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You Never Know How the Past Will Turn Out to Be
This directed reading research project marks the beginning of new insights for me into the difficulties of teaching and learning. These difficulties reside beyond my initial perception of the difficulties inherent in teaching and learning. These difficulties, which I initially thought to arise solely as a result of the privileging of cognitive, curricular, subject competency and institutional/ societal concerns, have been further complicated and enriched by my readings of psychoanalytic theories of teaching and learning. It is these psychoanalytic theories of teaching and learning that have taken me beyond the rabbit hole and down into the realm of the unconscious. 

Stepping outside of the designed curriculum for a MEd in Curriculum and Instruction, I have independently pursed psychoanalytic implications in my directed reading as an educational concern relevant to curriculum and instruction due to my own educational and theoretical desires as well as my felt needs relevant to my practice. Not only have I found myself ardently courting psychoanalytic theoretical approaches to teaching and learning, but I have taken up the ethical challenge posed by Deborah Britzman and Alice Pitt to move beyond understandings of external self toward the internal self and to begin to understand the implications of this “knowing” on my curriculum and instructional methods. Working through feminist/ radical pedagogical frameworks, as well as post Freudian psychoanalytic theories, I will begin with an investigation into my own unconscious through a re/ reading of excerpts from papers I have written over the past 16 months for this Masters degree. In my analysis and reading of these excerpts, I will be looking at/for indications of unconscious implications into my own relationship to power, authority and knowledge as a teaching/ knowing self. 

Feminist/ radical frameworks and psychoanalytic theories have affirmed for me the profound impact the other, who is my unconscious, as well as the other who is not me, has on relational dynamics and that these relations are central, albeit elusive and/ or uncommon, to the practice of teaching and learning.  I have found that applying psychoanalytic perspectives to teaching and learning is helpful in thinking of myself as a healthy teacher/ object by recognizing my own transference and counter-transference triggers, with my students, my curriculum and my selves.
I have attempted to organize my un/conscious experiences of teaching and learning by using Lacan’s categories of the imaginary, the symbolic and the real. I stumbled across these categories late in the process of my directed reading. Although it is not my intention to focus and use these categories in a traditional Lacanian sense, I have discovered that the imaginary, the symbolic and the real resonate deeply with me as categories in themselves. It is these categories that have helped me to organize what feels like the unorganizable and to stage what feels like the unstageable. The imaginary, the symbolic and the real resonate for me as central organizing concepts to organize and stage my experiences of teaching and learning. In order to present what feels like the unpresentable, I have bound together text, image, linear and non-linear narratives. What I hope to capture through this bind is that there is always both a multiplicity and simultaneousness to experience; one does not privilege or trump the other.  It is also my hope that meanings will continue to emerge and resonate through the experience of re/ reading it. There is indeed, something very compelling about repetition.   

My experience of being a student pursuing an academic credential and my desire to perform/ exhibit mastery over content compels me to approach the material and my articulation of it through standard “acceptable formats” i.e. the academic paper. Simultaneously my desire to learn through psychoanalytic methods and my experience as an artist compels me to break free of “normal” formats in order to access, be curious about and accept the resources of my imagination, my “artistic self” and my unconscious. I have always thought and felt that art was a transformative imaginative practice; transforming matter, thoughts and feelings. The links between art and the unconscious should not be missed here. The unconscious has “transformative” capacity in that it can change, shift or transform perspective, insight and/ or knowledge. 

Ultimately, I want to claim a position consistent with Maxine Greene’s assertion that the imagination is a method. In a sense I am approaching the representation of these ideas through both my conscious everyday identities as well as my unconscious identities, at least as much as any of them will allow at the present time. And, in a measured moment, consistent with both Lacan and Britzman, I would say that this directed reading and final project feels as if I am only approaching and not grasping. However, as one who is driven by a compulsion to mastery this deferment has been both anxiety producing and strangely liberating. And as I often reassure my own students, it’s difficult to learn new things.

In order to tap into and draw from my own unconscious, I have paid close attention to dreams, free associations, conjured memories, attempted to simultaneously articulate and listened to a far away but in no way diminutive self, wrangled with demons, both internal and external, and read Britzman voraciously.  Using Britzman’s idea of “novel education” as a fiction or constructed narrative, this project, taking the form of a multi narrative auto/ bio/ graphic, horrific/ historic/ hysteric, filmic, futuristic, romantic, x rated, juvenilia, narcissistic, navel gazing, book binding carnival adventure, is what my “novel education” has turned out to be.

The Enchanted School Room 
As a child I played school almost everyday with my very best friend Alexis MacNeil.  We co-taught our imaginary class in the basement of my family home. We had a desk, books, recycled handouts from our “real” teacher, carbon paper, a blackboard, very sharp pencils and imaginary students. On the days Alexis didn’t come to play, I would play alone, straighten the desk, sharpen pencils, shuffle paper, work on homework assignments and tests. Alexis and I nurtured our practice for years.  Much to the amusement of our families, ours was a serious sort of deep play, emulating the best traits of our favorite teachers, caring about our students, worrying if they didn’t do well on tests, teaching them everything we knew to the best of our capabilities and preparing fun but challenging handouts.  We read out loud to our students imagining the questions they asked and responding to them.  We rarely tired of playing school. At some point however, we grew up. Our interests changed and we left our schoolroom behind, moving on to high school, making new friends, being social and forging new and different experiences.  Despite our passionate school play, interestingly, neither one of us ever considered becoming teachers! As an adult occasionally in my dreams I visit this schoolroom. No one is ever there but everything is in its place as if waiting for us to return. 

It is now thirty some years later and I have returned. I am an educator. A “real” teacher.  No longer occupying an imaginary space, the “real” world of teaching is filled with even more wonder and requires even more creativity as my childhood play required. This childhood place of play has come to symbolically represent what is possible to me in the teaching world.  I want to believe that the seeds of commitment, integrity and collaboration were sown for my current practice in that basement with my dear friend. It is interesting to note that I never imagined myself becoming a teacher until I found something I was truly passionate about and that was art making. And I was an artist for many years before I even believed I could teach. 

There are certainly many similarities between art making and imaginary play. Like my early years, my current teaching practice still emulates all the best traits of all my favorite teachers. I do care about my students and I often worry about them. I teach them everything I know, have fun doing it and take every opportunity to challenge them.  I ask them questions, they respond. They ask me questions, I respond. Over the years I have worked hard to develop a dialogic relationship with them. As I reflect on my imaginary classroom, it is striking to me that our students were only imagined. Neither Alexis nor myself ever wanted to be the student.  In our play the coveted role was the teacher.  Now my students are very real to me.  Their needs and challenges have stretched my capacity beyond what I imagined I could ever do. I have learned that I am as much a student in my own classroom as I am the teacher. 

 The educational environment that I currently find myself in has certainly gained in complexity since those early days in my basement. I now teach in a two year Textile Arts Diploma Program.  This program is part of the Visual and Performing Arts Faculty at Capilano College.  Students in this program are exposed to a wide variety of technical, aesthetic and cultural aspects of textile arts within a historic and contemporary context.  For the past six years I have been teaching the first and second year Surface Design studio classes.  The students in this program make up a very diverse cohort.  The average age of the class is about 25, but the range spans from 18-67. Many come from different parts of the world to learn the skills that are offered. All come for diverse reasons, each with their unique needs, hopes and dreams. The skills taught are very specific and I find my students highly motivated, ready to learn and eager to apply their acquired skills in the “real” world of textile arts.

A long way away from my enchanted childhood schoolroom, where the pencils were always sharp and I was always ready and available to the teaching process, I now have the challenge and the opportunity of working within an environment, not of my imagination but a disenchanted, malaised, socio-political structure that is rooted in an ideological framework called modernity. Here time is a precious commodity and pencils seam like a symbol of the idyllic past. Never in my childhood classroom did I imagine that the expectations for teaching would be so great and the range of skills needed so diverse. So much more is required of teaching than fun handouts and sharp pencils.

(Trinkwon, p.2-4, 2006)  

The Mystery of the Squeaking Hinge: The Enchanted School Room as Pedagogical Pivot Point

The Symbolic, The Imaginary and The Real:

I have chosen this passage from the first paper I wrote for my MEd degree as a springboard into my novel education. This paper entitled, Horizons of Significance and the Authentic Self: A Counter to Modernity’s Hold on Artistic Practice, drew heavily from Charles Taylor and was concerned with modernity’s insistence on individualism and what I considered alienated abstraction in art making. I am as surprised now as I was then to conjure this symbolic memory from my childhood. As I reflect upon my initial motivation for beginning a paper about modernity and abstract art making with a childhood memory of  school play, I can only imagine that I was taking my first steps toward “contextualizing myself” within my own practice as an artist and a teacher. What I actually do remember about the experience of writing this first paper was that it was overwhelming and it took days staring at a blank screen before I could start. My start, however, came suddenly out of this “tabla rasa” experience and my imaginary school play memory surfaced. I began writing about it and the paper emerged. Even as I reflect upon this passage now it seems uncanny, like a mysterious experience at the periphery of my understanding, as to why I recollected this memory at that time and for that purpose. However I imagine my intentions, what I realize now as I interpret this symbolic childhood memory, is that I may have been foreshadowing the role my unconscious would play in my “real” education. Upon further reflection on this paper I am struck by the connections I was making between Taylor’s individualism and alienated abstract art, which both deny and reject the existence of the other. This interest, or rather this spectral haunting, has lurked over the course of my education and has led me to relational art making practices and to the study of psychoanalytic approaches within education. 

As I began researching and preparing for my novel education, I remembered using this childhood memory of imaginary school play and have retrieved it now for this project. I have named this passage The Enchanted School Room because it reads to me now as an imaginary utopic or idyllic space and as a counter narrative to the lived reality of my current teaching experience. Reading The Enchanted School Room has helped me to understand my teaching identity and how I view the classroom. In hindsight it feels very fitting that I would begin my first essay with a constructed fictionalized, recovered memory/ narrative. It would seem that The Enchanted School Room symbolically marks the beginning of my novel education and I am surprised at how the past has turned out to be. 

Using The Enchanted School Room as my pedagogical pivot point, I have chosen four moments to reflect upon. Although many thoughts and feelings strike me simultaneously about this narrative, I have selected these four moments to act as a hinge between my unconscious and my lived reality in order to pay attention to the noise and or squeaking between these moments. I will begin each moment with a quote from The Enchanted School Room and will follow them with post enchantment quotes written by me for subsequent papers. Out of these four squeaking hinges I will generate critical questions. These questions will help set the stage for a theoretical discussion of psychoanalytic implications for teaching and learning. 

The Case of the Reoccurring Dream

“It is now some thirty years later and I have returned. I am an educator. A “real” teacher.

 (Trinkwon, p.2, 2006) 

“As the actor/teacher prepares she remembers a recurring dream. She makes a mental note that she must share this with her analyst. Camera cuts to actor/teacher in analyst’s office space. She is describing the recurring dream where she enters the classroom and realizes she is totally unprepared for the class she is about to teach. Camera cuts to montage dream sequence of actor/teacher franticly searching desperately looking for her slides, notes and supplies as audience/students begin to trickle into the classroom.”

(Trinkwon, p.6, 2007)

My reoccurring dream is my struggle with the “real.” It is my struggle with the fear that I am not adequate for the role of “teacher.” Interestingly, in my former profession as a dancer/ performer, I had the same reoccurring dream with the exact same feelings of loss and loss of control. In these dreams I lose everything I worked so hard to acquire, the text/ lines and the movement/ choreography. It is striking to me that I continue to have these dreams. Now, however, the materials and venue have changed. I’m in the classroom and I have forgotten my lesson and am not prepared. The students get up and leave. I have lost control. 

One of the main differences between the study of education and the study of psychoanalysis is that teachers are not required to “know” themselves. They are taught to “know,” they’re teachable. In studying psychoanalysis, students must not only understand the subject of psychoanalysis, but must treat themselves as a “subject” and learn to understand themselves in deeper ways. Teacher education is not often concerned with the importance that the unconscious plays within the dynamic of teaching and learning (Britzman and Pitt, 1996). 

I am using this reoccurring dream in order to gain some self knowledge; to learn something about myself. The repetition of my dream clearly comes from a very deep place. In my enchanted school room, dreams like this do not take place. In my enchanted school room I am prepared. I am secure in my knowledge that my expectations will be fulfilled and I am competent master/ mistress of my realm. These imagined and desired identities for mastery, competency and fulfillment drive the “symptomolgy” and repetition of my anxiety and my dream, or rather, my nightmare. This is clearly a new edition of an old conflict. Due to my identification of an old conflict the questions I have are as follows: How can I begin to create my new conditions for teaching and learning through the use of this dream? And am I able to unlearn my own learning? 

The Case of the Resistant School Marm

“Alexis and I nurtured our practice for years…In our play the coveted role was the teacher.” 
(Trinkwon, p.2, 2006)

“…I think one of the main reasons why I am a teacher today is simply because I thought I could do it better than someone else…I don’t really perceive myself as “teacherly” material. I resist the identity because of my conflicted history and ambivalence with the practice. And so I wonder, what has kept me motivated to teach for the last nine years? What has kept me from signing my own resignation papers, calling my own bluff and exposing the fraudulent claim I make to the title of instructor, teacher, faculty? The question of course is, am I really any better at teaching than those who taught me?

(Trinkwon, p.3, 2008) 

How can I in the same instance think I can do it better than someone else and not think of myself as “teacherly?”  I realize that my contradiction/ resistance has been not so much with the practice, but with the ideation of the role of teacher and how that role is played within my practice. These quotes have given me the insight to look at what I think a “teacher” really is and what my projections are onto that role. In The Enchanted School Room teachers are always in control of the class, because in a sense we are both the teacher and the student imagining/creating the scenarios that would play out each day.  In The Enchanted School Room, I am struck by the fact that within the imaginary school, neither myself nor my friend wanted to be the student. It was the teacher’s role that was prized and coveted. Despite the absence of students in the classroom, we managed to continue with our imaginary play happily and productively without incident and across time. I wonder if my experience as a real student then made me want to be the imaginary teacher? To be in control over an educational environment that for most of my experience was oppressive and often deeply countered and troubled my desires for learning? 

In The Enchanted School Room the nurturing of our practice came from daily play, negotiation with each other, collaboration and the sharing of resources. Thirty years later reflecting on this enchanted world I state that, “I want to believe that the seeds of commitment, integrity and collaboration were sown for my current practice in that basement with my dear friend” (Trinkwon, p.3, 2006). I am struck here by the term “want,” which makes me think now I don’t really believe that this is were it all started. What I am sensing from this reflective statement are my unconscious desires for this role. That teaching is really about commitment, integrity and collaboration. I think I am still hanging onto the idea that teaching is a vocation like the nunnery and that we are born into it; it just doesn’t happen like a simple twist of fate. 

In my case I was “called” into teaching when I witnessed the effects in the classroom of a temporary hire who happened to be a grad student, appeared to be out of control, lost student’s projects, relied too heavily on me as the technician to “teach” the class and used the facilities to complete her own projects on student time. This experience took me right out of my “enchantment” zone. I did not witness or experience “commitment, integrity or collaboration” from this person. Fate, calling or need for control? Clearly my desire for mastery enacted in my childhood school room returned. Was my “call” simply a new edition of an old conflict? Whatever the musings for an etiology to my case the outstanding question remains: why, since occupying the coveted role of teacher, do I continue to disavow my “teaching” identity? 

The Case of the Incurable Student

“Never in my childhood classroom did I imagine that the expectations for teaching would be so great and the range of skills needed so diverse.” 
(Trinkwon, p.4, 2006)

“Camera cuts back to classroom. The actor/teacher continues to sense the strange aliveness in the classroom. The quiet, reveries, passions, desires, fears and ignorances in the space as the audience/students reconfigure themselves against/toward the project. The actor/teacher glances at her watch and knows she must press on.”

(Trinkwon, p.10, 2007)

To agree with Freud, Felman and Ellsworth’s assertion that teaching is an “impossible” (Ellsworth, 1997) task, one wonders what the implications are for teaching and learning? In my enchanted school room, teaching is possible. It simply occurs as a result of the “fun handouts and sharp pencils.” In The Enchanted School Room our imaginary students are invisible, non verbal extensions of our play. They are congruent holographs of our teaching/ learning selves and of our own unconscious desires. Prior to undertaking this directed reading when students entered my classroom I imagined why they came, what they came for and had expectations about how they “might” perform and what I might “do” for/to them. I now know that the range of skills needed are beyond subject and curricular competency and that my students may not take up the curriculum in the ways that I imagine they should, could or would. I have no “cure” for my students. Now I imagine my students in a much more dystopic fashion. Sigmund and Anna Freud’s assertions that the best we can do is less harm and that we must not expect too much from each other, leave my lips like an evening vesper as I imagine my students hobbling away on crutches after a day spent in my classroom. 

In teaching there is always a gap or a missed address (Ellsworth, 1997). So if teachers can never make their mark what do they do? Do they just sit back and hope that somewhere, somehow, something is going to connect? Or do they become hypervigilant, demanding that students respond to them at every turn in a way that they want them to or feels “correct.” As Britzman argues in Lost Subjects, Contested Objects, “education does not solely reside in the teacher’s efforts, the good curriculum, and the question of locating the source of empowerment” (Britzman, p.4, 1998). You need to know yourself and to give up on thinking you know who your students are.  So the questions remains, what are the implications for teaching and learning when the expectations and the desires for learning are misaligned? 

The Case of the Impossible Profession

“No longer occupying an imaginary space, the “real” world of teaching is filled with even more wonder and requires even more creativity as my childhood play required.”
(Trinkwon, p.2, 2006)

“I think I understand the subversion necessary to do the work pedagogy requires. To assert the impossible and go undercover is a strange model for education.”

(Trinkwon, p.3, 2008)

Far from my enchanted school room, I feel compelled to take up the position that Freud, Shoshanna Felman and Ellsworth assert; “that teaching is not only difficult, but impossible” (Ellsworth, p.55, 1997). Ellsworth’s writes: “going from addressing a student postulated as having a desire for knowledge, to addressing a student understood as having a passion for ignorance would seem to require quite a shift in pedagogical and curricular gears” (Ellsworth, p.57, 1997). In The Enchanted School Room, although I have identified my imaginary desires for mastery and control, I now know that these imaginary wishes/ fantasies are no longer sustainable for me in the teaching environment. I now experience myself pushing against the limits of my knowledge when I claim that the real world of teaching requires more creativity than I ever imagined I could perform or muster (Trinkwon, 2006). From my enchanted school room I allude to needing something more, but do not have the imaginary power, at least at that point in time, to imagine the undercover subversion needed for the undertaking of teaching and learning (Frank, 1998). So if teaching is an “impossible” task, how do we do it?

A Case for Imaginative Methodology: Accepting the Challenges of Psychoanalytic Teaching and Learning
I have structured the proceeding cases in an imaginative methodology a la Nancy Drew in order to recontextualize and fictionalize what I consider important concerns for teaching and learning. In doing so I am able to conjure my unconscious through imaginative methods in an attempt to access the real. The Enchanted School Room becomes a pedagogical pivot point in my learning process. I now want to focus further on the implications that psychoanalytic methods have for teaching and learning. Imagination as method (Britzman, 1998), especially one employed for such a serious endeavor as education, may seem frivolous, some may even say preposterous. To propose the imaginary as a method, in an age of instrumentalism, evidence based curriculum and instruction is nothing short of heretical and/ or radical. Heretical, radical and preposterous positionings are ones I feel at home in. So it is from here that I will proceed.

Reoccurring Dreams: Old Stories, New Scripts

My reoccurring dream has been with me for a long time. It has extended itself over time in various instances in my life. Up until this point I have accepted it as my reoccurring dream and let it be just that. I am, however, no longer willing to let it be of “no use” to me and have put it to work in order to push through to a new understanding of myself; to create my new conditions for learning. What is central to my theoretical analysis of this dream is the notion of transference. 

Transference refers to the repetition of familiar strategies of self-mastery that work to maintain the illusion of the self as a coherent and cohesive entity in charge of itself. The repetition of such familiar strategies leaves little room for consideration of the needs or interests of learners. Thus, we believe the problem is with the teacher’s familiar strategies of self-mastery, not the dynamic of destabilization that is central to pedagogical encounters. 
(Britzman and Pitt, p.121, 1996)

What is interesting to me here is that I think I have been indicating to myself in my reoccurring dream world, that to surrender to the destabilizing power of the unknowable, that is inherent within and necessary to relationally, is to actually be closer to the “real.” In my lucid non-dream state, I have, prior to this new condition, interpreted this dream as my failing, my incompetence and my inability to teach/ perform. These feelings come from both my own learned impressions of myself in my early education and projections placed onto me by my teachers who thought I was “troubled,” fit for the working world, not the educational world, and did not expect too much of me. As well, these feelings come from “…the structure of teacher education and the epistemology of education itself, with its push toward remedy, control, and expertise” (Britzman and Pitt, p.119, 1996). 

So, as the old story goes, I’m out of control in the classroom, should never have got there in the first place, because I’m a heretic and rebel, I don’t know what I’m doing and if I only had fun handouts and sharper pencils, my students would learn what I teach and I would be in control and master of knowledge. These ruminations are the repetitions of my familiar strategies. Upon reflection of my old story, my new script is as follows: Ya, I’m out of control, I don’t know how my students will respond to either myself or the curriculum but I understand now that these are the necessary/ destabilizing conditions necessary for learning. Without this destabilization my students can not implicate themselves in their own learning. 

Power, Authority and Ambivalence

In looking at my passionate ignorances as well as my desire for the “coveted” role of teacher, I have come to realize that what I want and wanted from the role, for myself as a teacher and what I want/ wanted from my teachers, is that they be, “open, accepting, worldly, edgy, non-conforming and of course brilliant” (Trinkwon, p.4, 2008). The resistance comes when I feel, closed minded, rigid, isolated, boring, conformist; as dull as it gets. This is where the paradox lies and this is where my resistance lays. Unfortunately, I’m not always soaring at unfathomable heights. 

Regardless of how I soar in the classroom, I have always been troubled/ conflicted by the power imbalance between teacher and student. This conflict runs deep and is an old story generated and told by a poor queer catholic school girl. My resistance to authority was forged recklessly against an antiquated feudal, patriarchal and heteronormative system. Yet, it is precisely my resistance to the authority role of teacher that has enabled me to implicate myself in my own learning. It is this implication and/ or knowledge of self that has created the necessary conditions for my teaching and learning. It is precisely because I know myself that I can take responsibility through the recognition of my counter transference triggers. This recognition has enabled me to create new conditions for teaching and learning that move into what Britzman calls the frontier space and Ellsworth calls the potential space. These relational conditions/ spaces suit me and my desires for teaching and learning because they implicate both the teacher and the student into the teaching/ learning process.

Lost Subjectivity - Imagined Performances: Accepting the Challenges of Becoming Me
I May Not Always Be Who I Think I Am Or Want To Be

I May Not Always Be Who You Think I Am Or Want Me To Be
As I become me, through learning and participating within my community of practice I wonder, what identity am I willing to lose, to construct another?








(Trinkwon, Internet Posting, 2007)

The kind of sword swallowing stunts necessary for teaching and learning are always pushing beyond the limitations of my knowledge and many times beyond my wildest dreams (McWilliam, 1997). I never thought that teaching was easy although a “good” teacher does make it look effortless as if they just breeze into the classroom and stand before us delivering knowledge that is taken up by eager minds. Ah, the daydream imaginings are a great comfort, but I do digress. What I really want to say here is that the kind of creativity necessary for teaching includes, but is not limited to, scripted acting, improvisation, intuition, attunement, comedy, tragedy, clairvoyance, magnetism and yes, subject competency. The expectation that I once had that this profession would fulfill some kind of ontological authentic wholeness has left. 

Teaching and learning requires one to cleverly connive one’s way, performing stunts and to go undercover (Frank, 1995, McWilliams, 1997). But to go undercover you need to be solid in your methods and put forward a curriculum that you think will engage others. Most important, however, you need to give up on the “delusion” and/ or the unconscious wish that you will “cure” your students from their ignorances. 

In order to provide all that is necessary to create new conditions for teaching and learning, it is necessary to become a lost subject (Britzman, 1998). As teachers/ learners to be in Ellsworth’s potential space means not knowing who you are, not knowing who you were, but rather to look toward who you might become. To be in the potential space means that you will not always be who you were before (Ellsworth, 2005). Lost subjectivity is a necessary experiential positioning of self that enables and creates new conditions for teaching and learning (Britzman, 1998).

Turning the Spade: Creating New Conditions for Teaching and Learning
“If teaching is impossible – as Freud and Socrates both point out – what are we teachers doing? How should we understand – and carry out – our task? And why is it precisely two of the most effective teachers ever to appear in the intellectual history of mankind, who regard the task of teaching as impossible? Indeed, is not their radical enunciation of the impossibility of teaching, itself actively engaged in teaching, itself part of the lesson they bequeath us? And if so, what can be learnt from the fact that it is impossible to teach? What can the impossibility of teaching teach us?”

 (Felman, p.18, 1997) 

What I have done for myself in this project is to create the conditions for my learning through imaginative and playful methods by looking at narratives and dreams. I have implicated myself in my own learning. What I need to do for my students is to create playful and imaginative conditions under which they implicate themselves in their own learning. Oddly enough, I think it all returns to the fun handouts and sharp pencils called for in The Enchanted School Room. It is the tools given and stunts pulled which enable implication in teaching and learning (McWilliams, 1997). Thoughtful and reflective development of curriculum and instructional methods are critical to stage implication into teaching and learning.

In addition to thoughtful and reflective development of curriculum and instruction, taking responsibility for the power implicit in the role as teacher by meeting students in the frontier space and/ or the potential space, where students and teachers meet in a time bound space that is unknown and yet to become, is a heretical, radical, and to some, a propsterous proposition for teaching and learning. Yet it is only in this unknowable frontier/ potential space, where outcomes are discovered not pre determined that enables the necessary conditions for teaching and learning. 

As a teacher I am acutely aware that I am both teacher and student, learning twice. I learn first from the curriculum development, I learn a second time from the students’ learning. Anna Freud calls this a double learning and sees it as a critical condition for teaching and learning (Britzman and Pitt, 1996). In order to continue to create dynamic conditions for teaching and learning, I must pay attention to how students are responding to the conditions created, as they may need to be changed or adjusted to ensure that they can and are implicating themselves in their learning.

At times these conditions of learning may be experienced, as Anna Freud observed, as interfering. Regardless of how students experience and position themselves against or toward this interference, whether they experience it as positive and move lovingly toward it or they experience it as negative and move hatefully away from it, these are the necessary conditions for them to implicate themselves in their own learning. In addition, in order to be in the frontier or potential space with students I need to pay attention to my counter transference to students’ transference issues to this interference.

Beyond the Enchanted School Room
In this research project I have tried to resist the formal linear narrative, but have noticed that I have privileged this approach over the other approaches I imagined would and could occur…interpretive modern dance, sword swallowing or fine needlework.  I always hope for more creativity, or is it driven, to break free of normative formats. But at this point in time, I could not create or reach those conditions, I first imagined. At this point in time, April 13, 2008 @ 8:25 PM., I’ve implicated myself all I can and have reached the limits of my knowledge. Wittgenstein refers to this moment when he says, “ this is where my spade is turned – we can not dig any deeper, for we have dug to our limits” (de Castell and Bryson, p. 245, 1998).  As I attempt to end this project I am left feeling that there is so much more about teaching and learning that I did not get to. Desires ignited, Mastery deferred.

It is absolutely striking to me that The Enchanted School Room and some of the post enchantment narratives, namely Scene 1, were written less than six months apart. It is shocking to me how much learning and change has occurred regarding how I think and feel about my practice over such a short period of time. This makes me wonder what my expectations really are for learning and change. What I do know however, is that what I imagine now could not have been imagined at the time I really played in my imaginary school room or even when I wrote this memory for my first paper.  

I have taken the time to draw out these moments within The Enchanted School Room and overlaid them with other narratives in order to demonstrate how the unconscious and the imagination can be employed as effective tools in their reflective capacity to generate knowledge and awareness. The Enchanted School Room acts like a pedagogical pivot point filled with slips and leakages but how far have I really moved beyond The Enchanted School Room? In a true Freudian moment I ask how much is or has been repressed and how much have I let go of? How much of my teaching identity and challenges in the classroom are due to the symbolic or imaginary being met with the ruptures of the real? Yet without ruptures of the real, the necessary conditions for teaching and learning can not occur and neither teacher nor student can begin to move beyond the limits of their knowledge.

It is the embrace of the impossible and the declaration that I can’t teach or “cure” my students that create the necessary conditions to teach and to learn. A paradox indeed! It is my own giving over to the power of the unknown, however fearful and nightmarish it may be that is necessary for implications in teaching and learning. My resistance to the role of teacher aligns with the subversion needed for the realities of the undertaking. I have to give up my desires for control. This loss is essential in order to create the new conditions for my teaching and learning. For me to say, I can’t do it, is a very strange, but needed novel approach/ model for education. I have embraced my resistance through discovering and knowing it.  My spade digs deeper. The ground is turned. It’s another page in my novel education. 
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