brought to bear by
philosophers working in the continental tradition (Noddings, 2007). Analytical methods,
as I understand them, map the meanings of, and relationships among concepts by
analyzing examples that are thought to be representative of a particular concept. To
balance this approach, I draw from a critical pedagogy which offers perspectives that are
mindful of social justice issues in education—perspectives that are not always
represented or considered central to a concept, and so may sometimes be under-
considered in analytically driven conceptual analysis to date (Kincheloe, 2005). I wish to
conduct a conceptual analysis that responds to critical pedagogical critiques of the
analytical tradition, for example the under-consideration of effects of cultural power and
domination (Kincheloe, 2007). In considering critical pedagogy in a conceptual analysis,
1 produce research that is mindful of hegemony and which begins to consider
environmental and social justice concerns that may not have received enough attention in
educational philosophy (B. Jickling, personal communication, May 2007), in particular
the philosophy of environmental education (Orr, 1992). This approach continues a

tradition of scholars who have brought a flavour of critical pedagogy to their work in
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environmental education (Barrett, 2005; Clover, 2002; Fawcett, Bell, & Russell, 2002;
Lousley, 1999; Malone, 1999; marino, 1997; McKenzie, 2004; Russell, 1997).
My Approach to Conceptual Analysis

The bulk of writing on the doing of conceptual analysis comes from the analytical
tradition; however, questions arising from critical pedagogy offer a flavour of social
criticism to the analysis, creating the potential for philosophy that not only theorizes
about concepts, but also inspires social and ecological change. It is my hope that this kind
of critically influenced conceptual analysis is taken up by educators and those who they
teach, and that together they negotiate the kind of education that will enable socially just
change in the world. In this way, it is my position that it is neither educators nor
education alone which enables change, but rather tﬁat change is negotiated amongst all
participants in the educational process.

Wilson’s (1963) book Thinking with Concepts provides an excellent practical
guidebook to methods for conceptual analysis in the analytical tradition. He asserts that
users of conceptual analysis should be adept at identifying questions of concept from
other types of questions (value or factual), and that they should be able to parse a “mixed
question” (concept combined with value or fact) in order to avoid offering “right
answers” when the meaning attached to a concept has not been solidly established.”> With
these skills, conceptual analysts can apply different cases (or examples) of a concept
(model cases, contrary cases, borderline cases, invented cases) to glean meaning from the

language that we use to describe concepts, and in turn to answer philosophical questions.

* While I find Wilson’s ideas helpful, I also recognise that the analytical emphasis on
separating fact from value, and the notion of “right answers” must be approached
cautiously given the postmodern mood that I am considerate of in this thesis. Indeed,
Wilson himself points out the problems that “right answers” might present.



13

Given that conceptual analysis has its roots in the analytical tradition of
philosophy, there is little in the way of a roadmap or blueprint that describes what
conceptual analysis influenced by questions of postmodern critical pedagogy might look
like. This leaves me going somewhat out on my own in developing an understanding of
conceptual analysis that accepts some of the challenges introduced by critical pedagogues
working in the postmodern domain. As a starting place in building my analysis, 1 offer
the work of Wilson (1963) as a foundation for doing conceptual analysis, delineating
concepts in order to establish some degree of common meaning. For Wilson (1963),
common meaning may be established by examining cases and examples, in search for
threads that tie examples together and thus give outline to concepts. 1 also look to
Deleuze and Guattari (1994) whose meta-philosophy brings postmodern challenges to
conceptual analysis in the analytical tradition. Their questioning of the universal nature
of concepts, and the concept of concept itself can recast analysis in a way that is different
from other examples of conceptual analysis in the philosophy of education (Peters, 1965,
1966, 1967, 1973; Scheffler, 1960; Soltis, 1968).

Deleuze and Guattari (1994) assert that “every concept has an irregular contour
defined by the sum of its components” (p. 15-16), and that “philosophers are always
recasting, and even changing their concepts” (p. 21). In the same vein, Peters (1966)
comments that “terms in a natural language develop a life of their own and send out
shoots which take them far away from the central trunk of the concept...The important
thing is that we should recognize the differences in the uses as well as the similarities” (p.
2). This similarity between Deleuze and Guattari (1994) and Peters (1966) shows a

resonance between traditional analytical philosophers and the work of Deleuze and
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Guattari (1994), which places an emphasis on this continuous change and development
that I find helpful in considering postmodern concerns in conceptual analysis.

As a way of articulating the parameters within which concepts exist, Deleuze and
Guattari (1994) conceptualize the plane of immanence. They describe the plane as “a
table, plateau, or a slice” (p. 35) on which concepts rest. What most qualifies this idea as
postmodern is the possibility of multiple planes of immanence on which concepts might
rest in different configurations, and that the development of a plane of immanence is
contextually influenced. They note that:

If it is true that the plane of immanence is always single, being itself pure

variation, then it is all the more necessary to explain why there are varied and

distinct planes of immanence that, depending on which infinite movements are

retained and selected, succeed and contest each other in history. (p. 39) |
Understanding conceptual analysis this way brings a flavour that resonates with me. 1
don’t interpret the work of analytical philosophers in education to advocate absolute
universalism, but the notion of a plurality of concepts is not foregrounded in their work.
Plurality is important in the analysis that I want to conduct, as it opens space for hearing
multiple voices within the stories that I will tell later in this thesis, and in the analysis of
education which I am about to begin. Showcasing a multiplicity of voices, or planes on
which concepts exist (Deleuze & Guatarri, 1994) may help avoid the problem of “right
answers” that Wilson (1963) identifies, and also speaks to the postmodemn concern that
conceptual analysis offers single solutions to philosophical problems without regard for

contextual factors (Noddings, 2007). Where education and activism are concerned, I will
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approach my analysis of these concepts from a wide viewpoint to encompass a variety of
possible formulations of each concept.

Keeping in mind the notion of a conceptual analysis that is responsive to
postmodern questions, in the sections that follow I will analyze the terms “education,”
“environmental education,” and “activism” in an attempt to see if the concept of
education, can be justifiably seen to include educational activism. In chapter I, I will
use the notion of educative activism to develop a concept of appreciative resistance,
which I will use to test cases presented in Chapters IV and V.

Coming to Terms: The Concepts of Environmental Education and Activism

In what ways can activism be educational? When might it be otherwise? Given
the highly conceptual nature of these questions, it seems difficult to begin an answer
without first unpacking the question and clarifying specifically what is intended by the
concepts it contains (Wilson, 1963). Simply furnishing a definition of each concept is not
adequate. The amorphous nature of the concepts of education and activism make it
difficult (and undesirable) to pin down the idea to a single definition (Jickling, 1997,
Peters, 1966; Soltis, 1968). However, it is difficult to engage in an in-depth discussion
without having some clarity about key terms constituting the topic. Through conceptual
analysis I will provide groundwork that I hope will elucidate the terms education,
environmental education, and activism enough to invite an intersubjectivity of meaning
that can then be used to investigate appreciative resistance in educational settings. To
this end, I approach conceptual analysis in a way that frames ideas enough to provide a
structure for discussion, and moves beyond formulaic definitions in the hope of outlining

criteria that form contours of a concept (Deleuze & Guattari, 1994; Peters, 1966). I am
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not attempting to frame a “right” conception of these ideas, but rather, I am constructing
a working conception that reflects assumptions about, and possibilities for education,
environmental education, and activism.

With the notion of working conceptions in mind, and considering my critical
postmodern influences, I would also like to recognize that while I may ascribe particular
criteria to a concept, that my conception is not universal, and 1 may centralize
(foreground) that which other conceptions leave peripheral (backgrounded) (Peters, 1966;
Wilson, 1963). In fact, in my thinking about education and activism, I quite explicitly
draw the notion of activism towards the centre of the concept of education, although it is,
I believe, generally considered peripheral. In doing this I participate in the work that
Deleuze and Guattari (1994) describe as the recreating of concepts “for problems that
necessarily change” (p. 28). In the section that follows I will undertake an analysis of the
concepts of education, environmental education, and activism in preparation for
developing a concept of appreciative resistance in Chapter IIL
Education

While this thesis deals specifically with the concept of environmental education, 1
begin with a discussion on the more general concept of education because 1 believe that
an understanding of environmental education is best thought of as being nested within a
broader conception of education (Jickling, 1997; Jickling & Spork, 1998). As such, 1 will
begin by examining some of the analysis that has already been undertaken by
philosophers of education in the analytical tradition. My analysis of education focuses on
the work of Peters (1965 1966, 1967, 1973), but also draws from Hare (1964), Wilson

(1963), and Deleuze and Guattari (1994). 1 also provide some analysis of the criteria that
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are important in thinking about education as a concept that brings with it a flavour of
critical pedagogy.

Peters (1966) explored the idea of education in an effort to reveal the critenia that
compose education as a concept. He concluded that three things primarily constitute the
process of education: the transfer of contextually worthwhile things; some element of
knowledge, understanding, or cognitive perspective that is dynamic or responsive to
dialogue; and, the condition that procedures or activities that are coercive or manipulative
are ruled out. These criteria describe education in conceptual terms, as opposed to
activities, or pedagogies that are enactments of the concept. That 1s to say, for example,
that a teacher’s methods of teaching reading (or any other subject) in a classroom
represent one means of achieving Peter’s (1966) three criteria, but these might also be
reached by other means, either by a teacher with a different approach, or by a learner in
some context outside of schooling. This variability of approaches is significant in the
discussion of educational aims.

Peters (1967) suggests that education might be understood as a family of
processes that share certain criteria that people generally deem to be educational in
nature. He outlines processes or sub-concepts that he sees as central to education, and
those that he considers borderline. (The central processes he suggests include things like
training, instruction and learning by experience, teaching and the learning of principles,
the transmission of critical thought, and conversation and “the whole man’[sic]). This
line of thinking is helpful, in that it outlines education as a broad expanse of experiences

and accomplishments rather than as a single process.
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In his contribution to the discussion of the aims of education, Peters (1966, 1973)
elaborates on what he means by education as a family of processes, as opposed to
activities. He points out that as a process, education does not prescribe any particular
activities; although, it does eliminate activities that are considered indoctrinatory.
According to Peters (1966), the concept of education does not dictate specific activities,
and therefore cannot not have extrinsic outcomes at the level of process, even though the
activities that constitute cducation may have purposes or ends that are outside the process
itself. The point of this distinction 1is that the aims of education are ntrinsic to education
itself, and should not be thought of as connected to societal needs or outcomes—although
extrinsic outcomes are generally concurrently achieved through the activities that are
chosen as a means to education (Peters would say these activities have purposes that are
concrete and often extrinsic, rather than aims that are intrinsic).

The distinction between education as a process and activities as a means of
carrying out the process is important because the aims of education bear heavily on the
construction of education as a concept, and how the component parts of the concept are
laid out as central or peripheral. My interest in this thesis is recreating a concept of
education that may allow a role for activism as a more central component. Given that
activism is a goal-directed endeavour, it is challenging to integrate this under Peter’s
(1966, 1973) conceptions of the aims of education. This is an important challenge to
work through, however, because Peters makes a strong argument for conceptualizing
aims of education that separate education from indoctrination and other more subtle
processes that are extrinsically directed, as they have high potential to lead students away

from free thinking and questioning of ideas.
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An Education—Indoctrination Tension. In my effort to recreate the concept of
education in a way that draws activism from the periphery towards the conceptual centre,
it 1s important to consider the fringes of the concept, particularly where education borders
with coercive teaching such as indoctrination. It is my belief that education can include
activism, but that care must be taken to ensure that educators push students to think for
themselves and make independent choices about activism. In this section I explore the
qualities of the borders between education and indoctrination, and in the following
section I provide some commentary on ways that educators might conduct aetivism in
educational contexts without concurrently transplanting coercive or manipulative
qualities sometimes associated with activism.

In his work on the concept of education, Peters (1965, 1966, 1967, 1973) stresses
the importance of “wittingness and voluntaryness on the part of the learner” (1966, p.
45). This is one factor that separates education from indoctrination, as it requires some
kind of consultation with the participant (or perhaps their parents) on what the process
will look like. Hare (1964) also emphasizes the need to ensure that what we call
education is qualitatively different from indoctrination. He notes that the key difference
between education and indoctrination lies not in content, or in method, but in aim.

For example, a teacher might use non-rational methods with students who are too
young to participate in rational discussion, and this would be acceptable in an educational
context providing that the teacher’s aim is to produce students who will one day have the
skills to engage in meaningful moral discussion of the subject(s) they are learning. This
notion links nicely with Peters (1966) second criteria of education, that there be an

element of knowledge that is dynamic in its response to new information through
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dialogue. Moreover, Hare (1964) suggests that when a teacher 1s using non-rational
methods of persuasion, she may simultaneously invite students to participate in moral
discussion about the issue, knowing that they may not be cognitively ready for such a
discussion. This invitation is of key importance in Hare’s (1964) conception of the
tension between education and indoctrination, as it establishes the teacher’s aim to help
students develop as free thinkers at the earliest possible time.

I am in agreement with Hare (1964), and I think that his separation of education
and indoctrination at the level of aim is a useful distinction, and 1t dovetails with my
upcoming analysis of the potential for educative activism, in particular my discussion of
Nass’ (Nass & Jickling, 2000) thoughts on dealing with controversial issues in the
classroom. Before moving there, however, I offer a brief discussion about the tension
between education and indoctrination that is created by Hare’s (1964) suggestion that
persuasive techniques may be appropriate educational strategies in some circumstances.

Navigating the Education—Indoctrination tension. Hare (1964) nghtly points out
that influence is a central effect in the teacher/student relationship, and that this feature of
the relationship need not be considered indoctrinatory. Permitting that the teacher’s aims
are educational in nature, some persuasion may be useful and appropriate. This is
supported by Peters (1966) in his discussion of the normative nature of education; what is
worthwhile to teach needs to be decided by somebody or some group of people, and that
ultimately this value cannot help but be transmitted along with the teaching. Teaching,
however, 1s not strictly educational, or indoctrinatory; there is clearly a grey scale or

continuum between these two poles. Where the threshold between education and
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indoctrination lies, and how close to the edge a practitioner can tread and still be
considered a good educator remains an important question.

Walsh (1993), as part of his geometry of education, outlines a continuum on
which educational practices may float in regards to political bias. He describes one
extreme as open (general shared agreement, or having a high area of common ground),
and the other as loaded (specifically interest driven). The open end of the continuum is
shared more-or-less by different discourses of education, while the loaded end is
fragmented and contoured to the specifications of various proponents of discourse (for
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example, supporters of “education for sustainable development,” “education for the
environment,” and other “‘education for” campaigns). Points on the continuum are
dialectically interrelated, that is to say that educational activities are never strictly loaded
or open, but rather are in dynamic interplay with mulitiple positions on the spectrum
(Jickling, 2003). This is critical in my conceptualization of education, because it means
that particular approaches to education are not fixed; there are opportunities for issues of
loaded character to be examined within the more open realm of educational discourse,
and for open positions to be explored in a more contested atmosphere that characterizes
the loaded side of the spectrum.

Let me be clear that I am not advocating that loaded issues be dragged to the open
end of the spectrum in the guise of objectivity or value neutrality; rather, I think that by
examining value-laden issues from a more-or-less open position we are able to conduct
analysis of the issues with individuals who hold a wide variety of viewpoints, thus

broadening students’ ability to comprehend viewpoints different from their own, even if

they disagree. Approaching contested issues in this way would seem to be in line with
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Peter’s (1966) second criteria of education, that knowledge should be dynamic. In the
reverse scenario (giving “slant” to otherwise open issues), the dialectic interplay along
the political/apolitical spectrum puts supposedly objective notions about education up for
debate in a “mediated and negotiated third space” (Jickling, 2003, p. 24).

Given the messiness of the political/apolitical spectrum that Walsh (1993)
outlines, it would seem that the lines between pedagogical integrity and more
questionable educational practice, as well as the larger threshold between education and
indoctrination are equally blurry. Jickling (2003, 2005¢) builds on Walsh’s (1993) work
by suggesting guideposts for teachers who choose to engage with controversial issues in
“the tough work of good education” (Jickling, 2003, p. 25). He suggests that when
wading into loaded issues, educators should ensure they embrace ambiguity and build
indeterminacy into their practices. This approach brings with it tentativeness about
competing viewpoints or possible directions, and allows educators to highlight choices
and alternatives for their students. The notion of choice is implicit in all of Jickling’s
(2003, 2005) guideposts, and for me choice is in turn connected to the important
educational task of empowering student voices (McLaren, 1989).

Educators teaching about controversial issues empower student voices when they
employ methods that allow students to engage with the issues being taught in ways that
resonate with their own stories and lived experiences (Giroux, 2004; McLaren, 1989). As
a facilitator, the educator helps students to identify choices and possibilities, as well as
potential for action. Moreover, the educator acts as a catalyst for discussion that outlines
a breadth of views and approaches to action amongst members of the learning

community. Rather than championing any one perspective, the educator highlights the
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diversity of opinions, and engenders in students a sense of hope, and efficacy in their
ability to make a difference. According to Giroux, this approach “pluralizes politics by
opening up a space for dissent, making authority accountable, and becoming an activating
presence in promoting social transformation” (2004, p. 39). Considered in this way,
educators draw the concept of activism to the center of education when they conduct their
practices in ways that subvert the status quo by enabling students to develop a sense of
political agency, without forcing that agency in any particular political direction, but
perhaps pointing at some landmarks as places from which to begin an activist journey
(Nass & Jickling, 2000).

Environmental education is one facet of education where pedagogy is often
linked to activism. Environmental issues have become front burner political issues. In
the Canadian context, in particular, environmental concerns often hit close to home. A
great number of Canadian families earn their living through resource-based industries and
they are often criticized by those promoting environmentalist agendas. Knowing the
complexity of these issues, in the following section I extend the previous analysis that
suggests activism can be educational, and need not be seen as an indoctrinatory (or
otherwise coercive or leading) practice in the context of environmental education.

Environmental Education. 1 put forward a conceptualization of environmental
education that rests within the concept of education that I have been discussing. 1deas
from Peters (1966, 1967), Hare (1964), McLaren (1989), and Giroux (2004), as well as
my own contribution to the conceptual analysis are as relevant in the field of
environmental education as they are in the field of education in general. There is also a

healthy discipline-specific discourse on the nature of environmental education that will
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have a bearing on my effort to conceptualize education and environmental education in a
way that positions activism as a central educational concept.

1 begin by offering some characteristics that I think are central to environmental
education. The upcoming bullet list comes from the reading that I have conducted
through coursework as a graduate student in education, specifically environmental
education, as well as research that was conducted specifically for this thesis. It is also
influenced by my practice as an outdoor educator. What is included here are ideas and
concepts that resonate for me as an environmental education researcher and practitioner,
and that also sync with the broader conceptualization of education presented in this
chapter. I have made an effort to select criteria that paint environmental education in the
widest sense possible (Walsh, 1993), rather than limit my analysis to any one venue or
delivery point for environmental education. Certainly there are things that I have left out
or overlooked; I mitigate this concern by remembering that I have not set out to define
environmental education, but rather to highlight an understanding of significant contours,
in the spirit of conceptual analysis. In some cases this means drawing the contours in
new ways—an attempt at recreating the way environmental education is generally
understood (Deleuze & Guattari, 1994; Peters, 1966). With these qualifiers in mind, 1
believe that environmental education:

* Exposes students to a variety of environments—natural and built, urban and rural.
It is conducted through activities and content in a variety of subjects, curricula, or
interest areas, and 1s best not reduced to any single discipline or subject.

» Facilitates opportunities for students to reflect on their place in, and relationship
to, the environments that they live in, and near, or are exposed to in the process of

educational experiences.
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e Attempts to equip students with the knowledge, skills, and judgment to make
thoughtful and critical choices about how to live well in their environments (Hart,
Jickling, & Kool, 1999; Orr, 1994).

e Encourages students to connect with the natural environment in ways that
promote personal development and a sense of social and ecological justice that
can be demonstrated through reflective action during and beyond environmental
education experiences (developed from Fawcett, Bell, & Russell, 2002; Russell,
1997; Sauvé, 1999).

* Inspires hope for the future; a hope that generates feelings of agency in students
which empowers them to engage in the struggle of building positive futures
(Giroux, 2004).

Given these criteria, when are we doing environmental education? When are we
not? These questions address the scope of environmental education. Orr (1994) argues
that all education 1s environmental education, in that a message about human
relationships with the earth is sent either explicitly or implicitly in every lesson in any
subject area; the content of the message varies, but it is always present. Orr’s thinking is
congruent with Eisner’s (1985) notion of three curricula that all schools teach. Eisner
posits that any school in addition to teaching the explicit curriculum also instructs
students through the implicit or hidden curriculum (those things that are taught without
being explicitly instructed), as well as the null curriculum (those things that are learned
by default because they are ignored in the curriculum). Eisner’s implicit and null
curricula are one way of explaining Orr’s statements about environmental education.
When messages about the environment or the more-than-human world are sent, either
implicitly through curriculum in any subject, or through their omission from curriculum

altogether—environmental education (for better or worse) is happening.
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Working from Orr (1994) and Eisner (1985), there are quite a number of
possibilities for environmental education to be woven into school curriculum and other
educational programs, and an equal number of chances to help students experience an
educative activism that is not only based in feelings of hope (Giroux, 2004), but that also
expand that hope by sharing it with others. This also resonates with Peter’s (1966)
second criteria of education, which calls for pedagogy that builds dynamic knowledge
that is responsive to dialogue and new information. Returning to the previous discussion
of the education/indoctrination tension, developing activism that meets educational
criteria is no small task, and requires more analysis. Specifically, some discussion of the
educative activism that I am describing is required.

Activism or Advocacy?

In developing this section, and the idea of action in education that I am using in
this thesis, I have struggled with what words to use to describe what I mean by action in
environmental education. I feel like the words activism and advocacy both convey the
type of activity that might have educative potential, but both also have the potential to
give the wrong impression about what it is that I am suggesting. The word activism, for
example may connote ideas of rallies, placards, banners, and civil disobedience. While
none of these images are necessarily negative (in many cases they are examples of
engagement, commitment, and passion on the part of the participants), these things are
often considered outside the realm of traditional pedagogies because of the politically
loaded nature of the activities (Fawcett, Bell, & Russell, 2002; Lousley, 1999).
Consequently, even in cases where students feel moved to action about a cause or issue,

avenues for taking action are often limited because of the “null” or silenced position of
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activism within the curriculum (Eisner, 1985). Educators can cling so tightly to the open
end of Walsh’s (1993) continuum that the passion and care for issues that are of
relevance to students are sanitized out of education (Jickling, 2003), perhaps even
cleansed so much that teaching about environmental issues is no longer educational,
when considered against Peter’s (1966) second criterion.

This sanitization of education leaves teachers with strategies that fall, in my
thinking, under the heading of advocacy. For me, the word advocacy conjures a picture of
activities like letter writing, petition signing, and leafleting. These things are fine
examples of social action—and they should be used as pedagogical tools—but somehow
I don’t get the sense that the same engagement, commitment, and passion are attached
with these activities. Clearly, this feeling is inaccurate to some degree, as there are
countless letter writers, petitioners, and leafleters in the world who are achieving social
change through their efforts—some who are willing to die for their writing. I think,
though, that in an educational context, these activities are incorporated into pedagogy
more often than the more controversial activist methods because they are perceived as
being “safer” for use in classrooms (Lousley, 1999). This makes we wonder if the reason
that activist endeavours are viewed as rash (or even miseducational), is that most people
have never had the opportunity to develop a sense of what thoughtful and effective
activism looks like through their education.

In this thesis I will use the term activism to refer to social action that I think has
educative potential. This decision is based on the analysis of education that I have just

completed, and the forthcoming analysis of activism. Illuminating these analyses is the
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‘notion that developing students as caring, politically engaged, passionate agents of social
change is central to both education and activism.
Educative Activism

Nass, in an interview with Bob Jickling (Nass & Jickling, 2000) on Deep
Ecology and education, calls for “invite[ing] relaxed debate on a large scale” (p. 50)
where disagreement over difficult issues can occur within an educational context. This
relaxed debate is characterized as a respect for a diversity of opinions among community
members, a place where dissent is welcome, and dialog is critical but friendly. Nass
(Ne&ss & Jickling, 2000) describes this debate as occurring on a large scale; this has two
implications in my mind. First, that there is not a rush to reach any conclusion, but rather
a focus on continuing the discussion, and second that the learning that 1s gained from the
debate is “big picture”—that is, it highlights the interconnectedness of the 1ssue(s) rather
than fragmenting students’ thinking. Nzss’s proposal for large scale relaxed debate is
one of the characteristics of the type of learning community that I would like to facilitate
and participate in as a teacher, as well as the type of educational environment that I
would like to inquire in, and about, as a researcher. Not coincidentally, it is also
copacetic with my discussion of the criteria and aims of education in its demand for
students to use critical thinking skills, and for student agency in the process of their
education.

It is in this type of environment that I believe that the educative potential of
activism can flourish. The relaxed and large scale atmosphere of the learning community
that Nass (Neess & Jickling, 2000) describes is, 1 think, an example of a middle ground

on Walsh’s (1993) spectrum of open/loaded politics of education—neither open and
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sterile, or loaded and slanted; rather, it is an atmosphere of engagement and commitment
to continued dialog about issues that are socially relevant. This type of atmoshpere may
create an opening for contentious issues to be discussed and acted on in ways that
promote further student agency.

One of the ways Neass (Nass & Jickling, 2000) suggests we might foster an
atmosphere of relaxed debate is through careful choice of our words. He speaks of the
importance of qualifying “if”’ statements. By beginning a statement with the word “if”’ as
a qualifier, students are given an opportunity to consider what is said, and accept or reject
it for themselves. Nass postulates that “if”’ statements are one means of validating the
inclusion of one’s own opinion in an educational context. “And if you always use these
qualifying ‘ifs’ then you are on the right side” (p. 61). For me these “ifs” are a symbol of
possibility and potential. For example, as a teacher dealing with the issue of protecting
campus green space in my class, I might use the statement “if you believe that we are
responsible for protecting green space on our campus, then you might be interested in
participating in a campaign to convince the school not to allow development along the
river.” The use of terms like “if” and “might” offer students choices about if and how
they engage in opportunities for activism. A respect for, and encouragement of choice is
what separates education from indoctrination (Hare, 1964).

Using words like “if” and “might” opens the door for a large scale dialogue within
a learning community, a dialogue that has potential to move beyond the classroom or
educational environment, and into a larger community discourse. This dialogue is an
understanding within the learning community that there is no rush to reach “the” answer

or immediately convert others to one’s own position or way of thinking. It emphasizes
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both education (and/or environmental education) and activism as processes, rather than
places to end up; although, particular goals or resting places (Jickling, 2005b) will most
certainly arise from the process.

The rests that Jickling (2005b) refers to provide a literal rest stop from the
exhausting work of continuous reflection as well as a vantage for doing the work that has
been suggested through reflection. For example, they allow for making decisions and
acting on them. For educators and students, rest stops provide an opportunity to break
from discussion and reflection that is critical to education, and opens a window to action
based on the best of what has come out of reflection and discussion. During these rests,
the thinking of both the teacher and student(s) is shaped through activism. In this way,
rest stops enable a connection between reflection and activism—a praxis. This, in
addition to student choice, separates the idea of educative activism from more
indoctrinatory processes.

Troubling Neess. While Nass’s interview with Jickling (2000), as well as some of
his other work (c.f. Nass, 1965), have been very helpful in the development of my
thinking, 1 also approach some his ideas about the way we influence students with
caution. Neess (Nass & Jickling, 2000) suggests that it 1s acceptable for teachers to
challenge students in regards to the formulation of their basic premises. I cautiously
agree. However, educators need to be careful about how they “nudge” students whose
formulation of ideas differ from their own. Nass (Nass & Jickling, 2000) makes two
statements of importance here. First, he says that we can tell students that we ““strongly
object” to some of the consequences of their premise formulations, and second he says

that we might ask them “Could you modify the formulation of your basic views?,” or
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“could you accept to formulate the premise a little differently” (p. 49). I like the direction
that Ness i1s going in here, in that it is dialogical in nature; still, I worry that this line of
questioning could move towards coercion, or some other misuse of power or influence in
the teacher/student relationship. In the hustle and bustle of contemporary education,
educators may overlook, or be unaware of the degree of influence that they have over
students. For me, helping students “rework” their thinking would require the disclaimer
that I am okay with being uncomfortable with their thinking, that they needn’t change
their ideas only because I disagree. 1 think that for education to be activist in nature it
cannot be imposed by the teacher, but must rather be offered to and/or invited by the
students. This invitation is an excellent example of how Hare’s (1964) notion that
education and indoctrinaton can be separated by their aims. By extending an invitation
for students to rework their thinking, the teacher demonstrates care, concern for critical
thinking, and a respect for student choice. These characteristics of pedagogy indicate an
aim towards education and not coercion or manipulative influence.

Extending Neess. While Ness 1s a significant influence in my thinking about
activism in education, it seems narrow to focus a concept around only one scholar’s
work. Looking beyond Nass, | am influenced a great deal by other scholars working
from the critical tradition. Brazilian educator, academic, and activist Paulo Freire is
particularly inspiring. His (1968/1970) development of the concepts of praxis and
concientizacion are important for my understanding of the possibility of educative
activism. Thinking about critical consciousness building (concientizacion) and reflective

action (praxis) in Freire’s terms has allowed me to examine my own practice as an
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educator in search of ways that I can more deliberately expose students to these concepts
in my own work.

My work as an outdoor and experiential educator has revealed for me many ways
that the concepts of conscientization and praxis connect nicely with Naess’s take on the
role of activism in education: “the education itself should consist of actions. You cannot
have a dichotomy there...you cannot draw the linc sharply at all between education and
action” (Nass & Jickling, 2000, p. 60). Whereas Nass is not explicit in saying that these
actions are activist in nature (although one could certainly read this into his work), others
have made more explicit links between education and activism.

Within the context of environmental education research, these i1deas continue to
be forwarded today by scholars such as Lousley (1999), Malone (1999), and Clover
(2002), among others. Insofar as education occurs in schools, I am interested in
Lousley’s use of McLaren’s words: “critical pedagogy considers the school a terrain of
cultural struggle ‘functionfing] simultaneously as a means of empowering students
around issues of social justice and as a means of sustaining, legitimizing, and reproducing
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dominant class interests’” (Lousley, 1999, p. 294). If we assume this to be so, what place
does activism have in the context of education? How should activism be included so as
to allow for engagement in the cultural struggle that McLaren (1989) identifies, but
without overshadowing other purposes of schooling and education,’ like socialization?

Knowing the potential for activism in educational contexts to stray from the aims of

education, in what way might a researcher/teacher/activist include activist notions

3 While socialization is generally more connected with the idea of schooling, and not of
education (particularly in the analytical tradition, c.f. Barrow & Woods, 2006), I do not
think that education in the most commonly understood contexts is without socializing
tendencies.
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educatively within a school, and how might an activist approach interact with the
hegemony that McLaren describes? Lousley’s (1999) effort to politicize her research in
schools, given that environmental education and environmental issues are typically
included in schools in “safe” or apolitical ways, is one strategy for counter-hegemonic
action.

Lousley (1999) and McLaren’s (1989) work draws my thinking to the tension
between education and socialization in the analytic tradition of educational scholarship.
Barrow and Woods (2006) explain that

what is meant by socialization is the development of certain attitudes, habits, and

behaviours that are regarded as an integral part of the culture or society in

question, primarily by a process of example and expectation, without any
particular attempt to provide understanding of or any reasoning to support such

behaviour. (pp. 14-15)

They go on to say that socialization is at various times an untoward effect of schooling as
well as an intended outcome; some aspects of socialization are culturally desirable (the
expectation of punctuality, in some cultures, for example) while others are more
objectionable (like the tracking of students into pseudo class-based streams of the school
system).

These observations are similar in many ways to the work of Lousley (1999) and
McLaren (1989), although these critical pedagogues bring a flavour of dissent to the
discussion about this tension that is not highlighted by Barrow and Woods (2006). The
critical pedagogical stance on this issue (as much as such a generalization is

appropriate)—that socialization in schools has a dubious tendency to favour the
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privileged and powerful—resonates for me, and is one example of ways that 1 think
critical discourse in education has the potential to “nudge” more traditional analysis
towards engagement with a mood of concern for social justice in educational scholarship.

Issues of praxis and conscientization are also explored in Malone’s (1999) work.
Here she conceives of the environmental education researcher as environmental activist.
I extend this thinking to see the environmental educator as environmental activist. I see a
praxatic link between teaching and activism, and I wonder if it 1s possible to draw firm
distinctions between these subjectivities at all (Barrett, 2005). This point is critical in my
conception of activism as an educational pursuit. It is the convergence of my praxis as an
educator/activist that allows for the integration of educational aims and activist activities.
The connectedness of these subjectivities (educator and activist) protect one from the
other—If my activist-self is integrated with my educator-self, gua educator, 1 cannot
knowingly betray the aims of education in the pursuit of activist aims. Conversely, gua
activist, the education that I conduct cannot be sterile and apolitical; I must conduct
education that engages students as agents in a democratic society.

As a final point, I think that 1t is important to develop the idea of conscientization.
From a critical perspective, conscientization forms the basis of educational practice
(Clover, 2002). Freire (1968/1970) describes conscientization as “the deepening of the
attitude of awareness characteristic of all emergence” (p. 109). From this I understand
that a process of critical consciousness-raising in education is focused on awakening
students to those things around them that they often take for granted—this might mean
showing that they can make change in their worlds, or exposing ways in which each

student has privilege. There is a connection between conscientization and my earlier
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analysis of Nass’s ideas about a dialogical approach to activism in education. By
participating in “relaxed debate on large scale” as Nass suggests, students’ attention may
be drawn to ideas, concepts, and situations that they may otherwise take for granted, and
that otherwise go unquestioned.

A dialogical approach in the vein of conscientization underlies my premise for an
educative activism. While my approach is certainly not the only possible formulation of
an activism that is educational, it is dialog that I see as being central to any approach to
integrating activism and education. Again, | see dialog (particularly between students
and teachers) as one of the key factors that separate the notions of education and
indoctrination (Hare, 1964).

On Ethics

If activism is a process that can be used in the pursuit of educational aims, which 1
have argued that it can be, then what are the ethical implications that come with this
integration? Certainly, in pairing two such normative concepts as education and
activism, the concept of ethics cannot be ignored. The doing of education or activism is
an ethical undertaking by its very nature. In preparation for the upcoming chapter that
outlines the concept of appreciative resistance, a deliberate discussion of ethics will help
to outline what I mean by this concept, and its importance in a relationship between
education and activism.

It is difficult, and unnecessary for me to assign a single place for the
discussion of ethics in this thesis. The concepts such as education, activism, and
indoctrination are connected with the idea of ethics in complex ways, which are explored

throughout the thesis. Carol Geddes (Wren, Jackson, Morris, Geddes, Tlen, Kassi, 1996)
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asserts that from the viewpoint of her aboriginal culture, “we would never have a subject
called environmental ethics; it is simply part of the story” (p. 32). This resonates,
because it helps me to understand that I needn’t necessarily “carve out” a specific place
to discuss ethics in relation to education or activism, but that the notion of ethics is
infused within all of the concepts with which I am engaging. That being said, I should
make clear the view of ethics that I take, so as to provide some clarity to my analysis.

Given that ethics is of central concern to all of the concepts that have been
analysed in this chapter, it is important to point out that much like education and activism
are processes (both conceptually, and pedagogically), ethics is also a process, and not
merely a code of conduct as it is so often conceived of in contemporary understanding
(Saul, 2001). In this way, ethics become relevant to the analysis that I am conducting
because the consideration of ethics 1s not reduced to “checking the rule book;” rather
ethics are an integral part of the analysis itself—the conceptual analysis becomes an
enactment of ethical practice. This means that ethics isn’t an obligatory bother of doing
research, rather, it is an integral and worthy part of the analysis itself.

I am a supporter of the notion of ethics-based epistemology (as described by
Cheney & Weston, 1999 and developed by Jickling, 2005a, 2005b). This ethical
formulation asks, according to Cheney and Weston, “what if the world we inhabit arises
most fundamentally out of our ethical practice, rather than vice versa” (p. 116)? In this
asking, Cheney & Weston (1999) question the foundation of traditional ethical thinking
that moral actions arise from a knowledge of the world. They suggest that such a
conception of ethics is a contrast to the more common assumption that ethics are derived

from knowledge of the world (epistemology-based ethics). If we accept Cheney and
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Weston’s (1999) reversed formulation of ethics and epistemology, there are a variety of
implications for the integration of activism in education. An epistemology based in ethics
means that ethics becomes foregrounded in ongoing discussions within the field of
epistemology, and also in wider educational contexts that may intersect with activism.
Such discussions open up possibilities for ethics to be thought of and enacted as an
everyday activity (Jickling, 2004). Considering ethics on a day-to-day basis allows for
opportunities to identify ways that knowledge may grow out of ethical concerns. For
instance, regular day-to-day engagement with activism could work as a window to
discussing connections between how we act or live in the world, and the ways that we
understand knowledge. In this way, the notions of ethics-based epistemology and ethics
as an everyday activity are mutually supportive. Central to the idea of ethics-based
epistemology is etiquette. An ethics-based epistemology is not a set of beliefs about the
world so much as it is an etiquette from which we can begin to engage with the many
possibilities that the world offers. The etiquette which leads ethics-based epistemology is
a critical feature of the concept of appreciative resistance that I will develop in Chapter
111, in part because it brings the notion of ethics into everyday practice.

Another advocate of engaging in ethical thinking on a regular basis is Saul (2001),
who characterizes ethics as “a muscle that must be exercised daily in order to be used in a
normal manner” (p. 66). 1 don’t take this thought to mean that ethics can be reduced to a
20 minute workout” each day, but rather that ethics becomes something that is part of
everyday experience, rather than something only considered on particular occasions, or
by those with special expertise. The everyday consideration of ethics mirrors, and

connects to my conception of an education that begins to centralize activism. Activist
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approaches in education may be most effective when they are conducted as long-term
everyday processes; however, they are all too often included in education as special
events or one time happenings, much like ethics are generally considered outside of
regular routine of living.

The idea of ethics is essential to a thesis on activism in education, because the
question of what constitutes “a good life” is traditionally a core question in ethics.’
Inquiry around a good life is also central to including activism in education, because it
can help students in making decisions about how and where to direct their activism. The
notion of a good life 1s perhaps underrepresented in the critical theory and critical
pedagogy that informs my analysis (or at least, it is not represented in this way), but it is
important in a conceptualization of education that includes activism as a central feature.
If we want to see activism as an everyday activity within education, it must be developed
alongside an everyday consideration of ethics, as well as a connection between the ethics
that we live (or would like to live) and the activism that we conduct as education.
Accordingly, thinking about ethics makes up a good portion of my thinking about
appreciative resistance, which is introduced in the forthcoming section, and explored in

greater depth in chapter III.

* What constitutes “a good life” is a question of great ethical importance that I cannot
give adequate treatment of in this thesis. I introduce the concept here only suggest that
normative questions must be considered in the process of integrating education and
activism.
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Educative Activism: A Foundation for Appreciative Resistance

The central purpose of this chapter so far has been the analysis of the concepts of
education, and activism, for the purpose of recasting, or recreating, the concept of
education to include activism more centrally. The places where education and activism
intersect are the focus of this thesis, as well as consideration of ethics that 1s critical for
educational activism. Figure 1 shows the positioning of education, activism, and
educative activism as a Venn diagram. The top diagram shows the concepts of activism
and education separately, and the bottom diagram shows them overlapping, creating a
space for activism. Such a configuration emphasizes the point that the education and

activism may overlap some of the time, but not always. This may be based on situational

Educative Activism

Figure 1. Educative activism
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circumstance, or be affected by the actors (teachers and students) in the situation. That is
to say that some activist situations by their nature may not meet the criteria for
educational activism (because they aren’t educational), and others may have the potential
for educational activism, but the kinds of praxis needed to bring the events into an
educational context are absent.

Moreover, activism is complex, and some roles in an activist situation may allow
for participation that meet the criteria for educative activism, while other roles in the
same process may not. Teachers and students who are engaging in educative activism
should be mindful of this in their processes, reflecting carefully to be comfortable that
they are forwarding educational aims through their interpretations of activism (Hare,
1964). Educative activism might be structured in many different ways, and still be both
educational and activist in nature. In the forthcoming chapter I will explore one possible
approach to an education that draws activism more central to aims of education. I propose
that this might be achieved through an approach that I have named appreciative
resistance.

Chapter Summary

In this chapter, I have outlined my position on conceptual analysis as a research
strategy, and explained my approach to a conceptual analysis that is based in the
analytical philosophical tradition, and illuminated by ideas from postmodern critical
pedagogy, in particular the importance of plural understandings of concepts. Pluralism
and the flexibility to view concepts from a variety of positions and points of view is
critical both to the analysis that I conduct and to the concept of appreciative resistance

that I develop in this thesis.
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In this chapter, I have conducted analysis of the concepts of education and
activism, which recreates the concept of education to include activism as a more central
component (Deleuze & Guattari, 1994). In support of this recreation, I have named the
overlapping area of the two concepts “educative activism.” Educative activism, as 1 have
described it, 1s characterized by a relaxed, friendly, and respectful learning environment
where students can explore socio-environmental resistance without influence from an
educator to think or act in any particular political direction. On the part of educators, this
kind of environment may be achieved by implementing dialogical pedagogies in the vein
of conscientization (Freire, 1968/1970). Such approaches to teaching about activism may
enable the development of critical consciousness amongst students, which is a central
goal of educative activism, and forward the aims of education as a more general concept.
A genuine risk in introducing activism to education is a slide towards indoctrination or
manipulation by the educator. Ihave suggested that one strategy for educators who are
interested in pursuing educative activism with their students is an integration of the roles
of educator and activist, which creates a way for educators to model activism for their
students, but without allowing activism to overshadow educational goals.

To further separate manipulative teaching from educative activism, I have
identified the need for the consideration of ethics in integrating education and activism.
Educators must be aware, and cautious of the potential for indoctrination and other
coercive processes that fall outside of the concept of education. This tension has been
explored through the lens of the aims of education, and how intentions can separate

educative activism from other more insidious activist endeavours.
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The concept of educative activism provides a foundation for the development of
the concept of appreciative resistance that I will present in the Chapter III. While
educative activism could be enacted in a number of ways, appreciative resistance,
through its focus on etiquette that is respectful and reflective provides a buffer that may
ease the tension between education and indoctrination that has been explored in this
chapter. In Chapters IV and V, I will test the concept of appreciative resistance (and also

educative activism) through an exploration of sample cases.



CHAPTER 111
Appreciative Resistance

In the introductory chapter, I told a story about commuting on highway 401 across
the top of the City of Toronto. That story represents the genesis of this thesis in many
ways. ] was concerned about the problem of gridlock and the environmental and social
concerns that accompany it; I wanted to resist the notion that commuting a long distance
to work was “just the way it had to be.” I felt frustrated and wanted to do something
about the problem, particularly as an educator.

In thinking about how this dilemma might become a part of my thesis topic, I
moved away from the idea of ““car culture,” and towards thinking about possibilities for
activism in education. The value of my 401 anecdote is that it prompted me to think
about ways in which social issues can be addressed through activism conducted with a
view towards education. Thinking about activism and education helped me to form the
primary research questions that I am exploring in this thesis: Is there a place for
sociocultural activism in environmental education, and can an appreciative approach
support such political resistance, educationally? In this chapter, I explore the second
question in greater depth, by considering more specific questions about the characteristics
of an appreciative resistance. Specifically, I wonder what parameters are offered by an
appreciative approach to education that enables activism, and discourages indoctrination?
What sort of ethical position, or etiquette, is required to enable such an approach? And,

how can such ethics and etiquette be co-enacted in day-to-day practice?

43
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Certainly, these questions do not have singular answers that fit neatly into the
compartments of education and activism as concepts; however, in this chapter I suggest
an approach to educative activism that I think begins to address questions about the
characteristics of an activism that overlaps with education. As I have foreshadowed, this
promising approach is named appreciative resistance. It grows out of the literature of
appreciative inquiry and the analysis conducted in Chapter II, but it is a new concept. In
this chapter I describe a concept of appreciative resistance that may help educators and
students to enact the type of educative activism discussed in Chapter II. The concept is
unique in that it draws together ideas from ethics (Cheney & Weston, 1999), appreciative
inquiry (Cooperider & Srivastva, 1987; Coopermder et al., 2005; Stavros & Torres,
2006), and critical pedagogical praxis (Breunig, 2005) to suggest a way in which activism
might be conducted to further the aims of education. Such a formulation, while not the
only possibility, means that the processing and reflection that can help students to make
important decisions are balanced with engagement in activist activities; students are
concurrently discovering and reflecting on their values, and participating as members of a
democratic society.” Appreciative resistance suggests a potential answer to the research
questions of this thesis by shaping an etiquette-driven approach to sociocultural and
socioenvironmental activism within educational contexts. It is designed to allow for the
practice of political resistance without overshadowing the larger aims of education.

Before proceeding further with a description of appreciative resistance, a quick

outline of my conception of appreciation is required, particularly where it intersects with

> 1 use the term democratic society with caution, as it is a nebulous concept that could be
interpreted in many ways; however, the scope of this project is too narrow to warrant a
closer analysis of such a broad concept.
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the more critical discourse of resistance, through activism. The primary challenge that 1
have encountered (both for myself, and the reviewers of my thesis) in developing the
concept of appreciative resistance is the perceived incompatibility between appreciation
and activist resistance. Critics might (and have) argue that resistance is fundamentally a
critical or adversarial undertaking—that people take to the streets when they are angry
and frustrated. In many respects, I think that this is an accurate assessment of the
emotions that give rise to sociopolitical and socioenvironmental resistance. Anger and
frustration are powerful, and important emotions. However, I wonder if these and other
negative expressions of affect best serve the outcomes sought through activism,
particularly where activism 1s approached within an educational context? 1 believe that
appreciation may serve as a means of channeling the passion and enthusiasm that
characterize activism away from deficit focused feelings that may be miseducative
(Dewey, 1938), and towards a more positive approach to activating change.

A second and related criticism is that appreciation may undermine hard work
undertaken by critical activists working from a variety of theoretical positions (in
particular, the analytical and critical traditions, which I work from in this thesis). This is
an important and legitimate concern, and in response to it, I suggest that appreciative
resistance 1s not an either/or proposition—that is to say, appreciation needn’t be void of
criticism, nor should criticism be without appreciation. It is possible, and I believe
educationally desirable, to conduct appreciatively critical activism. Appreciative
resistance offers a means of framing criticism positively, in a way that draws on the
demonstrated power of the principles of the appreciative paradigm for creating long

lasting and stable change (Cooperrider & Srivastva, 1987; Cooperrider, et. al, 2005;
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Stavros & Torres, 2006). It should be also be noted that I have created the idea of
appreciative resistance in, through, and for this thesis. As such, it is in its infancy as a
concept, and should be viewed for its potential rather than its shortcomings, of which I’'m
sure there are some.
A Framework

In Chapter 11, I conducted an analysis of the concepts of education and activism in
order to recreate each concept, and to facilitate their partial integration. [ called the
overlap between the two concepts educative activism. The concept of appreciative
resistance that I present in this chapter is one approach to educative activism. Figure
Two shows the position of appreciative resistance within educative activism, while

Figure Three shows the component ideas of appreciative resistance.

Educative Activism

Figure 2. Appreciative resistance in relation to educative activism

‘ Etfique“i;te* 'Awa.rehéés

Figure 3. Appreciative resistance
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What follows is a brief review of the literature that underpins appreciative
resistance. Through this review I am able to explain connections between the various
ideas that constitute the concept of appreciative resistance, and connect appreciative
resistance to the wider field of educative activism. Following the literature review, the
chapter will continue with a discussion about deliberate efforts to avoid manipulation,
coercion, and other indoctrinatory tendencies, which I argue is the primary value of
appreciative resistance as an approach. Also, I offer some discussion of the limitations of
appreciative resistance. The chapter will conclude with a primer of the cases that follow.

Appreciative Resistance Foundations

The foundation on which appreciative resistance rests is my understanding of
literature in three areas, appreciative inquiry (Cooperrider & Srivastva, 1987; Cooperrider
et al., 2005; Stavros & Torres, 2006), critical pedagogical notions of praxis (Breunig,
2005), and the idea of etiquette derived from ethics-based epistemology (Cheney &
Weston, 1999). In this section I provide some background literature in these areas and
how it illuminates my thinking about appreciative resistance, the connection amongst its
central concepts, and their connection to the analyses conducted in Chapter I1.

Appreciative inquiry, a qualitative research strategy for systems change, is based
in a paradigm® of positive thought. The appreciative paradigm promotes the notion that
“every person, place, and thing has something of value, some worth, some untapped
opportunity; one simply has to inquire into it” (Stavros & Torres, 2006, p. 38). While I

am not conducting an appreciative inquiry in this thesis in the commonly understood

® I use the term paradigm here because it is used in the appreciative inquiry literature to
describe the field of appreciative thought (c.f. Stavros & Torres, 2006). I’m not sure if
this is an accurate use of the meaning of the term paradigm as popularized by Kuhn
(1962).
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sense, the underlying principles of the appreciative paradigm permeate my thinking about
educative activism, and significantly influence the notion of appreciative resistance 1 am
developing.

The basic processes that constitute the doing of appreciative inquiry are founded
upon principles conceived of by Cooperrider (Cooperrider & Srivastva, 1987;
Cooperrider et al., 2005) and developed by Cooperrider and others thereafter (c.f.
Ludema, 2001; Stavros & Torres, 2006). The five foundational premises of the
appreciative paradigm are:

* The constructionist principle: an assertion of the socially constructed nature of
knowledge and change.

* The simultaneity principle: an understanding that inquiry and change are
simultaneous processes.

* The poetic principle: a reminder of the storied nature of our worlds, with many
possibilities for interpretation.

* The anticipatory principle: a view that the future is built by individuals looking
forward to it, and that the images that we hold of the future influence ways that
we live in the present.

* The positive principle: the foundational understanding in appreciative inquiry
that inquiry based in hope, joy, inspiration, and other positive outlooks can
generate long lasting and stable change (Cooperrider et al., 2005).

Other principles have also been suggested that expand or develop those originally put
forward by Cooperrider. The appreciative principles outline an approach to change that
may be copasetic with postmodern thought, in that change is viewed as socially
constructed; it is coauthored by individuals and groups of people who seek to live that
change. Change is understood as a movement towards what is best, and not a retreat

from deficits or problems. The principles of the appreciative paradigm are synergistic
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with my development of a concept of educative activism, which seeks positive change
that is conducted in line with the aims of education. Herein, I will not carry on an in-
depth discussion of the principles of appreciative inquiry, but rather will focus my
exploration on the specific facets of appreciative inquiry that further a synergy between
education and activism.

While Cooperrider’s work is foundational in appreciative inquiry literature, and is
an influence on my concept of appreciative resistance, the primary link between
appreciative inquiry and appreciative resistance lies in newer work by Stavros and Torres
(2006). They suggest that the appreciative paradigm has potential as a change agent in
everyday lives, outside of formal organizational contexts. This effort is important work
as it creates openings in the appreciative paradigm beyond organizational (what some
might call “work-based”) change into a wider field of understanding. In particular,
Stavros and Torres (2006) focus on dynamic relationships. They argue that actions
between individuals define our relationships, and that “moving towards appreciative
action means stopping to reflect and consider your present way of acting and reacting to
others in your associations...and to consider what actions will positively influence your
relationships” (Stavros & Torres, 2006, p. 93). This resonates with Cheney and
Weston’s (1999) notion of ethics-based epistemology, as both suggest a sort of etiquette
that informs the way that people interact with the world around them. (I’ll return to this
idea in a discussion of ethics-based epistemology in a moment).

Awareness
Stavros and Torres (2006) also suggest a new foundational principle for

appreciative inquiry in support of their thinking on its role in everyday contexts: the



50

principle of awareness. Awareness is not only an understanding of the other appreciative
inquiry principles, but is also the ability to self-reflectively examine the “intersection of
the principles and your way of knowing and being in the world” (p. 79). I understand this
to mean that individuals who demonstrate awareness are able to act on the appreciative
principles based on a sort of “big picture” understanding of themselves and how they are
connected to the world around them. Presumably, ethical reflection within the
appreciative paradigm supports the development of such “big picture” understandings.
Like Jickling (2004) does with ethics, Stavros and Torres (2006) ask people
engaging with appreciative inquiry to draw its principles and practices into their everyday
relationships, sketching the connections between each principle (appreciation, positivity,
poetics, anticipation, simultaneity, and constructivism) into a “big picture” understanding
of their worlds. Assuming that appreciative inquiry has an ethical component (and 1
think it does), Stavros and Torres (2006) bring the notion of ethics into everyday practice
by asking individuals to make connections between their ethical operating assumptions
and the way they enact the appreciative paradigm principles on a day-to-day basis.
Making connections between ethics, the appreciative paradigm, and everyday practice
uncovers the importance of etiquette in integrating activism into educational contexts.
Here, and throughout this thesis, I take eqituette(s) to mean a level of awareness, in the
sense of Stavros and Torres (2006), that enables reflection before action. Pausing before

action allows for consideration of an action’s effects on others, and the appropriateness of
an action based on an understanding of the situation at hand. Etiquette, conceived of this

way is inherently connected to praxis, and while it is not automatically appreciative, the
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frequent reflection associated with praxis provides educators with the opportunity to
direct student reflection in appreciative directions.
Etiquette

I have described etiquette as a level of awareness that enables reflection before
action. Viewed this way in the context of appreciative resistance, etiquette becomes a
product of the appreciative principle of awareness suggested by Stavros and Torres
(2006), and a forerunner of activism in educational contexts that exemplifies praxis.

Figure 4 represents this relationship graphically.

Figure 4. Suggested relationship among component concepts of appreciative resistance

The relationship between awareness, etiquette, and praxis within appreciative resistance
is one of context. Awareness, as Stavros and Torres (2006) describe it, is an
understanding of one’s connection to their world, in a large scale context. Etiquettes that

follow from awareness are more contextually narrow; individuals may practice more than
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one etiquette in the course of navigating their world. Finally, activist praxis, which forms
the largest part of doing appreciative resistance, is generally conducted in response to
contextually specific situations; an appropriate etiquette for each situation should lead the
activist praxis that 1s taken. While praxis is lead by etiquette and awareness, the
relationship is not one way. In conducting activism that is reflective in nature, praxis
generates feedback that influences the broader constructs of etiquette and awareness.
While many formulations of etiquette may be appropriate starting places for activism,
appreciation offers a particularly good place from which to begin resistance in education,
because the awareness (Stavros & Torres, 2006) that is central to appreciation can enable
consideration of right relationships (Cheney & Weston, 1999) that may guide activism in
an educational direction.

The benefit of an appreciative approach as a starting point for the joining of
activism and education is that appreciation can serve as an invitation to participate in a
positively focused process. While education or activism may be foreign concepts to
some individuals, most everyone understands appreciation—people like to be appreciated
and in many cases like to give appreciation to others. When appreciative awareness
informs an etiquette that underpins educative activism, a positive tone can be set that
steers the process towards Walsh’s (1993) middle ground of education that enables
educational aims to a greater degree than may be achieved from another starting point.
Other starting places for activism may be rooted in the loaded range of Walsh’s (1993)
spectrum. For example, activism that is more connected with a political agenda than it is

with an appreciative awareness, embodied in etiquette, may lead students’ thinking
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towards a predetermined end more than it opens students’ thinking to consideration of
possibilities that will help them form their own opinions.

Appreciative resistance attempts to provide educators and students with possible
directions in which to conduct activism within educational contexts that are consistent
with an everyday etiquette, and that consider how actions affect others in the world. In
this way, appreciative resistance offers a possible answer to the second half of my
research question on the possibility of an appreciative approach to educative activism:
appreciative awareness can give rise to etiquettes that successfully join education with
activism.

In Chapter 1I, I briefly described ethics-based epistemology as a key way that 1
understand and use the concept of ethics throughout this thesis. Here, I expand on the
idea, with particular focus on the performed nature of ethics, and the idea of ethics as
etiquette that shapes, and is shaped by, praxis and understanding. Perhaps the most
significant idea that I draw from Cheney and Weston (1999) is their invitation to
understand ethics not as an object to be considered, but as an action to be performed.
They note that “practice is no longer some application of ethical knowledge: it is now
constitutive of ethics itself, our very mode of access to the world’s possibilities” (p. 125).
The notion of ethics as practice sounds much like the praxis that Breunig (2005)
describes as contextual, purposeful, active, and reflective. A link between praxis and
ethics as etiquette becomes even more clear in Cheney and Weston’s assertion that
“‘etiquette’ 1s a genuine means of discovery” (p. 125). This statement not only links
etiquette with praxis, but also with education as a larger concept. Participation in an

etiquette of appreciative resistance can connect participants with the kind of learning
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experiences that conform to educational criteria such as Peters’ (1966) three criteria of
education. Links between etiquette, praxis, and education are critical for appreciative
resistance because they help to situate it as a concept within the larger concept of
educative activism, which joins the concepts of activism and education. One way that
appreciative resistance (as one approach to educative activism) joins activism and
education, particularly in the context of environmental activism, is by facilitating what
Weston (1994) calls self-validating invitation. Self-validating invitation may be
understood as respectful invitations to relate with more-than-human worlds. Weston
(1994) suggests that our relations with the more-than-human world are more-often-than-
not characterized by a self-validating reduction, whereby the more-than-human is
systematically devalued over time, until it becomes hardly worth consideration at all, and
1s easy to treat as an object for human control.

Weston (1994) discusses the work of musician Jim Nollman to provide examples
of self-validating reduction and self-validating invitation. Nollman’s website,
mterspecies.com, showcases his and other’s work to make music with whales. The
interspecies website notes that “our intent is straightforward: to seek out the whales
where they live, and invite them to join an interspecies band” (Music with whales, 2004,
9 1). Itis the musician’s approach to the project that characterizes this effort as self-
validating invitation; they anchor their boat, and invite the whales by starting to play.
The whales are never chased, or otherwise lured into participating in the musician’s
project, and the music played in the water is never louder than a small outboard engine.
The artists involved with the interspecies organization approach the more-than-human

world in a way that is quite different from the approach of many other humans. They
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make an invitation, and wait for animals to respond. If the animals choose not to
respond, the artists respect that choice and try again another day. This is a stark contrast
to the way that animals are commonly forced into engaging with humans, and then
thought less of for being reluctant or unwilling participants in the interaction. The
example of an etiquette of appreciation demonstrated by the interspecies musicians may
be a harbinger of the kind of etiquette that can help educators to integrate activism into
their educational practices. By beginning resistance efforts with an etiquette of
appreciation, conceptual space can be created that discourages reduction, and encourages
self-validating invitation (Cheney & Weston, 1999; Weston, 1994). In Chapter V, I will
present of a story of activism that involves self-validating invitation.
Praxis

The notion of praxis is critical to enacting appreciative etiquettes, which are a
central element of appreciative resistance. Praxis empowers educators and students
engaging in educative activism to be reflective as they conduct sociocultural and
socioenvironmental action, so that they might better understand the context of their
actions, and how they shape, and are shaped by their underlying ethics. The following
section outlines one conception of praxis from a critical pedagogical perspective, and»
shows a co-evolving relationship between praxis and the development of appreciative
etiquette that is central to appreciative resistance.

The notion of praxis is not new. Scholars from Aristotle to Marx (Smith, 1999)
and more recently critical educators in the vein of Freire (1968/1970) have explored the
idea of integration between theory and practice (c.f. Breunig, 2005; Giroux, 2007a&b;

marino, 1997; McLaren, 1989). Praxis, according to Breunig (2005), is a process of
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reflective practice that is “reflective, active, creative, contextual, purposeful, and socially
constructed” (p. 111). Through its focus on context, purpose, action, and reflection,
Breunig’s (2005) description of praxis parallels my concepts of appreciative resistance,
and education. If students are able to act reflexively in activism, then they are more
likely to understand the context and purpose of their action. They may also construct
knowledge and understanding of the issue that is inaccessible in activist situations that
lack an intentional reflective component.

Praxis is a thread that ties the concepts of activism and education together. By
linking together thoughtful reflection and the action that students take around socio-
environmental issues, activism can take on educational characteristics consistent with the
conceptualization of education outlined in Chapter II. For example, Peter’s (1966) first
criteria of education is met if the subject of activism, and its related activities, are deemed
contextually worthwhile (as constructed by the members of the learning community); this
understanding amongst members of the community may be arrived at through shared
community experiences gained through praxis. Peter’s second criteria can be achieved if
knowledge developed through the activism is responsive to growth and change through
ongoing reflection and dialog. Praxis-driven activism can enable the kind of dynamic
knowledge that Peter’s calls for in education. In appreciative resistance, the dynamic
knowledge that is derived from praxis is profoundly linked to co-evolving etiquette and
ethics, because action begins with etiquette, and the knowledge that arises from taking
action feeds development of ethics that in turn (circularly), inform etiquette. An
approach to teaching activism grounded in appreciative resistance is a demonstration of

Hare’s (1964) assertion that education and indoctrination are separated by aims. The aim
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of appreciative resistance falls in the realm of education because of its commitment to the
dynamic understanding that is fundamental to Peter’s (1966) second criteria.

The relationship between etiquette and praxis within appreciative resistance 1s
dialectical—the two ideas feed each other. Etiquette preceeds praxis, as it helps students
and educators to enter, and navigate the field of educative activism from a tentative
middle ground (in the vein of Walsh [1993]) that is open to possibility, and not rigidly
focused on a goal while ignoring the means of arriving there. Both Cheney and Weston
(1999), and Stavros and Torres (2006) might describe narrowly constructed approaches to
activism as lacking etiquette, or awareness. While etiquette enables praxis, praxis also
informs etiquette; the experience and reflection that constitute reflective practice provide
students and educators with valuable information that helps to shape the etiquettes which
activism lead appreciative resistance. Cheney and Weston (1999) note that “knowledge
follows upon correct behavior” (p. 129). 1 agree that we must enact an ethic or etiquette
before we can claim to know it, but I would also suggest that knowledge and behaviour
are not entirely separate occurrences, but that they are, at least to some degree, co-
occurring in praxis. In the section that follows, I will further explore the idea of etiquette
that is essential to ethics-based epistemology, in order to highlight the central place of
such etiquettes within the concept of appreciative resistance.

Appreciative Resistance and Manipulation

Given my understanding that appreciative resistance is only one possible route to
educative activism, and the focus in Chapter II on the tension between education and
indoctrination, a discussion of the benefit of appreciative resistance in avoiding

manipulative means of teaching activism may be helpful. This section will also connect
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the notion of appreciative resistance to the research question primarily addressed in this
chapter on the educational viability of an appreciative approach to activism. The primary
benefit of appreciative resistance is its intentional effort to ensure that activism in
educational contexts remains consistent with the concept of education, and does not
become intentionally or unintentionally manipulative or coercive. Its ability to manage
this effort is directly connected with an understanding of appreciation as an invitation to
an educational process.

An appreciative outlook on educative activism centres on what is positive and
worthwhile. It provides a basis for epistemology that has capacity to create educational
environments where resistance can be conducted that is open to possibility. It’s openness
to possibility gives participants in appreciative resistance choice in how they assert their
agency, averting a slide towards indoctrination. Certainly in terms of aims (Hare, 1964),
openness to possibility keeps activism consistent with education. By addressing loaded
issues from a place of appreciative resistance, educators can be mindful of tensions
between education and indoctrination. For example, in engaging with the issue of
climate change and global warming, an educator might begin by presenting a variety of
differing positions on the issue, and position these views fairly in relation to their own
position on the issue. This is consistent with Naess’s (Neess & Jickling, 2000) position on
fairness, as well as Stavros and Torres’ (2006) principle of awareness. Within
appreciative resistance, practicing awareness becomes part of the etiquette of dealing
with loaded issues, and from this position, activism can move forward educationally.

Certainly, an appreciative approach does not a priori make activism copacetic

with education—educators must always be mindful of the undue influence they may have
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over their students; however, by beginning with an appreciative outlook towards activist
processes, a buffer of sorts is created that may mediate education/ indoctrination tensions.
Buffers may be created by a focus on awareness that is connected to the notion of
etiquette that I present in this chapter. Awareness calls for reflection, which may help to
create learning atmospheres that fall somewhere on the middle ground of Walsh’s (1993)
open/loaded spectrum. It is in this tentative middle ground where contextually
worthwhile knowledge may be constructed, and where students can adapt prior
knowledge in response to context and dialog (Peters, 1966). An appreciative approach
may help to develop an atmosphere that is neither politically fragmented, nor apolitically
sterile, but rather that allows for discussion and consideration of difficult issues with a
mind to finding points of synergy on which the learning community can begin to enact
positive (in their eyes) change through activism. In subsequent reflection, these changes
may bring about calls for more activism—participants are invited again to appreciative
resistance.

By making deliberate choices about their approaches to activism and maintaining
awareness of those choices throughout the activist process, educators demonstrate the
social and educational importance of activism; an intention to teach their students about
what educational activism looks like, and how they might build activism into their own
lives. This is congruent with Hare’s (1964) suggestion that the distinction between
indoctrination and education is in the aim. By aiming at producing mindful activists,
rather than coaching their students towards any particular cause or agenda, educators

offer their students something that is much more educational than doctrinaire.
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I am optimistic about appreciative resistance and its potential to guide educative
activism, and I think that it opens up a wide range of possibilities for educators and
students to make positive change in the world through education. However, I also
recognise some of its limitations. What follows are some cautions that I have considered

in the scope of appreciative resistance.

Cautions and Limitations
Appreciative resistance is a new concept created through this thesis. As such,
there are two points of caution that I would like to raise. First, the concept is based on an
etiquette of practice, yet by virtue of being developed through conceptual scholarship, it
is in many ways tied to philosophy in ways that could betray its lived foundation as
etiquette. Second, the concept of appreciation can be interpreted in a variety of ways,
some of which could weaken strong activism made possible through appreciative
resistance.
Living the Etiquette
Cheney and Weston (1999) point out:
The ontology of one’s world is a kind of residue from one’s ethical practice and
the modes of attaining knowledge associated with that practice. This residue is
highly prized, and receives intense scrutiny, in Euro-American cultures, but
etiquette is the fundamental dimension of our relationship to, and understanding
of, the world. Ontology is a kind of picture, or metaphor of ethical practice. (p.
123)
In this vein of thinking, I worry that appreciative resistance’s birth in scholarship may

limit its potential to be performed in the world. In my own case, it would be easy to
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continue to write about appreciative resistance, and build concepts, theories, and
philosophies about it for a long time. However, that wouldn’t be consistent with the
fundamental purpose of appreciative resistance. Jickling’s (2005b) notion of resting
places is, 1 think, helpful in this regard. A resting place provides a pause from constant
reflection, and the opportunity to take actions and make judgments on reflection. While
concepts, philosophies, and the like are perhaps helpful in prompting us to reflect, they
may isolate us from practice altogether. Appreciative resistance /ives in the resting places
of philosophy, where the real praxis of appreciative etiquette is carried out. Knowing the
importance éf resting places, I wonder in what ways we can carve out these rests from the
fast-paced, continuously programmed structure of many contemporary educational
venues.
Strong Appreciation

My second concern, or caution is that the idea of appreciation may be co-opted by
those who tend to sanitize education and activism, and might be presented in ways that do
not awaken the agency in students and educators that will be effective in bringing about
change in the world. The concept of appreciation can be seen in many ways, and indeed,
1s left intentionally broad in this thesis to allow for multiple interpretations. In particular,
I used the name appreciation in this thesis to describe both a kind of respect, as well as an
openness to a plurality of positions around an issue. Both of these are valid and
important interpretations, and certainly there are others. What is crucial, though, is that
appreciation not be interpreted as a passive approach to educative activism. The
appreciative approach to activist pedagogy should not be thought of as weak, or

compromising. Appreciative resistance aims to create students who will stand up and say
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no to some issues, and who will do so in a way that is respectful of others, and that
focuses on building futures that are inclusive of everyone. Appreciative resistance ought
to be subversive, as it is critical of complacency and apathy in political arenas, a position
that is underemphasized in many facets of contemporary education—particularly the
western school system.

Taking an appreciative approach to educational activism is not intended to water
down the tension inherent in difficult issues, but rather to allow for a strong resistance
that has integrity. This is akin to my earlier comments that appreciation and criticism
needn’t be mutually exclusive. By beginning from a place of appreciation, educators can
instill in students a positive drive to make the world better through activism, but they
must also give parameters to that activism. There are limits to the techniques that are
appropriate for achieving activist goals within education. For example, a concept of
appreciative resistance excludes miseducative or indoctrinatory activities. In creating
appreciative resistance this way, 1 do not prescribe what counts as education or
indoctrination within a particular community or society, but I suggest that the intent of
appreciative resistance as a concept is to further the aims of education, and avoid
manipulation or coercion of students. My particular understanding of the education—
indoctrination tension is situated within my own participation and socialization in an
Ontario school system, and is further influenced by analytical and critical theory that |
have explored as a graduate student (as described in chapter 1, and chapter II).
Individuals as part of communities, and societies need to decide for themselves what

counts as educational, and based on those understandings, to decide if appreciative
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resistance 1S an appropriate fit for their conception of education, as it would seem to be
within the conception of education that I have developed.

Appreciative resistance generally avoids coercion by beginning from an invitation
to an appreciative activist process. An invitation allows participants to make choices
about how they participate in educative activist processes; educators working from a
position of appreciative resistance encourage participants to say no to ideas or actions
that aren’t consistent with their own etiquettes (which should be defensible within the
conceptions of education and activism to which a person or group generally subscribes).
By beginning from an appreciative etiquette, appreciative educator-activists have to put
extra effort into designing pedagogy that will help student-activists develop creative
techniques that are in line with living an appreciative and respectful etiquette, and with
living a good life. These pedagogies, when well conceived and acted on can result in a
range of approaches to activism from subtle resistance to public protest. In whatever
form the activism takes, a pedagogy of appreciative resistance exposes students to a type
of social action that is personally educative and socially and environmentally just.

Chapter Summary: Preparing to Look at Cases

In the initial three chapters of this thesis, I have explained my conceptualization
of an education that brings activism toward its centre. I have outlined the notion of
appreciative resistance, which is my particular approach to an educative activism.
Appreciative resistance is most succinctly described as an etiquette-based concept that
helps educators invite students into a process of praxis-driven and appreciatively focused
activism within educational contexts. The three elements of appreciative resistance that I

have identified are awareness, etiquette, and praxis. The element of awareness is based
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in the principle of awareness suggested by Stavros and Torres (2006). To be aware
means to have a “big picture” understanding of self in relationship with others in the
world; this connects directly with the element of etiquette, which I have described as a
level of awareness that enables reflection before action, in order to consider how acting
effects others. These two elements of appreciative resistance are enacted through praxis,
which considers the context and purpose of educative activism and integrates reflection
into activist process (Breunig, 2005).

Throughout this chapter, the concept of appreciative resistance has been
constructed in relationship with ethics. The ethics of appreciative resistance are deeply
connected to the etiquette that characterizes the concept, and feed one another through
praxis. In this sense, the ethics of appreciative resistance are performed; right
relationship in activist situations is understood because it is lived. This is consistent with
Cheney and Weston’s (1999) ethics-based epistemology from which appreciative
resistance is in part inspired.

In the two following chapters, I will present cases that will serve as opportunities
to test the analysis that I have conducted thus far. These cases provide examples of
activism that, at least in some ways, fit with my idea of appreciative resistance. They
offer stories about situations that are both activist in nature, and have an educational
component. The cases are an important part of this analysis because, as stories, they offer
access to the everyday doing of ethics (Jickling, 2005b). By telling and examining stories
of appreciative resistance, I am able to dig deeper into the concepts that I have outlined in
this chapter and draw further connections between appreciative resistance and educative

activism, as outlined in Chapter II.



CHAPTER IV
The Lakehead Landswap

During part of my graduate studies (January to March 2006) I was involved in
activism surrounding a land exchange issue that was being considered by the Lakehead
University administration, the Lakehead District School Board, and the Thunder Bay
Golf and Country Club. As plans began to take shape for an awareness campaign around
the issue, I became increasingly uncomfortable with the tone of activism that was being
set by the student group, L.akehead University Community Taking Action Locally
(LUCTAL) that had formed to protest the plan. I couldn’t put my finger on my
discontent until after a long period of reflection on the campaign. In retrospect, it seems
that the approach taken by the student leaders polarized the issue to an extent that many
of the diverse community interests were lost in an oversimplified “us” and “them” tug of
war.

The proposed “deal” involved annexing a portion of the university’s property
along the Mclntyre River to give to the adjacent Thunder Bay Golf and Country Club on
a 99-year lease. In turn, the country club would sever a different portion of their property
to provide space for the Lakehead District School Board to build a new secondary school,
at the corner of Oliver Road and Golf Links Road. Finally, the school board would pass
a building, formerly known as Port Arthur Collegiate Institute, to the University.

The proposed “deal” was hotly debated both on campus, and in the local
community. The story came to a climax on February 20", 2006 at a meeting of the
Thunder Bay City Council. The issue was debated for several hours, and more than 30

individuals gave deputations against the proposed zoning changes that were required for
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the landswap to work. What follows is one story, mine, about participating in the
campaign against the landswap.
My Landswap Story

In beginning to (re)construct a story about my experiences with the landswap
deal, I struggle to recall how I first heard about the issue. Rumours of an idea to swap
land between the three parties had been in the wind since I had been at Lakehead
University doing my undergrad degree (circa 2001); more recently, I had heard news of a
plan in the works to make it happen, and soon. I first heard about an action campaign
from my friend, Suzanna. She told me that some students were meeting on Saturday
afternoon to talk about ways of resisting the plan. She wasn’t able to make the meeting,
so I agreed to go and report back.

The meeting took place at the student coffee house, The Study. I was glad to see
that 40 people had come out to see what was going on. Such a good turnout was a
surprise; to the best of my knowledge the meeting had only been advertised by word of
mouth. Some of the students who had taken a leadership role introduced themselves, and
there was a go round for the rest to say their names and describe their interest in the issue.
After that, some details of the landswap arrangement were provided, some of which had
been revealed to students through “official channels,” some of which became known
through “unofficial channels,” along with abounding rumours about the issue.

At some point, it became apparent that the group was too large to work effectively
as a whole, and we broke into committees. There were opportunities to declare our
interests in public activism, or more “‘behind the scenes” work, including committees for

media relations, posters, artwork, and the like.
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I joined the committee responsible for awareness-raising at the university, and in
the local community. 1 accepted responsibility for raising awareness in the Faculty of
Education. 1 felt this was important as education students in their professional year often
seem out of the loop on campus issues because their building is distant from the main
campus, and because their class term is short (9 weeks versus a standard 12-week term),
making it difficult to engage them in semester-long projects.

I set two tasks for myself. First, I felt someone needed to take responsibility for
putting up posters and generally disseminating information to students in the Bora Laskin
Building (home of the Faculty of Education). Second, I was interested in opening a
conversation with the faculty administration about the stance that the Faculty of
Education took on the issue. Both of these tasks turned out to be frustrating in some
ways, but also provided experiences to reflect on, and build from, particularly relating to
activism and education.

The Beginning: Postering

In retrospect, my experience with postering revealed the first signs that should
have given me concern about the campaign. The LUCTAL student activist group had
prépared a series of posters, with an accompanying information page. These colour
posters featured the university president, Dr. Fred Gilbert, posing with the university
mascot, the “Thunderwolf” (see Figure 1 for an example of the posters). Each poster
offered a different message about ways that Dr. Gilbert was selling off university
property, and selling out student interests in the process. When I first looked at each of

the posters, I thought they were very clever—in fact, I still do. However, in looking back
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at the posters, I think that they villainized the president beyond what an awareness-raising
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Figure 5. Landswap Campaign Posters

device should do—they tried to pin the whole deal on him. The university president is
the head administrator, of course, but certainly it took more than one individual to put
together the plan that LUCTAL opposed. This scapegoating technique was not in line
with a kind of activism that appealed to me. As I became more involved with the
campaign, I witnessed this villainization go much further than clever posters.

An interesting thing that [ learned was how difficult it is to receive approval for
posting controversial posters, particularly in the Bora Laskin building. In all other
buildings at the University, the Lakehead University Student Union (LUSU) approves
bulletin board postings. In the Bora Laskin building, however, posters must be approved
by the Faculty of Education, not LUSU. When I took posters to the undergraduate

studies office for approval, I was informed that there was only one bulletin board in the
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building for student postings, and that any postings on other surfaces would be removed.
The person responsible stamped the approval on one copy of my information sheet. I
hadn’t offered the colour posters of Dr. Gilbert for stamping (I didn’t want to go there);
my plan was to attach them alongside the information sheets that had been stamped (in
retrospect, this somewhat deceitful approach is contrary to some of the attitudes on
activism that I discuss in my thesis).

In the end, I decided just to put the posters up, and see what would happen. On
any given day, the Bora Laskin building is full of non-approved postings on non-
approved surfaces (everything from concert advertizements, to books for sale, to lost and
found notices). Ikept a stock of back-up posters, in case I needed to replenish. Sure
enough, the next day all of my posters had been removed. And yet, I couldn’t fail to
notice all of the concert advertizements, books for sale, or lost and found notices that
were illegally posted were still intact. After a few days of replacing posters I was tired,
and decided to make small handbills that I could scatter around classrooms and other
public spaces in the building. The handbills were informational, and did not include the
clever but dubious images from the posters.

A Midpoint: Meeting the Dean

My second task was to approach the Faculty of Education administration and
discuss the issue. I had heard in the initial LUCTAL meeting that the Geography
department was going to push back against the university administration and oppose the
landswap (in hindsight, this was probably an exaggeration, or perhaps an outright
mistruth). I thought some expression of interest on the part of students (or at least one

student) might push the Faculty of Education to do the same. I sent an email to the Dean
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of Education outlining my concern about the difficulty of getting information out to
students in the Bora Laskin building, as well as inquiring about possibilities for the
Faculty to take a formal position on the issue. I was pleased when I received an email
back asking me to drop by and see her.

I made an appointment with the Dean, and emailed the LUCTAL leaders to let
them know of my activity. A LUCTAL coordinator wrote me back to say, “great work,”
and to ask if he could attend the meeting, as he had first-hand information about the
situation. I forwarded his request to the Dean for confirmation, and we were set to go.
The meeting was another interesting experience. My intent from the beginning was to
open a dialogue with the Dean, and let her know that students were concerned about the
issue. Certainly, I did have an agenda—I wanted the Faculty to take a formal stance
against the landswap, but I knew going in that this was secondary to just talking about the
situation. The LUCTAL representative had other ideas. He was unwilling to waver from
the LUCTAL campaign platform. About halfway through the meeting, I regretted having
invited him (even though he was able to answer some of the Dean’s questions in a more
detailed way than I would have been able to). In the end, the Dean rejected my appeal to
have the Faculty of Education take a formal position on the issue (she likened the
proposition to “your hand attacking your face”). The meeting did, however, have some
positive outcomes. The Dean offered to raise the issue at the next Deans’ Council,
acknowledging that the 1ssue was important to students.

1 was most excited by the Dean’s willingness to engage in conversation with me
about the issue. As our meeting was ending, she leaned back in her chair, smiled, and

said that the issue was “interesting” from a variety of angles. I appreciated this point. It
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made me feel that a student activist could approach the school administration, and that
the issue was not cut and dried from her perspective. While she was unwilling to take a
formal stance against the landswap, she was certainly interested in the conversation—and
encouraged me to carry on. It was almost as if her sly grin and “interesting” comment
were challenging me to continue my work to preserve campus green space. I left the
meeting satisfied that my voice had been heard. It seemed like the Dean’s approach to the
issue might resemble the type of appreciative resistance that I discussed in Chapter III.
Without championing the cause for me, or pressuring me to take my activist passions in
one direction or another, she subtly enabled my process by being open to talking with me
about a controversial issue within the university community. Such openness
characterizes the respect and awareness that in part constitute appreciative resistance. The
Dean’s approach to the situation seems to me to be an example of a direction that an
educator working from a concept of appreciative resistance might take in enabling
students to work through contentious issues. The sly grin and encouragement of my
work on an “interesting” issue were perhaps her way of demonstrating etiquette that
allowed me to assert my agency to create change as a student activist.
A Troubling Point

At the height of the campus fervour, LUCTAL arranged a rally to demonstrate
student opposition to the landswap issue, and I think the demonstration was a very
important part of the campaign. It heightened awareness of the issue on campus, and
probably had a significant effect on the outcome of the situation. Having said that, I am

still critical of some of the things that transpired during the event.
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I should also note that I chose not to attend the rally because of my growing
frustration with the LUCTAL campaign. This was a difficult decision to make: on one
hand, I was passionate about the issue, but on the other, I didn’t want to attach my name
to the angry mood that threatened to define the tone of the demonstration. The attitudes
displayed by some of the members of LUCTAL at meetings and in emails led me to
believe that the rally would be a cacophonous gathering. While a noisy rally is nothing to
be critical of, I worried that a respectful message about preservation that could make the
event an example of appreciative resistance would be lost in the noise, and that
possibilities for a resistance of etiquette and respect could not be realized. My
description of the demonstration is based on reporting posted on the Thunder Bay
Independent Media Centre website (including an audio recording of the Agora portion of
the rally), as well as articles published in the The Argus: Lakehead University’s Student
Newspaper and The Thunder Bay Chronicle Journal.

The event began in the student pub, The Outpost, where there was an information
session. The session transitioned into a rally that moved across campus to the frozen Lake
Tamblyn, underneath Dr. Gilbert’s office, and finally led to 100 or more students
occupying “Deans’ Row” outside the president’s office, until Dr. Gilbert agreed to
address the crowd in the Agora, a Jarge open space at the heart of the university campus.
(Hadley, 2006a). An interesting scene played out during the rally that is telling of the
activists’ tone. During the Outpost presentation, a student dressed as a caricature of Dr.
Gilbert wielded a chainsaw (with the chain removed) and melodramatically “cut down”
other students dressed as trees (twig, 2006). This further villainization of Dr. Gilbert was

matched by scathing interactions between some of the protesters and the university
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President during his coerced meeting with students in the Agora. In reviewing the
reports, and listening to an audio recording of Dr. Gilbert speaking with the protesters, 1
am happy with my decision not to attend the event. However, I am sad that there was not
an opportunity to participate in resistance that more eloquently presented a positive
message of preservation. For me, this could have brought a broadly educational flavour to
the event, in the spirit of the educative activism that I described in Chapter 11, achieved
through a concept of appreciative resistance. Beginning from an etiquette of
appreciation, the demonstrators could have enacted a protest that showed the university
administration both the importance of preserving the green space along the river, as well
as highlighting an integrity in student activism that would warrant respect in return. In
practice, the rally organizers could have set a tone for the event that was more
deliberately appreciative. Alternatively, individual activists could have approached the
proceedings with an appreciative attitude to open possibilities to new knowledge and
understanding (in the vein of Peters [1966] second criteria of education on the dynamic
nature of understanding) as they are exposed to new stories and perspectives at the rally.
A Successful Finish?

I participated, finally, in the city council planning meeting on February 20" 2006,
where the city decided not to approve the zoning changes that were required for the
landswap to work. The meeting was attended by a huge number of people who wanted to
speak out against the landswap, and those who just wanted to be present to support the
speakers. It is difficult to describe the energy created by such a good turn-out. Not only
was the council chamber and the side room full, but people also lined the hallway

between the council chambers and the elevator. Additionally, when it was felt that it was
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unlawful to fill the council chamber floor any further, people stayed to listen to an audio
broadcast of the proceedings in the main lobby of the building. A friend who watched
the televised proceedings noted that the number of people packed into the building
created a visual statement about the importance of the 1ssue in the community. At the
meeting, council members, staff, and citizens commented that this level of attendance
was unheard of at a city meeting.

In the opening moments of the council meeting, the city planning department
spoke briefly about the application, and affirmed that the zoning changes as proposed
were consistent with the city plan. (I learned through chatter in the side room that the city
plan is the document that describes the planning vision for the city, and is the ideal
against which all applications are compared). There were some questions for the
planning department about the environmental assessment process, which was incomplete
due to snow cover on the ground. Deputations were then heard from the applicants. Dr.
Gilbert and Michael Pawlowski (Vice President of Administration and Finance) spoke for
the university; Ian Sutherland, acting Director of Education, spoke for the school board;
and, Frank Talarico of the Thunder Bay Golf and Country Club also spoke.

Finally, deputations against the application were heard. More than 20 people had
signed up to speak: students, faculty members, parents of students affected by school
closure, people concerned about sacred Aboriginal space adjacent to the proposed
property boundary, as well as concerned community members who shared stories about
their history with the land. Many impassioned voices were heard. When points were
made that were critical of the landswap, activists would cheer, stomp feet, and bang

chairs—often to the dismay of council members. As midnight approached, the council
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voted to continue the meeting rather than table the discussion. As the hour got later,
chairs were freed up, and I was able to sit in the council chambers. Several
representatives of LUCTAL spoke against the application. Petitions were presented. The
council asked questions of some of the speakers.

At last, nearing 1:00 a.m., the council members began to debate the issue. My
memory of this is a little foggy as the hour was late and m); notes were non-existent by
this time. I do remember a clear division of opinion on the matter. Some council
members were very rigid in their interpretation of the city plan—if the application is
consistent with the plan, it should pass. Others were more inclined to hear concerns of
community members, and consider factors other than the city plan in casting their vote.
In the end, the council voted against the application in a 7-2 majority (Hadley, 2006b).
The LUCTAL crew (myself included) was ecstatic, but the celebration was short given
the late hour, and obligations early the next day.

After the city refused the zoning changes, the landswap issue quickly died on
campus. Students and faculty discussed the issue casually for a few days. Some faculty
members in Education, who I had emailed to gamer support for the cause, congratulated
me on the success of the meeting. Media covered the council meeting, otherwise the
issue was quiet.

About a week after the meeting, a small group of LUCTAL members (including
myself) met to discuss ways that the issue could be kept alive, as there was some fear that
the three applicants would appeal the council’s decision to the Ontario Municipal Board.
Much to my chagrin, most of the suggestions revolved around pinning the issue on Dr.

Gilbert by making him look silly based on things he said at the meeting. Happily,
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another member discouraged this (more happily, 1t was the same person who had met the
Dean of Education with me). 1 suggested that the best approach to keeping the issue alive
was helping students understand the wider importance of green space preservation on
campus. The small committee liked this idea, and some plans were made to put it into
action; however, nothing tangible ever came of it as far as I know. That meeting was the
last I heard of LUCTAL.

A few weeks following the council meeting, Dr. Gilbert made a presentation in
the Agora that released some more details about the proposed plan that were no longer
confidential. For the LUCTAL activists, the most significant announcement was that any
decision to appeal the rejected zoning application would be left to the Lakehead District
School Board.

In the months following the landswap, I transformed an article that I had written
on the issue for the Thunder Bay Independent Media Centre website (Niblett, 2006) into
a more academic paper on the educative potential of activism. That paper was the
genesis of my thinking about a thesis on activism in environmental education, and some
of it is present in the analysis of my landswap narrative that follows.

Linking the Landswap with Educative Activism

Throughout the landswap experience, as noted above, I was often frustrated with
the antagonistic quality of the activism. I hoped for a more reflective approach to
resolving the conflict, consistent with etiquette as in appreciative resistance. It was this
failing of the campaign that led me to think about educative activism, and develop the

concept of appreciative resistance.
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In offering this critique, I am not suggesting that I was entirely unsupportive. The
students who made up LUCTAL worked tirelessly to ensure that their goal of squashing
the landswap deal was achieved, and they were successful in realizing this end. It would
be easy for me to begin an analysis of this experience by pointing out all of the ways that
LUCTAL’s efforts fail to fit within the concept of appreciative resistance; however, such
a strategy would not be consistent with the openness and etiquette that I advocate in
appreciative resistance. By highlighting what was open and respectful about the
landswap campaign (related to openness and etiquette), the focus is put on capitalizing on
the most effective points of the project, rather than deconstructing ineffective points.

This approach does not preclude criticism, but rather approaches criticism from an
etiquette of appreciation. This approach may provide insight into educative activism that
is not always gleaned through more rabble-rousing strategies.

With this in mind, I conduct an analysis of my experience with the landswap issue
by identifying qualities of the activist campaign that seem to fit, or nearly fit, with my
notion of appreciative resistance. In this way, this analysis of a case, or example,
attempts to find similarities in the contours of the landswap campaign and the concepts of
educative activism and its manifestation in appreciative resistance that have been
developed in Chapter II and III respectively. Identifying and explaining links between
the landswap campaign and an educative activism extends and develops the analysis that
I am conducting throughout this thesis.

Finding Appreciative Resistance in the Landswap Campaign
In some sense, it is of little wonder that I dug to find examples of appreciative

resistance in the landswap campaign, as the concept of appreciative resistance was
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developed as a part of this thesis after the campaign was over (although certainly the
underlying ideas are not so newly conceived). Moreover, I am not criticizing the
campaign for not having a clear educational current to it; the LUCTAL organizers did not
plan the activism around educational outcomes. That said, the campaign did take place
on a university campus, initiated and facilitated by university students—so in a sense,
educational outcomes cannot be separated from activism carried on by students, qua
student. Attending university, and participating in student life, can be considered an
educational endeavour both within formal fields of study, as well as in the wider
university experience. From an idealist standpoint, a universal student identity is a nice
idea; however, it 1s certainly not without problems, given that the degree of participation
in student life activities (and what counts as those activities) varies greatly among
university students, and that universalizing a student identity is problematic (Barret_t,
2005) because few would fit a single profile of what it means to be a student.

I do not expect that the landswap campaign must, or even could, fit some perfect
mould of appreciative resistance. This wasn’t the intent of the campaign, and appreciative
resistance as I have described it, offers no such “perfect mould.” Rather, I offer this
analysis as an example of a situation that had some qualities of appreciative resistance,
and might have had more. Identifying appreciative resistance in the landswap also serves
as a means of testing the viability of appreciative resistance as a concept, in its
relationship with educative activism. My landswap story offers a unique opportunity to
characterize potential for intersections between activism and education, which is m