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ABSTRACT 

 

This dissertation is an autobiographical/narrative study of literacy encounters in 

home and school spaces. I search and re-search, visit and re-visit, examine and re-

examine, specific narrative moments, collected artefacts, and personal journals through 

the posthumanist concepts of entanglements, materiality, muchness, and an infinity of 

touch. As the re-searcher, I consider the entanglements of my literate play within sacred 

literacy spaces as a child, educator, mother, curriculum developer, elementary school 

principal, literacy coordinator, and university instructor held in my 

heartmindbodytimespacematterings. 

My aim is to tease out literate pedagogies of possibilities, working toward a 

reconceptualization of literacy teaching/learning that engages educators in an 

appreciative study of literacy learning, one that values children’s and educators’ literate 

resources, their agencies, histories, and passionate engagements with a broad range of 

texts. I seek to understand how a broadened definition of texts evokes and provokes, 

energizes and anchors learners of all ages within ethico-onto-epistemological 

entanglements. The implication of my research is that each literate encounter I rewrite, 

reveals what is being produced as beings, materials, technologies, time, and space, intra-

actively produced literacies and literate subjects. This re-search reveals how 

standardized practices risk silencing educators’ attention to the ethico-onto-

epistemological entanglements essential to creating relationships, knowledges, worlds, 

and literacies. How might valuing the web of relations expand affirmative and creative 

possibilities for learners in classrooms?  

https://www.google.com/search?client=safari&rls=en&q=onto-ethico-epistemological&spell=1&sa=X&ved=0ahUKEwiL_Kjs9M3iAhXEmuAKHWHoCZUQkeECCCsoAA
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“Knowledge comes to form in human relationships. The world we notice is the one that 

someone we cared about once pointed to” (Grumet, 1992, p. 6). 

 

This research comes out of a deep respect and caring for the literate worlds of learners 

everywhere. 

 

CHAPTER ONE: WHY THIS RESEARCH? 

 

Schooling Rituals 

 

As a literacy coordinator, I was in and out of schools weekly. During each visit; I 

observed children. I was seeking signs of their curiosities, relationships, and 

collaborations within the literacy block, but often these ways of being were silenced by 

normative enactments of literacy learning. Sitting on the carpet in a classroom beside a 

child in kindergarten I asked him, “What are you reading?” 

He replied, “You are going to get in trouble.” 

“Why?”  

“Because, you are asking too many questions. Plus, we are not allowed to talk 

here, during read to self,” and he supportively passed me a book. “During read to self, 

you can’t talk.” 

In another kindergarten classroom, I was told by a child that I was sitting on the 

floor incorrectly. “You have to sit crisscross applesauce on one square only,” he directed 

as he outlined the square for me with his index finger.  

When I asked another reader what she loved to read she told me, “I am level B.”  

Listening to these kindergarten children, the image that flashed in my mind was 

the picture book, The Big Box by black, feminist Nobel laureate and professor Toni 

Morrison and her painter and musician son Slade (1999). Three children who are the 
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main characters are placed in a box, “… a soft, familiar, comfortable, everyday “prison” 

into which children are metaphorically placed when their imagination is suppressed or 

programmed” (Popova, 2013). Connecting to this picture book, I wondered, how have 

classrooms become literacy boxes? Are children’s imaginations suppressed by their 

focus on behavior rules, reading levels, and independence? Are these rituals of reading 

to self and crisscross applesauce prisons of individualism – silencing the educational 

power of peer relationships and dialogues? 

I increasingly noticed how classrooms became standardized spaces through the 

reproduction of literacy practices, manufactured posters, and educational messages that 

served adult goals while detracting the educators’ attention from the complex 

entanglements of children’s encounters. These standardized spaces seemed to exclude 

children’s curiosities, relationships, and collaborations. The environments flooded with 

well-intended slogans and rules seemed set to indoctrinate children into a culture of 

schooling rather than learning and specifically in the case of this study, literacy learning. 

No talking during read to self, standardized stationary word walls, CAFÉ menus, Daily 

Five charts (Boushey & Moser, 2006), public behavior management aids collectively 

encouraged surveillance – children surveilling themselves and other children, educators 

surveilling children but also a culture of educators surveilling educators’ compliance to 

these normative practices. What literate worlds are educators noticing and cultivating 

when we are caught in the reiteration of management, control, data collection, limited 

choice, competition, and accountability measures that work to erase the complexities of 

children’s relationships, home literacies and literate desires?  

It struck me that the taken-for-granted classroom management and reinforced 

literacy practices were standardizing bodies, silencing the relational moments that 
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children desire, including their relationships with texts, materials, time, space, 

themselves and other literate beings. This research troubles how standardized practices 

risk silencing educators’ (and children’s) attention to the ethico-onto-epistemological 

entanglements that arise from human and more than human intra-actions and are 

essential to creating relationships, knowledges, and worlds, all of which inform and are 

informed by literacy learning. Practices of ethico-onto-epistemological entanglements 

according to literacy educators and researchers Kuby, Spector and Thiel (2019), who are 

literacy educators and researchers, means ways of entangled knowing, becoming and 

doing are constantly intra-acting: 

…distinct agencies, whether human or nonhuman, do not precede intra-action, 

but rather are continually becoming in intra-actions with each other. Subjects and 

objects do not pre-exist, separately, rather they emerge through intra-actions. 

Barad signals that we are all already entangled together with each other (humans, 

nonhumans, more-than-human, culture, nature, languages, and so forth), that we 

don’t exist as separate individuals” (p. 69).  

 

In literacy learning there are decisions made by educators, by administrators, by  

 

districts, and departments. These decisions include suggested pedagogies, materials  

 

provided to learners and educators, and suggested recommended uses of materials.  

 

The material-discursive entanglements produced by these decisions shape the worlds 

and identities of educators, children and families, they set up the possibilities of multiple 

intra-actions and thus the entanglements rather than separating being, acting, and doing. 

These material-discursive entanglements can be disciplinary or many open new 

possibilities in learning. For example, in “Foucauldian thought domination is achieved 

through disciplinary power that produces docile bodies-bodies that are disciplined and 

self-surveilled while simultaneously being normalized and subjectified” (Kontovourki, 

2012, p.155). This is illustrated in the opening autobiographical/artefactual narratives of 

https://www.google.com/search?client=safari&rls=en&q=onto-ethico-epistemological&spell=1&sa=X&ved=0ahUKEwiL_Kjs9M3iAhXEmuAKHWHoCZUQkeECCCsoAA
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this chapter where children surveilled me, reminding me to make my body docile and 

disciplined, normalizing me to the system. This re-search shares material-discursive 

entanglements that explore the ways children navigate their own literacy learning, 

specifically how literacy can be used to affirm new ways of being and becoming, and 

particular conditions that contribute to educators’ capacities to follow the lines of flight 

learners initiate moving beyond the disciplinary acts around literacy learning with which 

I introduce in this chapter.  

In the following sections I present the research questions and briefly introduce 

the re-search. I describe the material artefacts I narrate as data for this re-search, 

articulating the theoretical frameworks that inform the research process.  I briefly 

discuss narratives and Barad’s (2012) infinity of touch, illustrating my thinking with this 

concept as I constructed autobiographical/artefactual narratives. Next, I articulate the 

goals of the re-search. Lastly I map the chapters of the dissertation. 

Re-search Questions 

 

The re-search questions are: How do literate identities thrive within the fullness 

of muchness (Thiel, 2014)? How do we value children’s literate resources from home? 

How might adults follow and support children’s “lines of flight” (Deleuze & Guattari, 

1987), as literate beings? 

Introduction to the Re-search 
 

I hyphenate the word re-search to honour the continuous, timeless movement of 

my thinking with, the ongoing entanglements of theoretical readings, children’s 

literature, profession resources, and artefacts. Throughout this dissertation I use the term 

“entanglements” which is from the field of quantum physics (Barad, 2007; Gilder, 
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2008). My use of the entanglement in this study of literacies signifies that everything, 

humans and more than humans interact, “[n]o matter how far they move apart, if one is 

tweaked, measured, observed, the other seems to be instantly respond… And no one 

knows how…Their fates are bound together” (Gilder, 2008, p. 3). This concept of 

entanglements supports my efforts to re-search how time, space, and material-discursive 

forces shape literate practices in home and school spaces. 

I re-search these entanglements by narrating specific artefacts, educational 

encounters, and personal journals thinking with the theoretical posthumanist concepts of 

materiality, infinity of touch, and muchness. I explain these concepts in chapter four. 

The narratives that I have created in my thinking with posthumanist concepts are more 

than autographical. I name these narratives autobiographical/artefactual narratives in 

order to respect the agencies of materiality and story. My aim is to engage readers in an 

appreciative study of ethico-onto-epistemological entanglements of ethics, being, and 

knowing in literacy learning. Other goals include: valuing the diversity of children’s and 

educators’ literate resources, creating conditions for literate agencies, and promoting 

passionate engagements with a broad range of texts (Cummins & Early, 2010; Dyson, 

1997; Gallas, 2003; Wood Ray & Glover, 2008). This re-search values children’s 

histories and home literacies, the todayness of childhood while recognizing that the 

environment as an active third teacher (Reggio, 2001; Fraser, 2005; Nason & Whitty, 

2008;) where educators attend to the entanglements of time, space, materials, and their 

a/effects on learners and learning. Therefore, educators resist a fixation on economic 

futures (Moss, 2018), and the belief that all children undergo a similar pattern of 

development (Davies, 2014a; Dyson, 2013; Dahlberg & Moss, 2010), and a belief 

system that contributes to the deficit constructions of learners (Dyson, 2016).  

https://www.google.com/search?client=safari&rls=en&q=onto-ethico-epistemological&spell=1&sa=X&ved=0ahUKEwiL_Kjs9M3iAhXEmuAKHWHoCZUQkeECCCsoAA
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Artefacts and Educational Encounters 

 

While teaching, there is little time, support, and value given to educators 

researching their own practices. Like many educators, artefacts that I have created and 

co-created while attending and then teaching in the public-school system have lay 

fallow. I narrate specific artefacts and the educational encounters they represent. The 

specific artefacts are: a box of file folders I created as a child that my parents gifted me 

after they cleaned their basement, embodied moments and gathered artefacts from my 

personal journal kept during the complicated birth of our youngest son Jack; and various 

writing entanglements that include: co-authored poetry pieces, my grandfather’s 

journals, my personal writing and former students’ writing, writing from professional 

learning opportunities, and artefacts from my role as a teacher and principal. The 

educational encounters I intend to re-search through these artefacts include my thoughts, 

questions, conversations, and challenges that are evoked and provoked while re-visiting 

the artefacts. These educational encounters and artefacts offer possibilities of 

reconceptualizing literacies and literacy pedagogies. 

Re-searching these artefacts, called for further conceptual clarity around the term 

entanglement. As I previously described ethnic-onto-epistemological entanglements 

arise out of the intra-actions between humans and more than humans. What is entangled 

beyond the human and more than human? Karin Murris (2016), scholar of pedagogy and 

philosophy, introduced me to the term ‘mindbody’. Drawing on the thinking of Deleuze 

and Guattari, she writes the term mindbody “distances itself from a language that 

presupposes that people can be ‘carved up’ into the Cartesian entities of ‘body’ and 

‘mind’” (p. 6) with the term mindbody, she brings the mind and body back as one. Yet, 

as I read mindbody, it continues to read it as a separation of mindbody so I include 
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‘heart’. I add ‘heart’, to mindbody, and in this study I author the concept of 

heartmindbody. Heartmindbody recognizes that ‘heart’, ‘mind’ and ‘body’ are an 

entanglement, impossible to separate and, in the context of this study, heart is necessary 

to literacy learning. Additionally, if we take “into account the situated time-space 

relation between all material organisms that act upon each other” (Lenz Taguchi, 2010, 

p. 36) then this term can be expanded to include heartmindbodytimespace. This 

conceptualization is also affirmed by the historic attention that early childhood theorists 

and pedagogues have paid to the entanglements of time, space, and materials in the 

learning of the whole children (Reggio, 2001, 2008; Montessori, 1912; Fraser, 2005). In 

recognition of the agencies of time, space and matter and intra-actions with humans I 

conceptual the following term: heartmindbodytimespacematterings.  

 By way of example our son Jack’s reaction to our first reading of the picture 

book Puff, the Magic Dragon (Yarrow & Lipton, 2007) illuminates these 

heartmindbodytimespace entanglements. With tears silently escaping his eyelids and 

sliding down his cheeks Jack said, “Mommy, can you stop reading that book right now!” 

In those moments, I knew that he was predicting what was going to happen and he didn’t 

want Jackie Paper to grow up. His heartmindbody was tied to that timespace of Jackie 

Paper.  

My heartmindbody holds moments that sustain my memory of Georgetown 

Terminal Warehouses, my childhood play space under the stairs, and my son Jack’s 

memory of Borrowed Black: A Labrador Fantasy (Obed, 1979), 

autobiographical/artefactual narratives significant to this research that I explicate in 

chapter 2. These experiences were buried in my body “and poised to resurface 

spontaneously, a production of similar material-discursive practices in another time and 

https://www.amazon.ca/s/ref=dp_byline_sr_book_1?ie=UTF8&field-author=Peter+Yarrow&search-alias=books-ca
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place” (Jones as cited in Enriquez et al., 2016, p. 77). As re-searcher, I am interested in 

re-visiting my heartmindbodytimespace entanglements of literacy learning encounters 

which resurface spontaneously. Literacy researchers, Kuby, Spector, and Thiel (2019) 

share that “[e]ntanglement offers refreshing and provocative ways of thinking about 

literacies” (p. 6). In the spirit of posthumanist philosophy I wish to “embrace the agentic, 

entangled intra-actions of humans and non-human in creating knowledge, realities, 

truths, and relationships” (p. 6) related to literacy learning. The encounters represented 

in these artefacts have left agential cuts (Barad, 2014; Kuby, Spector & Thiel, 2019); on 

my body, ones that are not easily forgotten as they have been within my heartmindbody 

for several years. My re-search is seeking ways literacy pedagogies can remain open to 

the heartmindbodytimespace entanglements of learners, conceptualizing literacy 

learning as a long-term trajectory in which learners. Thus, I join with others, in this 

recently emerging area of thought, reconceptualizing literacy learning as a long-term 

trajectory in which learners (writers, artists, musicians) are continually preparing for 

challenges ahead in becoming more skillful (Cervetti et al., 2020).  

Narratives 

 

Similar to research of Deborah Hicks (2002), a professor who studies literacy 

education with poor and working-class children, I re-visit “[my] 

autobiographical/artefactual narrative texts to write literacy [re-search as] part of an 

effort to situate the individual amid the richness and complexity of feeling, knowing, and 

valuing with others” (p. 16) attending to the material-discursive entanglements of the 

heartmindbodytimespace. Within this context, my aim is to value working class 

literacies as complex and worth of consideration in schooling. Much of the literacy 
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research has become aligned with the field of psychology, conceptualizing literacy 

learning as a series of cognitive set to be mastered (Hicks, 2002). My re-search, like 

Hicks, works to balance cognitive competencies with social, cultural, and ethical 

competencies. Creating these autobiographical/artefactual narratives helps me to 

understand myself as a literate being and how I continue to become literate in this world 

(Smith, 2017). This understanding reveals the idiosyncratic ways individual children, 

including myself, become literate.  

Leander and Boldt (2013) offer a strong reminder about the enduring force and 

a/effect of autobiographical/artefactual narratives. “What is carried forward is not the 

pre-existing surface features and grammars-the meanings or identities-but rather the 

force and affect created by a text[s], an action, an idea” (p. 37). I seek to understand how 

the force and a/effects of the re-search autobiographical/artefactual narratives provoke 

and evoke a fuller capacity to be open to the diverse ways learners make, represent, and 

communicate meaning within learning communities. So much of what educators do 

already do when teaching literacies is this connecting of readers/writers with diverse 

texts that evoke emotions and connections to heartmindbodies, engage their intellect and 

provoke empathic understanding of other peoples. Much of what is implicit, my study 

will make explicit through autobiographical/artefactual narratives. In the context of this 

study, this I examine many texts, and thus the word text is defined expansively to 

include books, drawings, quilts, water colours, rugs, handmade journals, embodied acts 

of reading, paintings, hooked rugs, notes, letters, file folders, cherished items, principal 

newsletters, conversations, play, gardens forms, games, and handmade clothing, just to 

name a few.  
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As a child, educator, mother, curriculum developer, elementary principal, district 

literacy coordinator, and university instructor, I hold over fifty years of educational 

experiences and relationships within my heartmindbody. I have learned from and with 

myself, children, parents and colleagues. Re-entering and re-reading these 

autobiographical/artefactual narratives will be 

like pleated fabric, the text reveals different parts of its pattern at different times. 

And yet every time the text unfolds, in the library, or in bed, or upon the grass, 

the reader adds new wrinkles. Memory and experiences press themselves into 

each reading so that each encounter informs the next…I return to it…because of 

the memories and wishes I’ve folded in its pages…because on every reading I 

see old things in it (Goodman, 2005, as cited in MacKey, 2016, p. 506). 

 

Thinking with An Infinity of Touch 

 

 Barad’s (2012) concept of touch illuminates a way of thinking deeply about 

touch. “So much happens in a touch: an infinity of others—other beings, other spaces, 

other times—are aroused” (p. 207). Knowing that I have much more to learn about 

Barad’s use of this concept, I cautiously use it to consider how as an educator, mother, 

and re-searcher, my literate self has been touched by so many material-discursive 

entanglements. I do so to open space of considering the infinity of touch around each 

child in school. Further inspired by Barad’s focus on ethics, I recognize that  

living compassionately requires recognizing and facing our responsibility to the 

infinitude of the others, welcoming the stranger whose very existence is the 

possibility of touching and being touched, who gifts us with both the ability to 

respond and the longing for justice-to-come (Barad, 2012, p. 219). 

I offer the following narrative as illustrative of how touch – an infinity of others can be 

aroused. One afternoon in July, our family arrived at Portage River Beach and Jack, our 

son yelled, “Madre, it’s Borrowed Black, right here! Look at it!” To him, the beach after 
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a violent winter storm, reminded him of one of his favourite picture books Borrowed 

Black: A Labrador Fantasy (Obed, 1979). Although we did not stay long at the beach, 

Jack was touched by the connection he felt in his heartmindbody, to the space of the 

storm disrupted beach and his past classroom/home encounters with Borrowed Black 

through his readings of this text with Sherry Rose at the University of New Brunswick 

Children’s Centre. This picture book, which many believed inappropriate for four- and 

five- year olds was a favourite read-aloud ritual for him and his classmates. Sherry was 

passionate about the book and as she read, Jack lived in that text and it became a tool in 

his literate life that he lived beyond the school. His heartmindbody felt the remnants of 

Borrowed Black’s actions on the beach. As his family, we were touched by the material-

discursive entanglements of the beach, book, storm, the author, the illustrator and their 

character Borrowed Black himself, an infinity of others, aroused by the human and more 

than human entanglements of a stormy beach.  

 

 

 

 

 

                                    

 

                                       Figure 2. Book cover (Stewart photo 2020) 

A newly purchased book Baking as Biography: A life story in recipes (Tye, 

2010) aroused an infinity of other. I picked up at the Canadian Society for the Study of 

Education (2018), and it had fallen apart because the binding was not strong enough. I 

called the book company to express my concerns. The helpful person who answered my 
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call shared that they would gladly send me a replacement copy. Three days later, I 

received the replacement book in the mail. I noticed the return address was Terminal 

Warehouse, Georgetown, Ontario. It was that moment of touch, when I felt the infinity 

of others. As an eleven-year-old child, I was gifted a cardboard box full of novels from 

Terminal Warehouse, Georgetown, Ontario which included S. E. Hinton’s books. That 

box of books is one of the reasons I am a reader today, doing my re-search about 

literacies and re-visiting these autobiographical/artefactual narratives.  

Re-search Goals 

 

Just as Kay, my childhood friend’s mother who gifted the cardboard box of 

novels, I explore what it means to teach and learn compassionately recognizing the 

challenges of responding to individual learners and the possible spontaneous resurfacing 

of an infinitude of others. How might my re-search arouse the infinity of touch that 

readers have and will encounter as they read this work? How do we welcome the literate 

beings in front of us, behind us, and with us, as we striving for literacy competencies 

that foster healthy and productive lives within learning institutions and across society 

(Petscher, 2020)? 

Along with other researchers, I believe literacy teaching can be an act of social 

justice that envisions and enacts literacy practices that are less violent to so many 

(Cummins & Early, 2010; Jones, 2016; Kuby, 2018; Spector, 2015; Thiel, 2019). As an 

educator, I acknowledge, value and create avenues supportive of the multiple ways in 

which learners express and share their literate practices and identities. The 

autobiographical/artefactual narratives question how a narrow conception of literacy 

learning and teaching limits the scope of literacy learning and therefore the academic 
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and economic success of so many. My goal is to think deeply about my 

autobiographical/artefactual narratives, to think with my literate becomings and how my 

actions might decrease educational inequalities for children, their families, and 

educators. My re-search contributes to the current calls addressed in the 2020, special 

edition of Reader Research Quarterly that calls for complex solutions that honour the 

complexity of literacy. Implementing a complex/multidimensional model of teaching 

reading considers “the human factor (Pearson, 2004) – differences among individuals 

and groups, their practices, their interactions, and the unpredictably that accompanies 

being human –disrupts the possibility of narrow and universally applicable solutions for 

helping all students become readers” (Compton-Lilly et al., 2020, p. 192). I believe this 

is applicable to other components of literacy learning – writing, speaking and listening.  

I hope to value the pedagogies that arouse the agencies of children and educators 

within literacy instruction and learning. It is my goal to “acknowledge the multiple ways 

of making meaning from experiences” (Greene, 2009 as cited in Hughes, 2013, p. 54) 

while honouring the whirlwind of words, stories, images, and artefacts that represent my 

literate identities as a teacher, reader, writer, mother, seamstress, quilter, weaver, and 

gardener. My goal is for readers to experience the multiple ways of representing and 

engaging in literacies, providing time, space, and materials for many possible 

entanglements of the material-discursive encounters of literate beings. As Rautio (2019) 

states: 

Posthuman literacies do not develop in a linear way, as independent skills that 

cumulatively increase over time and with correct education. These literacies 

cannot be passed down in a master-apprentice model. They are an ongoing 

system (like the roundabout) in which you participate, and depending on other 

participants and the context, the whole system changes and fluctuates; a 

roundabout experience in Italy is different to that in the north of Finland. (as 

cited in Kuby et al., 2019, p. 233) 



14  

 

As an educator, I am “committed to helping make a more just world” and 

“commitment to be ‘in’ [literacy], not to presume to be above or outside of it” and 

committed to being with [literacy] (Barad, 2012, p. 207) and the learners. There is a 

common mantra that I know I have reiterated myself to education students. The mantra 

is that it is important to know your students or otherwise stated, know each learner. Can 

this be possible if we are envisioning an ontology that is always becoming? Perhaps a 

better way to state getting to know your students is about being attentive to the 

individual a/effects of the entanglements. What materials are available and how do 

children repurpose them? How time is re-conceptualized in relation to literacy learning? 

How does space impact literacy learning? What is our relational responsibility in valuing 

their literate resources? How are we as educators willing to be vulnerable, admit doubt, 

and live with a sense of ambiguity while engaging in literacy pedagogies? Who do 

children become within this literate environment? 

This re-search uncovers how my literate self has been touched by so many 

material-discursive entanglements. Perhaps the mantra of getting to know that learner 

really means being emotionally open to the possibility of being touched by children’s 

literate initiatives and desires, perhaps more children will be welcomed into literacy 

learning spaces of freedom, creativity, imagination, and affirmation that they can learn.  

(Thiel, 2015). Literacy pedagogies that include valuing the domestic, play, and digital 

literacies of home might ensure a more dignified and meaningful literacy education for 

children of all socio-economic classes and cultural groups (Jones & Vagle, 2013; Dyson, 

2016; Wohlwend, 2011). Perhaps readers will be touched by their own infinity of others 
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who fostered freedom, creativity, imagination, and affirmation – creating unknown or 

unfamiliar possibilities within institutional spaces of learning.  

Karen Barad, a researcher of feminist studies, philosophy, and particle physics 

defines the term ‘diffraction’ as “to break in different directions” (Barad, 2014, p. 168) 

similar to when waves interfering with one another diffractively, they are creating a new 

pattern (Murris, 2016). I am hopeful that this dissertation “opens the possibility of seeing 

how something different comes to matter, not only in the worlds that we observe but 

also in our research practice” (Barad, 2007, p. 734) and in the worlds to come.  

Mapping the Dissertation 

 

In the following section I outline the chapters of this dissertations. In chapter 

two, I situate myself as a literate being by investigating the literate context of my family. 

Though the lens of myself as child, daughter, granddaughter, student, teacher, mother, 

principal, and literacy coordinator, I share embodied autobiographical/artefactual 

narratives sharing my literate entanglements while examining how I occupied and 

negotiated two separate literacy contexts: school and home. In contrast, I discuss how 

literate beings are leveled through assessment and teaching practices.  

Chapter three draws on the literature that informs this re-search project. I expand 

literature to include an entanglement of professional scholarly text, children’s literature, 

and academic texts to complexify literacy learning and teaching. I detail how several 

conceptions of literacy such as autonomous, social cultural, home literacies, multimodal 

and social justice inform this literacy re-search.  

I titled chapter four Methodologies: A Dance of Cross-Pollination as I am 

choosing to use pathways as a replacement for the word methodologies. I examine the 
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following methodologies: methodology of the heart, autobiographical/artefactual 

narratives and writing as inquiry. I share an autobiographical/artefactual narrative that 

address the material-discursive entangled agencies of fabric-grandfather-niece-book-

painting-mother and how each of these contributed to my creation of a text- a quilt 

block. Next I articulate the process of composing data. I define how the posthumanist 

concepts of entanglements, materiality, touch and muchness inform the 

autobiographical/artefactual narratives. Finally, I discuss the ethic of representation and 

relational responsibility. 

The Nurse in the Window, chapter five, re-visits a box of childhood artefacts my 

parents gifted me after they cleaned their basement. It was the contents of that box that 

reunited me with my childhood play and the entangled literate resources of school, 

family and the doctor’s office. In this chapter, I deepen my understandings of the 

complexities of children’s play, and material agency within mean making as it unfolded 

in my childhood home. Re-visiting, touching, and scanning these artefacts pulls forward 

embodied details, fragments, and images of my play that never left me (Pelias, 2004). 

This play narrative respects and honours children’s agencies and participations within 

and across literate communities that interplay between home, community, and school.  

This chapter demonstrates how I, as a child, repurposed the literacy practices of families, 

school, and doctors’ offices for my own use as I engaged in play as literacy (Wohlwend, 

2011).  

In chapter six, Entanglements: Threads and Veins of Motherhood, I re-visit 

embodied moments, gathered artefacts from my personal journal that I kept during the 

complicated birth of our youngest son Jack. As I unpack literacy encounters with myself, 

others, and how writing became a sacred space (Richardson, 1997), how writing allowed 
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me to re-produce myself differently in the hospital space. I share how writing supported 

me to make sense of days and weeks in hospital caring for our son and myself. I turned 

to the sacred space on the page to writing and make sense of the material-discursive 

entanglement of humans and more than humans within the hospital environments. 

Through my shared autobiographical/artefactual narratives, I uncover how new literacies 

unfold offering ways to face the adversity of a medical emergency. 

 Chapter seven, Writing Entanglements: “Someday, we should write a book” is a 

chapter about my relationship with teaching, learning about writing and writers. This 

chapter investigates specific literate encounters and artefacts about myself as a teacher, 

mother, principal, literacy coordinator, and university lecturer, in relationship with 

writers including teachers, students, mentors, and myself.  I untangle the relationships of 

our writing between, from, and with mentors, both human and more than human, to 

value the intra-actions of heartmindbodytimespace entanglements on writers and 

writing. This chapter theorizes that freedom, creativity, imagination, and affirmation 

require a trust in the writer, and a recognition of the dormant percolating periods of 

literate beings and becomings.    

Chapter eight, Conclusions for Now is my final chapter where I will share 

implications and limitations of my re-search. I will end this chapter with 

recommendations.  
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CHAPTER TWO: RELATIONAL ENTANGLEMENTS THAT SHAPE MY 

LITERATE BEING 

 

“…literacy learning is part of [children’s] histories, not something that children 

do as a cognitive task divorced from their lives” (Hicks, 2002, p. 37). 

 

As I situate myself in the research, I must return to my childhood, re-connecting 

myself within the everyday, embodied autobiographical/artefactual narratives of my 

literacy learnings. As an educator, I value the literate histories that are often silenced and 

sometimes lost within a standardized way of being with literacy that is typically enacted 

in classrooms. The hope is to acknowledge the “complexities of how [learners] engage 

with literacies” (Hicks, 2002, p. 15) within their lives as Hicks address with the opening 

quote. Our literacy stories or “[n]arratives are suited to elaborating the web of relations 

that make up individual histories of reading and writing” (p. 52). How might valuing the 

web of relations expand affirmative and creative possibilities for learners in and beyond 

classrooms? 

Home Literacies 

 

My father read Saturday’s Toronto Star newspaper, all week. On the following 

Saturday, another Toronto Star was waiting in our mailbox for him. Then, and to this 

day, my mother still makes comments about him, “mauling the newspaper each night.” 

To her, mauling the newspaper means he reads every inch of the newspaper, folding 

selected sections in half, sometimes in quarter to make holding the newspaper easier to 

read while lying in bed or sitting in his favourite chair with a coffee cup in one hand and 

the folder newspaper in the other. At the end of the week, mom gathers up the sections 

of the newspaper which are mismatched, folded in different directions, and places them 

in the garbage but today, they go into the recycle bin. 
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My mother reads short, functional pieces; recipes, instructions for sewing, 

pattern pieces, household hints for removing stains, or whitening clothes. Her favourite 

time to read was when she went to the mailbox and found a hand-written letter from her 

mother or sister who lived in New Brunswick. Mom “handled” all the banking, running 

our household, and paid the bills with meticulous accuracy. Mom loved to keep our 

home orderly and clean. She was a cook, a baker, and domestic seamstress who sewed 

my clothes when I was young. I wore handmade, beautiful dresses with matching 

rickrack trim. On days when I wore a new homemade dress, I felt on top of the world! 

She was a meticulous seamstress, my seamstress, who took great pride in her ability to 

sew.  

Like so many mothers, mom helped me with my timetables and spelling tests. 

She drilled me until she thought I knew them perfectly. To her disappointment, I lost 

both the spelling bee and multiplication bee to Michael West. I spelled Febuary 

February wrong and calculated 6 X 4 as 25, but I made it to the semi-finals. Thinking 

about these subjects today, I remain a terrible speller and although I know my 

multiplication tables, I am challenged by Math revealing how that isolated practice 

contributed little to my understanding and confidence as a learner in these subject areas.  

Mom’s leftover fabric, spools of thread and needles became my playground. I 

was always amazed that Mom could understand the sewing patterns and she taught me 

how to read patterns and sew. When I was sixteen, in preparation for my first airplane 

flight, I sewed myself a white blazar. I wore that blazar the day I travelled. Wearing that 

jacket, I felt grown up, worldly, and sophisticated. I top stitched the entire jacket. I 

remember the jacket had a slit in the center of the back, making it more comfortable 

when you sat down. These details made the pattern more complicated than others and 
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my efforts required support from my mother as I read the pattern to understand the next 

steps. Mom was there to help rip out stitches when needed because this was her literacy. 

Today, as I long for the freedom to be sewing more, I realize that Mom sewed because at 

that time, it was more economical than purchasing new clothing.  

My father was a gardener, a handyman, and carpenter by choice. His father 

always told him if you could work with your hands, you would never be without work. 

He completely renovated our basement from cinderblock wall and cement floor to 

carpets and painted walls. He made furniture for our home. He designed and constructed 

bedroom sets complete with dressers, two bedside tables, and desks for my brother and 

me. In Spring, he spent hours planting seeds under florescent lights and transplanting the 

seedlings into his flower and vegetable gardens. He is happiest when he is outside 

working the soil, composing, and caring for flower and vegetables gardens. 

 

 

 

 

 

 

 

 

 

Figure 3. My father's garden on the Tophill (Stewart photo 2019) 
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My parent’s literacies were about functionality and everyday living – about the 

literacies embedded in the everyday life of our home (Brice-Heath, 1982; Taylor, 1983). 

It was not until I was in the third year of my bachelor’s degree in education at the 

University of New Brunswick, that my professor Pam Nason shared research that valued 

the literacies of my mother and father. 

The literacies of the home are as diverse as the family groups who use oral and 

written language to organize and reflect upon their domestic lives. Yet there are 

some, commonalities: families all obtain and prepare food, eat, find shelter, 

nurture and teach their children, acquire clothing, celebrate special occasions, 

recall their pasts and plan for their futures, and so on. Honouring domestic 

literacies requires that, as we explore common domestic themes, we are mindful 

of the diverse ways in which families approach these activities (Nason & Homer, 

2002, p. 1). 

 

Again, reminding me, that there is no single pattern for literacies. Today, I would view 

my parent’s literacies as multimodal. Until that point, in my schooled life, my domestic-

home-family’s literacies were never recognized, valued or counted. How violent was 

that?  

 

 

 

 

 

 

Figure 4. Book cover (Stewart photo, 2019) 
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 Figure 5. Book cover (Stewart photo, 2019) 

 

When I discovered the picture book Hands growing up to be an artist by Lois 

Elhert (1997), it was the first time I saw my family’s literacies represented in a picture 

book. I was almost forty years old. Lois Elhert shares her family experience where both 

her mother and father were makers – were artists. Her mother is a seamstress using 

patterns, scissors, pins and fabric. Her father is a builder crafting with wood, hammers, 

saw, nails, and screws. These parents include their daughter in their making, creating a 

space beside them where she sewed, gardened, and constructed. This autobiographical 

picture book closely represents my family, including my brother who is also a maker. 

In my childhood home, there was a limited choice of picture books available. 

Purchasing books was an expense not included in our household budget and there were 

no books available from extended family members to be passed on. I had a total of five 

books: three golden books, Baby So High (Mattel, 1969), and The Pooh Story Book 

(Milne, 1969) that I received for Christmas from my “rich” aunt and uncle. 
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Figure 8. Inscription (Stewart photo, 2019) 

 

My brother and I shared a copy of the Night Before Christmas (Moore, 1837) that had a 

Santa in a fuzzy red coat that I touched so much I rubbed the fuzz off the cover. At 

Christmas that book was read aloud to us each night. 

 Sometimes my father read to my brother and I from a collection of stories called 

Big, Big, Story Book (Polly, Knittle, Marks & Fairbairn, 1955). Today, the spine of that 

book is held together with packing tape, specific pages are torn and fragile revealing the 

stories we loved the best. Interesting enough, my heartmindbodytimespace does not hold 

any favourite stories but rather the shared entanglements of the book, my brother, Kevin, 

my father and myself in Kevin’s bed together reading. 

Figure 6. Book cover (Stewart photo, 2019) 

Figure 7. Book cover (Stewart photo, 2019) 
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When I began school in kindergarten, I did not know how to read or understand 

that I should be reading. I remember looking at the words in the Dick and Jane Basal 

Reader Series (Gray & Sharp, n.d.) wondering how the other children knew what the 

words said. I could never figure out what went in the blanks on the pages in the phonics 

workbooks that accompanied the readers. I quickly learned to watch and copy what 

other children wrote. Pointing at the words and making those sounds didn’t make any 

sense to me. Today, I may have been labelled a struggling reader and possibly excluded 

from my peer group and assigned extra support, outside the classroom. As literacy 

scholar Anne Haas Dyson (2016) writes, “children deemed “at risk” reveal a society’s 

ideological notions of the “proper” childhood and at the same time the resources, 

including languages, deemed of most use for school success” (p. 6). My memories of 

reading in elementary school are of my struggle to “break the code” because I couldn’t 

read and I did everything to hide my incompetence against the proper performance of 

literacy. 

 

Figure 9. Book cover (Stewart, photo, 2019) 
Figure 9 Book cover (Stewart, photo, 2019) 
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The Gift of a Cardboard Box of Novels 

 

My first experience with reading a novel was shaped completely by my best 

friend Bonnie Hatcher’s mother who was a recently divorced woman, working at 

Georgetown Terminal Warehouse, a business owned and operated by three sisters and 

their mother. They distributed books for publishing companies. Thirty-five years later, 

this same warehouse delivered my second copy of Baking as Biography a life story in 

recipes (Tye, 2010). One evening, Bonnie’s mother Kay, arrived at our home holding a 

cardboard box full of novels. Bonnie was an avid reader and her mother must have 

assumed that I was too. After Kay left, my mother took the box of books downstairs, 

where she stored everything that wasn’t of immediate value. I must have been curious 

about the books because when everyone was in bed, I snuck downstairs to rummage 

through the books.  

 

 

 

 

 

 

 

 

 

 
        Figure 10. Book cover (Stewart photo, 2019) 

There, in that box, was the first book that I would read from cover to cover, S.E Hinton’s 

(1967) novel, The Outsiders. The book’s cover hooked me with tough guys looking 

directly at me. I knew they were the type of guys that I shouldn’t hang out with. I 
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discovered that there were other books in the box written by the same author. It is 

interesting that I did not know until I was an adult that S. E. Hinton was a female author. 

I do not remember any teachers connecting us with the lives and experiences of authors, 

so the hegemonic assumption that authors were male could prevail. Eventually, I read all 

her books at home but I did not share this with anyone at school. At school, we were 

reading Science Research Association (SRA) reading kits (n.d.), “where reading meant 

getting to the next colour level. Today, in many classrooms successful reading means 

getting to the next lettered level. Once we read a passage, we had to correctly answer a 

question before we could move to the next colour level of texts” (Szymusiak et al., 2008, 

p. 14). I remember that I was in the lowest colour levels and I had no interest in reading 

the stories on those cardboard folders. 

“These autobiographical reflections are the ways in which my identity as a reader 

was shaped by my relationships with others” and materials (Hicks, 2002, p. 44). I 

wonder how my identities as a reader would have been different if Bonnie Hatcher’s 

mother had not given me that box of paperback novels? Those books gave me access to 

reading materials that were interesting to me. I couldn’t wait to get home from school to 

find out what Ponytail’s next move would be. How might my schooled reading identity 

have been different if it was informed by my secretive home reading habits (Gallagher & 

Kittle, 2018; Glover, 2015; Miller, 2013, 2015; Rief, 2014; Routman, 2018)? 

As a literacy coordinator, I have shared the article Every child, every day 

(Allington & Gabriel, 2012) with educators at many professional learning sessions. The 

authors, Richard Allington who is a professor of education in literacy studies at the 

University of Tennessee and Richard Gabriel, a professor of reading education at the 

School of Education, University of Connecticut cite a study by Guthrie and Humenick 
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(2004) that states the two most powerful factors for improving reading motivation and 

comprehension are access to books and choice about what to read. I experienced these 

two factors at home because I had that cardboard box full of books tuck away in our 

basement. From that point on, I read novels at home. I hid my books and the fact that I 

was reading. Thinking back, I don’t think I wanted my parents to see what I was reading 

because I thought they would say it was not appropriate also, when my father saw me 

reading, he would say, “Get your head out of that book and go do something.” Reading a 

book in our childhood home was not considered to be doing anything worthwhile. 

A Family of Storytellers 

 

My family and extended family are storytellers. My uncle told my brother and I 

stories about his life in the Wild West as a cowboy. My grandfather’s ditties and stories 

about working in the lumbering camps in New Brunswick provided my brother and I 

with a sense of life in rural New Brunswick. My mother told us stories about her 

childhood growing up in Miramichi, having one outfit to wear to school and how she 

had to wash it by hand each night. As I grew up, I began to realize the truth in these 

hardships of living a humble life, which provided a perspective quite different than my 

childhood. My father’s stories detailed his experience moving from Miramichi, New 

Brunswick to Southern Ontario when he was twelve because my grandfather decided to 

move his family seeking economic opportunities. Years later, our family gatherings were 

so full of conversations that I recall putting up my hand saying, “I’m talking next, I’m 

talking next…” to ensure that I had a space in the conversations. Unknown to my family 

the 2020 special edition of Reading Research Quarterly cites the importance of oral 
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language skills in supporting both listening comprehension in reading and future success 

of readers (Cervetti et. al., 2020).   

“Someday We Will Write a Book Together.” 

 

My grandfather, known to his grandchildren as Papa, endlessly created plaques 

and characters using wood, paper, fibs, and recycled materials. I have a collection of 

these artefacts which represent his literacies. He too, read the Toronto Star 

 

 

 

 

 

Figure 11. Papa's composing (Stewart photo, 2019) 

 

newspaper, Reader’s Digest, and books about his home province, New Brunswick. 

During his later years, he had a bookshelf where he kept these books. They held a 

prominent place in his apartment. He also wrote daily journals which he made from 

recycled calendars. He was a collector of hundreds of political cartoons. When I 

graduated from university, I was the first person in our family to earn a post-secondary 

degree. After I graduated, Papa began signing his pieces of artwork, writing his name 

and including the initials B.C.B.R. He wouldn’t tell anyone what the letters meant but 

my brother has always said they represent Bachelor of Craft and Recreation. 
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Figure 12. Papa's signature (Stewart photo, 2019) 

 

 

 

 

 

 

 

 

  

  Figure 13. Papa's artwork (Stewart photo, 2019) 

Papa’s words have stayed with me twenty years after his passing. “Someday we will 

write a book together.” These words ignited a shared desire I still long for. Moments like 

these touch me and who I am as a writer. He was a writer who wrote for himself. He 

wrote about everyday things, about life and living, and about the life he and his family 

lived.  

As a first generation, university graduate in both my mother and father’s large 

extended families I intimately know the gap that can exist between family and schooled 

literacy practices. Like so many New Brunswickers, my mother and father valued formal 

education but lacked the financial privilege to further their education beyond the public-

school system. Many members of our extended family left the public-school before 
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completing the required twelve years but their literate practices continue to touched my 

literate practices today. In the next section I explore other relational entanglements that 

inform this re-search, potentially limiting children’s literate participations. 

Entanglements of a Different Kind: Limiting Children’s Literacies 

 

As a principal of an elementary school, I know how disciplinary power 

(Foucault, 1995/1977) works and I resisted being complicit in power enactments that 

resulted in educational inequities, by navigating ethical responsibilities to children and 

educators. For example, I was required by a district office literacy coordinator to submit 

the reading levels for every child in kindergarten to grade two. Administrators and 

educators received guidelines about the target levels for each grade level that 

corresponded to the report periods. Level A means a child can read conventional 

predictable, controlled vocabulary text where there is a high correlation between the 

images and the words. If a child was in kindergarten but was ‘not reading at Level A’, 

we were instructed to mark that child as a Z which identified the child as a non-reader. 

Speaking back to this disciplinary power, our school-based literacy team refused to give 

any children the label of non-reader. We assigned the level A and wrote a letter to the 

literacy coordinator stating that everyone is born a reader, reading the world around 

them. This was our attempt to recognize that children come in to school knowing a lot 

about reading. Here is an excerpt from that letter dates October 13, 2006: 

Our concern is that the “Selgis” among us – teachers and students- could get lost 

in a panacea of prescriptive rote learning activities because skills are easier to 

quantify. Please refer to the book, The boy who loved words (Schotter, 2006) 

which lent us some inspiration and passion in the writing of this response. 
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Also, as an illustration of an alternative response to the literacy learning of young 

readers, we included a copy of the picture book, The boy who loved words (Schotter, 

2006), Seligs, the main character spreads the joy of words to his heart and the hearts of 

others full of literacy love. “Selig loved everything about words – the sound of them in 

his ears (tintinnubution!), the taste of them on his tongue (tantalizing!), the thought of 

them when they percolated in his brain (stirring!) and, most especially, the feel of them 

when they moved his heart (Mama!) (p. 1). 

 

 

 

 

 

 
 

Figure 14. Book cover (Stewart photo, 2019) 

 

Leveling Books and Children 

 

When the leveling frenzy (Glasswell & Ford, 2011) hit New Brunswick I was 

home on maternity leave. When I returned to my position as an elementary principal, I 

remember the moment I entered our school’s library and saw the bins of books with 

letter stickers on the front right corner of each book. In my absence, the educators had 

assigned reading levels. I immediately asked our vice-principal what those bins were 

about. She explained that a committee of teachers under the direction of the literacy 

coordinator from district office had used Fountas and Pinnell’s (1999) Matching Books 

to Readers Using Leveled Books in Guided Reading, K-3 to level the books. Thiel 
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(2019) scholar and educational consultant/researcher of literacies says it so well, “books 

are measured and leveled and stickered and sorted and sanctioned” (p. 121) and soon 

kids are too. I was livid and immediately began to peel the labels off the books, 

carelessly undoing the teachers’ efforts. For me, leveling books was disrespectful to 

readers, reading, and to the authors and illustrators of these books. How dare anyone 

identify a book with a label on the front cover. It felt unethical to me. I believe in 

cultivating the literate identities of children by providing texts that interested and 

challenged readers; giving them choice and access to a range of texts, inviting them to 

explore individual authors or illustrators. Provisions of texts that challenge them, that 

make them feel comfortable, playful, or perhaps disrupted, create passionate, informed, 

and committed, joyful readers. Recognizing that reading is a multi-dimensional process 

and that readers bring unique cultural practices, cognitive strengths and literacy 

encounters to each text engaging students in more complex texts can lead to greater 

learning (McDaniel & Einstein, 2005) especially where readers are provided with 

opportunity to discuss their reading (Shanahan, 2020). Burnett and Merchant (2020) 

both researchers and professors of literacy and education at the Sheffield Hallam 

University in the United Kingdom share that “texts not only participate in relational 

assemblages but also are produced through them, drawing attention to the ways that 

texts are ephemeral and that, as they emerge, they too are always more than they seem to 

be” (p. 10). Teacher researcher, Regie Routman (2018) suggests readers select books 

through passions, interests, curiosities and recommendations from other readers. 

I have never thought about a book’s level when selecting a book for myself. I am 

driven by my level of interest, curiosity, passion to know more about a topic, by 

desire to read another book by a favorite author, and by reviews from other 

readers [Regie Routman, 2018]. 
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Educator, literary professor, and children’s author Mem Fox (2017) discusses concerns 

about today’s climate of measuring and quantifying readers. Linking with 

heartmindbody Fox cautions with these words: 

Matters affecting the heart are far more elusive than those affecting the mind. 

Measuring such indefinables as the effects of expectations, happiness, eagerness, 

fondness, laughter, admiration, hope, humiliation, abuse, tiredness, racism, 

hunger, loneliness, and love on the development of literacy is so difficult…. 

There’s no simple way to measure the role of affect in teaching children to read. 

It cannot be recorded in numbers… The plain fact of the matter is that teachers 

and children have hearts, and those hearts play an enormous part in the teaching-

learning process (p. 252).  

 

Disappointed and frustrated, I continued peeling labels off the front covers of books. 

However, soon I was to face the leveling of my son, Sam. 

Measurement Comes Home 

 

Each year in May, grade two students in New Brunswick used to write a 

provincial literacy assessment. The year our son Sam was in grade two, he was 

scheduled to participate in that assessment. As his parents and educators working in the 

same school system, we refused to sign the consent form and asked that he be given time 

to read instead of participating in the provincial assessment. We understood that this 

assessment was not about Sam’s literacy. As an early childhood educator, I knew that 

assessments at this age did not provide useful information about Sam as a literate being. 

The provincial government would use these results to further the province economically 

and increase the governing of adults and children (Moss, 2018). Provincial assessments, 

intended to be a system measure, have nothing to do with children and their learning. 

The results are often published long after the children’s experience of writing the test 

and children, educators, and families never benefit from analyzing the evaluated test as 

they are only presented with the summative grade. We had insider knowledge about the 
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workings of these assessments and yet we still felt the tension of speaking against the 

system. Our resistance was a bold ethical move in support our son. As privileged as we 

were, we risked becoming outsiders within our profession. But for us, this was about 

more than this assessment. We did not agree with a standardized testing of young 

readers, but we also had a desire to model for Sam the importance of standing up for 

what you know and believe is best for children. I share this narrative with other parents 

who are trying to challenge the testing authority of the school system. I tell them that 

neither of our children participated in the Early Years Evaluation – Direct Assessment 

(EYE-DA) or the provincial literacy assessments to let them know that the school system 

does not have the authority to limit your children’s literate identities. It is the potential 

mismeasure of our child, we resisted. 

Sam spent that testing week reading Harry Potter and the Philosopher’s Stone 

(Rowling, 1997). It was the first novel of that size that he had ever read. That summer he 

continued to read the Harry Potter series. Today, eight years later, he credits that week 

of reading for fueling his love of reading. He said he had so much time to read in class 

that it hooked him. He recalls deciding the character’s names without knowing the 

correct pronunciation. He invented his own code. Eventually he, returned to the 

storylines as he watched the movies learning the pronunciation of the names. 

Children have never just learned to read and write and then looked around for 

uses to which they might put these skills. As they learn to do these things they 

are also learning to engage with the culture and with specific and specialized 

practices of culture. (Miller, 1991, p. 158) 

 

I re-visit embodied autobiographical/artefactual narratives like the ones I have 

included in this chapter because I am thinking critically with my everyday literacy 

learnings through the lens of myself as a daughter, granddaughter, student, mother, 
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teacher, principal, and literacy coordinator. These autographical/artefactual narratives 

support ways to reconceptualize literacies that are more dignified and meaningful 

literacy practices for every child. Revisiting my autobiographical/artefactual narratives, I 

ask my research questions: How do literate identities thrive within the fullness of 

muchness (Thiel, 2014)? How do we value children’s literate resources from home? 

How might adults follow and support children’s “lines of flight” (Deleuze & Guattari, 

1987), as literate beings? 

I examine my experiences through the lens of class, privilege, and the position of 

being an insider in the school system. Thinking with my questions and these intersecting 

complexities, I provoke choices and possibilities for literacy learning where each learner 

can flourish as a literate being.   
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CHAPTER THREE: ENCOUNTERS WITH LITERATURE RESEARCH 

 

In this chapter I draw on the literature that informs this re-search project. I 

expand literature to include an entanglement of professional scholarly text, children’s 

literature, and academic texts to complexify literacy learning and teaching. I detail how 

several conceptions of literacy such as autonomous, social cultural, home literacies, 

multimodal and social justice inform this literacy re-search 

Professional-Scholarly Texts 

 

Within this dissertation, I place professional-scholarly texts, children’s literature, 

and academic research in an entanglement with each other as I play between the 

autobiographical/artefactual narratives and these texts to illuminate the complexities of 

heartmindbodytimespacematterings. In the following section I explore the  

contribution of these texts and how they illuminate the complexities of literacy learning. 

As a classroom teacher, principal, mother, literacy coordinator, and university 

instructor, it is my professional responsibility and commitment to inspire the literacy 

learning of educators and students from early childhood to university. This responsibility 

begins with my reading commitments. I am dedicated to reading and learning with/from 

professional-scholarly texts produced by educators (Gallagher & Kittle, 2018; Glover, 

2015; Kittle, 2013; Miller, 2017; Rief, 2014, 2018; Routman, 2018; Wood Ray & 

Glover, 2008). I desire equitable space for professional texts written by teachers who, as 

scholarly practitioners, combine research and practice. These authors continuously 

examine their literacy pedagogies and disseminate pedagogical knowledge specifically 

addressing ways to shift, adapt, or change classroom practices to amplify literacy 

learning. These scholarly practitioners study what individual learners do, addressing 
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some of the complex ways to value and support the variation of readers within their 

classes. Their efforts to attend to the individual variations evident across readers 

partially addresses the current call in the research of the science of read “to not only ask 

what works, but also what works for whom, under what conditions and what factors 

promote sustainability of implementation (Petscher et al., 2020, p. S276). Many 

scholarly practitioners recognize the necessity of providing culturally diverse texts 

addressing race, gender, identity, sexual orientation, class, and bi/multilingualism in 

order to represent the diversity evident in our communities and in the world. As a 

scholarly practitioner myself, I have offered numerous workshops and book studies 

supported by professional texts written by teacher researchers such as Donalyn Miller 

(2009), Katie Wood Ray and Matt Glover (2008), Mem Fox (2008), Kylene Beers and 

Robert Probst (2017), Matt Glover (2015), Kelly Gallagher and Penny Kittle (2018), 

Burkins and Yaris (2014) and Rief (2014). Conducting this research, I uncovered a 

replication of whiteness in these professional-scholarly texts as most of them are 

authored by white, middle class educators. However, they have broadened and 

contributed to my knowledge of diverse children’s authors as they seek to address 

diversity. Addressing this gap, I am currently seeking professional-scholarly texts 

authored by culturally diverse educators (Kay, 2018; Muhammad, 2020; DiAngelo, 

2018). 

These quotes offer one perspective of how these teacher/authors conceptualize 

readers in classrooms.  

For all of us who are dedicated to thinking of students’ reading development 

holistically rather than simply as data points, we know it is not enough to 

produce children who can read whatever “grade-appropriate, complex” text we 

set in front of them. Our vision for independence and proficiency are larger than 
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college and career readiness. We stand beside you, imagining readers who want 

to read, seek to read, need to read. (Burkins & Yaris, 2014, p. 178) 

 

Building lifelong readers has to start here. Anyone who calls herself or himself a 

reader can tell you that it starts with encounters with great books, heartfelt 

recommendations, and a community of readers who share their passion. A trail of 

worksheets from a teacher to their students does not build a connection with 

readers. (Miller, 2009, p. 4) 

 

Within these texts, there is no mention of reading levels, grade level standards 

for writing or narrow definitions of what it means to be readers or writers. These authors 

transport us into the social practices of a community of readers and writers where 

educators build strong reading and writing identities. They support teachers in creating 

passionate readers and writers based on engagement, interest, choice, and direct teaching 

through intentional responsive conferring where intentional direct teaching reading skills 

such as decoding, inferring, book talks, problem solving for meaning, vocabulary 

knowledge, setting reading goals, and more than one strategy for comprehension. They 

promote conversations about authors’ and illustrators’ strategies, while providing 

specific feedback related to children’s and adult’s composing and illustration strategies, 

approximations, and text design while conferring individually to support the learning of 

every learner. These authors recognize that reading development is a long-term 

trajectory. They recognize that students’ reading, interests, and reading volume will 

often be diverse and uneven across the classroom community where reading is 

influenced “by students’ diverse cultural, educational, familial, and experiential 

backgrounds, which are often affected by economic, social, and nutritional inequalities” 

(Compton-Lilly, 2020, p.192).  
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Children’s Literature 

 

    Within the category of children’s literature, I include picture books, young 

adult novels, graphic novels, and my personal commitment to Canadian children’s 

literature (Morrison, 1999; Obed, 1979; Ehlert, 1997; Milne; 1969; Hinton, 1967; 

Schotter, 2006; Kishimoto, 2003; MacKenzie, 1998; Gilmore, 2007; Frasier, 2006; 

Thomson, 2005; D’Aquino, 2019; Reynolds, 2003; McKay, 2007; O’Neill 2016). Many 

of these texts have become entanglements of my heartmindbodytimespacematterings. I 

include selected children’s literature in this research. These texts foreground specific 

components of literacy learning such as the role of friendships in composing, the value 

of approximations, they provoke imagination, and suggest possible solutions to complex 

problems. For example: in chapter two, I share an autobiographical/artefactual narrative 

about the first novel I read, The Outsiders (Hinton, 1967) which served as my entry 

point in to reading a novel, the freedom of choice, even though this choice was not 

sanctioned by my parents, and transported me into the lives of teenagers whose lives 

were very different from mine. A second example is the value of multimodal home 

literacies as evident in Lois Elhert’s book Hands (1997). Later in this chapter, I share 

another narrative about our son Jack and the first graphic novel, Naruto (Kishimoto, 

2003) that he read, cover to cover while freely pacing back and back, one afternoon, 

outside on our deck. In chapter five I share the picture book Roxaboxen (McLerran, 

1991) which narrates the outdoor playscape of a group of children creating an imagined 

world that they call Roxaboxen. This picture book re-creates the universal theme of 

freedom for children when they find a space to re-image their own world, establishing 

rules, currency, everyday events, and friendships. For me personally, Roxaboxen takes 

my heartmindbodytimespacematterings directly back to my childhood as the nurse in the 
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window which I share in chapter 5. The experiences of reading these texts will never be 

forgotten by Jack or I because they have become part of our literate identity, our 

heartmindbodytimespacematterings, our relationship. 

Scholarly Texts 

 

Literacy research is a gargantuan field so for the purposes of this study, as a re-

searcher, I organize the theoretical contributions with the following themes: autonomous 

literacy model, social cultural literacy model, home literacies, multi-modal literacies, 

and social justice. Because there is a current populist call promoting the science of 

reading, I discuss the current calls for action as represented by multiple articles produced 

by literacy researchers working across different paradigms, methodologies and 

institutions. The 2020 special issue of Reading Research Quarterly was created in 

response to the populist calling that is reproducing a very limited view of reading 

research – namely that reading is decoding. I also entangle this re-search evidence 

through the dissertation to highlight “how bridging of perspectives via accurate and 

meaningful information can move us forward” in the field of literacy (Jiménez & 

Goodwin, 2020, p. S7).  

The populist call is a misreading of the science of reading privileging decoding 

over the importance of oral language, obscuring the complex dynamics of relations 

among the skills and knowledge that lead to successful comprehension strategies, 

attention to memory, metacognition, engagement, vocabulary development, background 

knowledge, reading strategies, attention to more than one reading strategy for solving 

meaning, multi-lingual instruction, and the important variation in reading 



41  

comprehension across different texts and reading goals (Cervetti et. al., 2020; Shanahan, 

2020; Compton-Lilly et al., 2020; Hattan & Lupon, 2020). 

In my teaching and learning experiences, my heartmindbody tells me that 

conceptions of literacy are entangled in interconnected and interdependent ways. 

However, within today’s socio-political-educational context conceptions of literacies 

and their linking pedagogies are often dangerously positioned as binaries. For example, 

an educator might value reader response theories – recognizing that readers bring and 

make meaning of texts using diverse and multiple strategies, part of the sociocultural 

conception of reading. However, a systemic expectation may mean using a leveled 

reading system – more in line with autonomous conception of literacy - where learners 

move through decodable texts as a way of becoming skilled readers. When we separate, 

and isolate various conceptions of literacy, we limit the scope of our practices and the 

abundant possible entanglements of literacy learning and teaching. We erase the 

complexities of literacy learning and teaching rather than “attend[ing] to a full range of 

considerations…and the need for teachers to master a broad range of teaching strategies 

to server every student (Compton – Lilly et al. 2020, p. 192). We risk reiterating 

paradigmatic divides pitting one conception of literacy against another that directly 

impacts how literacy teaching is enacted and the a/effects of those enactments on 

learners. Through the constructions of dualism, politicians, policy makers, 

philanthropists, and educators engage in literacy wars evident in slogans of “back to the 

basics” – again, a limited reiteration of the science of reading. In the next section I 

discuss an entanglement of reports and curriculum of New Brunswick’s current literacy 

landscape.  
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Provincial Landscape of Literacies 

 

It is critical to note that when I began writing this chapter, I was using the word 

“reading” instead of literacies. While proofreading a section of my writing I noticed my 

foregrounding of the word reading and considered the way I was framing the current 

research I was reading. Governed by the standardized literacy practices of the education 

system, I found myself slipping temporarily into equating literacy with reading rather 

than reconceptualizing broader definition of literacies. Yet, in classrooms with young 

learners, educators, and university students, my enactment of literacies is much broader 

than reading. This speaks to how I continue to embody systemic expectations for literacy 

learning. It is reading that is tested and evaluated more frequently. We test what we 

value and what we value, as my five-year-old son said, when he encountered his first 

schooled reading materials, are books with cardboard words.  

Media, government task forces, departments of education, and policy makers are 

diligent about reminding us about the state of literacy in our province – our lacking in 

literacy (EECD, 2016). We are living in a climate and culture of deficiency where 

provincial interventions and funding continues to be fueled by the reiteration of ‘low 

literacy’ scores – nationally and internationally. Recently, the New Brunswick 

government has published two documents about literacy, the first document titled The 

Power of Literacy Moving towards New Brunswick’s Comprehensive Strategies 

(Trenholme Counsell & Roy, 2016) states: “[I]nformed stakeholders, literacy 

champions, employers, and government representatives…developed recommendations 

that will help New Brunswickers reach their potential in the workforce and thrive in 

their communities” (p iii). In one line the universality of the economic underpinnings of 
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literacy are extolled and differences expressed by these stakeholders are glossed over, 

silencing the potential possibilities, the new ways of thinking that entangled effects of 

differences can make (Barad, 2007). Perhaps the missing voices are those who were not 

so successful in the public-school systems; the adult literacy learners, the marginalized 

learners who were pushed out of high school (Tuck, 2012) and those from varied social-

cultural groups. The New Brunswick government views literacy “as a set of skills which 

you have or do not have, evoking a deficit approach, and a division between the ‘literate’ 

and ‘illiterate’” (Trenholme Counsell & Roy, 2016, p. 1). What is missing is the 

complex consideration of the “learner’s life realities including the social, political, 

[historical], and culture aspects of lives” (Street, 2015, p. 1). 

The second document titled Unleashing the power of literacy New Brunswick’s 

comprehensive literacy strategy (Province of New Brunswick, 2017) states:  

By helping New Brunswickers improve their literacy skills, we will see 

improved economic growth and output as well as improved quality of life. One 

of the first steps to creating jobs and growing the economy is to ensure that the 

work force has a strong foundation in essential skills. (p. 2) 

 

 Again, this text is very seductive equating literacy skills to improved quality of 

life for New Brunswickers. Do improved literacy skills create jobs? Success in “literacy 

is and has always been marked by social status, income, race, ethnicity and language” 

(Purcell Gates, Jacobson & Degener, 2006, p. 1, also see Purcell Gates, 2010). 

Recognizing the socio-political contexts of literacy learners’ lives would we be better 

served to conceptualize literate learners as defined by literacy researcher Frank Smith 

(1988) from his essay Joining the Literacy Club where he theorizes 

Members of the literacy club are people who read and write, even the beginners, 

and the fact that one is not very competent yet is no reason for exclusion or 

ridicule. A newcomer is the same kind of person as the most proficient club 
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member, except that he or she hasn’t yet much experience (as cited in Wood Ray 

& Glover, 2008, p. 6). 

In the early 90’s children in kindergarten to grade two were invited in and 

belonged to a literacy club that respected children’s right to play and their capacity to 

represent meaning through a range of modalities because of the curriculum Young 

Children a Teacher’s Guide to Kindergarten (1991): 

 

Some of the activity in kindergarten-drawing, going on field trips, examining the 

natural worlds, painting, tending animals or listening to stories – cannot be 

clearly and definitively labelled play as is the game of pretend in the house 

centre. The deeply absorbed child may not know whether she is working or 

playing. But the important qualities of play-intrinsic, motivation, involvement, 

and pleasure – are part of these activities and are crucial to a good kindergarten. 

(p. 7) 

 This curriculum valued the intra-actions between children’s direct experience, the 

curricula they brought with them to school, and the educator’s capacity to extend on 

children’s inquiries and play.  
 

 Twenty-nine years later, within the New Brunswick Curriculum Framework for 

Early Learning and Child Care – English (2008) one of the four goals of that framework 

is Communications and Literacies. The word literacies tells readers that this curriculum 

is in the paradigm of sociocultural multimodal literacies. For example: 

Children are active learners in the process of making meaning of their worlds. 

Their creations and productions give insights into what they are thinking about, 

how they communicate, and their identities within various communities. 

Children influence and are influenced by languages and literacy practices in their 

homes neighbourhoods, and wider communities. Their personal, social, and 

literate communities. Their personal, social, and literate identities are co-

constructed within a range of relationships (Rose & Whitty, 2010, p. 2).  

 

The authors acknowledge that the definition of literacy is constantly shifting and 

“what it means to be literate changes over time and place and within and across cultures” 

(Rose & Whitty, 2010, p. 2). There is no mention of reading levels, word walls, or 

guided reading. This framework lives in the context of literacies as a socially 
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constructed one that values young children’s approximations as they learn the skills of 

reading, writing, multimodal composing in the tools, practices and the languages of art, 

science, math, art, music, and language. 

In the following section I explore specific conceptions of literacy that inform this 

research.  

Autonomous Model of Literacy 

 

Unrau & Alvermann (2013) both professors of literacy education define the 

autonomous model of reading as 

the existing paradigm that views reading and writing as neutral processes that are 

largely explained by individual variations in cognitive and physiological 

functioning. It is a view that assumes a universal set of reading and writing skills 

for decoding and encoding printed text. (p. 74) 

 

Leveling children as readers is a system used to assess readers that assumes an 

autonomous model of literacy and a universal set of reading skills.  

Reading levels quantify reading, representing a student’s reading ability by a  

single number which measures only the decoding ability of student, choice for 

reading is limited to books at their level and this limits decision making abilities 

to levels with limited or no connection to students’ interests. (Costello, 2012, p. 

80) 

 

While reading decodable books may support some beginning readers with memory 

recall of words, there is a lack of scientific evidence that decodable texts impacts reading 

success in the long term (Jenkins et al. 2004, Petscher et al. 2020; Ehri, 2020). These 

leveled decodable texts act as a “tool for defining who one [is] as a literacy learner in 

relation to others and to established regimes of truth about what counted as doing 

literacy in school” (Kontovouki, 2012, p. 167). They act as a regulating power over 

readers, restricting what they read based on the level and limiting how they see 
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themselves as readers and possibly what reading is. Reading levels construct how 

educators see readers. Students embody the language of reading levels by “disciplining 

others and regulating what their peers read…work[ing] actively to position themselves 

and others as readers of lower or higher ability” (Kontovouki, 2012, p. 168). As my 

opening narratives illustrate some children describe their reading engagements by 

naming their reading levels. Likewise, Kontovouki (2012) an educator who studied the 

impact of these texts on the students he was teaching writes, “Bill responded that he 

couldn’t read “these books” referring to the books in the library…I can’t read it. What 

level is this anyway” (p. 167)? Teaching university students, I have witnessed the long-

lasting impact of reading levels when some education students share how they became 

ashamed at spending so long at one level that they became reluctant to engage in reading 

at school (Stuckey, 1991). 

 Like many literacy practices, the effects of assigning reading levels is taken for 

granted by many in the public and is celebrated for the “truth” in its accuracy. Some re-

searching educators (Costello, 2012; Kontovourki, 2012; Hastings, 2016) have found 

flaws in this accuracy. Additionally, educators have critiqued leveling reading because 

of the cost and amount of time dedicated to leveling each reader.  

The populist focus on decoding as the sole way to improve reading, as 

represented in levelled texts, “overlooks the importance of oral language development 

and obscures the complex dynamic relations among the skills and knowledge that lead to 

successful comprehension” (Cervetti et al., 2020, p. 167). The authors of this research 

strongly recommend that listening comprehension be equally valued as decoding to 

increase reading comprehension (Cervetti et al., 2020). Other important skills include: 

learning content vocabulary, learning a range of comprehensions strategies, and how to 
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“use the organizational structure of a texts to understand, learn, and retain content” 

(Shannon et al. 2010; Petscher, et. al. 2020, p. S271) 

Unfortunately, leveling has become a “taken-for-granted way of being a reader, 

of doing, thinking, acting, and interacting around reading that regulate(s) how reading is 

taught, learned, and assessed” (Kontovourski, 2012 p. 169). Within some classrooms, 

readers are limited to only reading at their assessed instructional levels. “As a result, 

some low achieving readers advance through school rarely having the opportunity to 

engage with challenging texts appropriate to their age and cognitive levels” (Hastings, 

2016, p. 67). Current research from the science of reading (Hattan & Lupo, 2020) 

recommends that readers be given the opportunity “to read high-quality, content-based 

texts that value their funds of knowledge including cultural and linguistic knowledge 

which leverages their knowledge while honouring whose stories are told and how we are 

adapting curriculum to support community” (Hattan & Lupo, 2020, p. S293). Instead of 

focusing on a set of texts that are leveled restricting engagement with the readers’ funds 

of knowledge, might we use multimodal, multiple-text sets appealing to a wide range of 

readers with diverse reading, socio-cultural, and linguistic competencies (Cunningham, 

2015; Kittle & Gallagher, 2018). 

Our main focus on literacy has been on “epistemology – what (we) think children 

know and how fast” (Kuby, Spector & Thiel, 2019, p. 11). As part of the culture of 

schooling, we are told we need to focus on the futures for children: “…if children know 

their letters and sounds, then they can read a book. If they can write their letters, then 

later they can write a story. If students are on a particular reading level by the time they 

finish second grade, then they are ready for third grade and more levels” (p. 11). This is 

a simplification of the science of reading. While phonological (sounds) knowledge is 
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supportive of reading, reading also involves knowledge of semantics (meaning), 

syntactic (grammar), morphology (word roots and affixes), and orthographic (spelling) 

(Ehri, 2020). Literacy researcher, Linnea Ehri’s multi-year research on how beginners 

learn how to read words in and out of context reveals that “both structure and meaning-

based instruction tailored to individual student’s phase of development” (p. S57) 

is needed to resolve the reading wars. While phonological instruction is very important 

in the earliest stages of learning to read and write, once children have consolidated the 

alphabetic phase they are “ready to move into more child-managed, meaning focused 

instruction that includes more extensive text reading and writing” (p.13). 

When we look to the multiple programs implemented across the New Brunswick 

classrooms: Empowering Learners (2005), PM Benchmark and Reading Recovery 

System (2010), Benchmark Assessment System (Fountas & Pinnell, 2006, 2013) From 3 

to 3 (Thelander, 2005), and Daily Five (Boushey & Moser, 2006), to name a few, we can 

see deeper evidence that we have committed to a learning to read model invested in the 

autonomous model of literacy. While many of these programs have dangerously 

replaced the curriculum there is little scientific evidence to support the effectiveness of 

these programs (Petscher et al., 2020). These structured literacy programs, created by 

publishing companies who are interested in profit, gather attention and praise from some 

educators, some parents, and some government and media persons who possibly long for 

a solution to educational inequity. These purchase decisions are often made using 

“misrepresented and overstated research findings” (Hanford, 2018, 2019, 2020; Pierson, 

n.d). Making decisions about the effectiveness of a program can be very difficult 

because there is often no evidence to support the effectiveness for a program or literacy 

practices for a classroom, or the evidence is poor quality (Compton-Lilly, 2020).  
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So why do we slip into investing in singular models of teaching literacy within 

institutions of learning? 

People have a need to not only define literacy but also to literally count literacy. 

In schools, children are timed as they read passages- for teachers to count how 

many words children say in a limited amount of time, usually one minute. 

Teachers count miscues or errors as children read. Teachers count the levels 

children are on and how and when they progress to the next. (Kuby et al., 2019, 

p. 11) 

 

These quantitative practices silence interpretation, subjectivities, power relations, 

and many other complexities of literacy learning as described earlier. But for many 

schools, district offices, parents, and government, it boils down to numbers, one single 

method.  

…school children are boiled down to simple, extractable data points to be 

reported to stakeholders higher up the chain of command, and this is too 

frequently done without also producing explanatory power over life, living, or 

knowing/becoming/doing literacies. The ontology and axiology have been 

removed….  It has been a solely focus epistemology or what (we think) children 

know and how fast, a focus on ontology and axiology, we have removed 

conversations on relationship between children, teachers and materials (books, 

writing utensils etc.…) and the realities produced in the moments of assessing 

and teaching. (Kuby et al., 2019, p. 11) 

 

“[Counting] takes our attention away from the processes and the in-the-moment 

becoming humans and nonhumans intra-actions” (Kuby, et al., 2019, p. 11). It leaves us 

unchanged, untouched, and unaccountable to learners and their families. Counting can 

silence educators who are doing or desiring to do more on behalf of learners. Some of 

the children before us are rendered invisible or sanctioned to being fixed (Jones, 2014). 

It brings us back to an “educational climate [that] emphasizes accountability and rigor 

much more than student engagement” (Street, 2013, p. 57) and learning. It narrows 

whose literacies count? It silences the possibilities of valuing the complexities of 

working class and home literacy practices that many children know well.  
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Teachers employ sophisticated methods to attach levels to texts that students 

encounter in everyday practices, schools expand their repertories of instructional 

reading materials with leveled texts, and the market is continually stoked with 

sets and lists of leveled books-tendencies that have been collectively 

characterized as leveling mania. (Dzaldov & Peterson, 2005) or leveling frenzy 

(Glasswell & Ford, 2011) (Kontovourki, 2012, p. 153) 

 

Expenditures designated for instructional reading programs might better serve 

the complexity of teaching reading when we invest in teacher expertise, professional 

learning that engages teachers as competent intellectuals who make decisions about 

teaching individual students, supporting teacher’s assessment skills, and how they use 

assessment data design and refine instruction for students, in combination with well-

funded school/community libraries that are responsive and respectful of culturally and 

linguistic backgrounds addressing race, gender identity, sexual orientation, class, and 

bi/multilingualism (Compton-Lilly, 2020). Unfortunately, the scope of what is needed to 

establish improvements in literacy instruction makes the autonomous view of literacy 

more appealing for “politicians and the public to ignore systemic inequities in society” 

(Compton-Lilly, 2020, p. 192). 

This re-search explores more than the knowing of literacies which is the 

predominate epistemology of the autonomous model. I situate myself in “a world of 

lively relations between humans, nonhumans and more-than-humans that is referred to 

as ethico-onto-epistemology” (Zapata, Kuby & Thiel, 2018, p. 479). These ways of 

being, the ethics of being, cannot be separated: knowing, being, becoming and doing 

literacies.  

 Returning to my re-search questions I argue that literate identities can’t thrive 

within an autonomous model, because literate identities are unique to each of us and this 

model implies a universal view of reading and writing skills for all with no 
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considerations given to children’s literate resources from home. There is no opportunity 

to follow children’s “lines of flight” because there is only one way to achieve as a reader 

and writer. However, addressing this model was critical to this re-search as it is a model 

that is popular with many. 

Social Cultural Model of Literacy 

 

Brian Street (1997) coined “social literacies” which “refers to the nature of 

literacy, as social practice and upon the plurality of literacies that leads to quite new 

ways of understanding and defining what counts in literacy” (p. 35). Within this 

conceptualization of literacies there is no uniform, singular way to approach the teaching 

of reading and writing. He views literacy as an ‘ideological’ model meaning that literacy 

lies within social practices, settings, and events (Lankshear & Lawler, 1987, p. 39) and 

changes across a lifetime. Like Street, Purcell-Gates, Jacobsen, and Degener (2004), 

researchers interested in the social and cultural literacy practice, write “to study reading 

and writing as if they exist separately from larger, socially related, and constructed 

discourses is, at best, foolish and, at worst, hegemonic” (as cited in Perry, 2012 p. 66).  

New Literacy researchers (Gee, 1991, 2001; Street 1996) “focus not so much on 

acquisition of skills, as in dominant approaches, but rather on what it means to think of 

literacy as social practice” (Perry, 2012, p. 53) and culturally bound (Purcell-Gates, 

2010). The social cultural model of literacies spotlights how readers and writers 

“interpret texts within their cultural frameworks, thus integrating new knowledge with 

their existing understanding (Hattan & Lupto, 2020, p. S287). An ethical focus in new 

literacy studies is the question of “power and asking whose literacies” (Perry, 2012, p. 

77) count. Whose literacy practices are dominant, marginalized and/or resistant. A 
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socio-cultural conception of literacy learning and the ethical question of whose literacies 

count is significant to address this project’s re-search questions: How do literate 

identities thrive within the fullness of muchness (Thiel, 2014)? How do we value 

children’s literate resources from home? How might adults follow and support children’s 

“lines of flight” (Deleuze & Guattari, 1987), as literate beings?  

Considering the questions above, I return to Jack, our son and his desire to read. 

He located the graphic novel Naruto (Kishimoto, 2003) inside a high school library. Jack 

learned about Kishimoto’s movies and graphic novels via YouTube, and Naruto was the 

first book that he had a desire to read from cover to cover independently. He spent an 

entire day pacing outside in our backyard, reading the novel. These freedoms of choice, 

time and movement may not have been accessible to Jack in his classroom. In this 

literacy event Jack had the cultural knowledge about this author and his graphic text. As 

the adult witnessing Jack’s reading commitment, I benefit as he introduced me to the 

genre of Japanese Manga.  

 

Figure 15. Jack reading Naruto (Stewart photo, 2019) 
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    Figure 16. Book cover (Stewart photo, 2019) 

 

Science of reading scholars agree that “students bring unique cultural practices, 

cognitive strengths, and literacy experiences to becoming literate (Compton-Lilly, 2020, 

p. 8). As educators, we can learn “how texts work alongside awareness of students’ 

cultural backgrounds and prior knowledge….” (Compton-Lilly, 2020, p.189). Thinking 

with my research questions I understand that literacy, literate identities, and literacies 

from home, would thrive within the social cultural model of literacies as inherent in this 

model, literacy lies within social practices, settings, and events. Strong alliance between 

home and school literacy learning can “promote synergistic learning for students” (eg. 

Lonigan & Whitehurst, 1998 as cite in Petscher et al., 2020, p. S273). Jack’s Manga 

reading encounter illustrates how an educator could follow and support children’s lines 

of flight, learn from and with a child.  

Home Literacies  

 

The phrase “‘authentic literacy’ texts and practices’” coined by Early and 

Gunderson (1993) acknowledges that “home grown conceptions of literacy must be 

honoured in the classroom” (Cummins & Early, 2010, p. 7). As an early childhood 

educator teaching across grades kindergarten to twelve, I create time-materials-space 

where I could build on the strengths of students’ linguistic, social, and cultural resources 

that they bring from their home and community. Early and Gunderson understand that 
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the “definition of literacy varies according to the social and cultural contexts of literacy 

in the community and in the home” (p. 7). A resonating line from their research is, 

“teachers become learners of the different cultural histories, modes of representation, 

languages, and discourses of the students in their classrooms, and students play an active 

role and exercise some control of their own reading, writing and learning” (p. 7). 

As Purcell Gates’ (2010) research has revealed, adult literacy students are 

excellent informants for understanding schools’ failure to teach children from all socio-

cultural groups to read, write, speak, and represent with equal levels of achievement. 

Adult participants identify homelessness, poverty, trauma, family loss, work 

responsibilities, consistent school failure, exclusions, violence, access to schooling, 

access to books, lack of experiences, and inappropriate literacy instruction as roadblocks 

to their literacy success. Gates goes on to state a key aspect of literacy instruction is the 

authenticity of the literacy activities in the classroom – are students reading, writing, 

communicating and representing for a real reason – to real audiences?  

Street (2013) theories that as educators we are recognizing that today’s students 

are playing with multiple literacies “including those emergent literacies associated with 

the Web and the Internet” (Street, 2013, p. 61). Spalter and Van Dam (2008) as cited in 

Street (2013) argued that “digital visual literacy must be added to the more traditional 

schooled literacies (textual, numerical) and valued as a necessary skill for today's 

citizens” (p. 61). They recognize that digital literacies at home are not always visible in 

today’s classrooms.  

Some students have rich on-line lives via the various social media platforms. 

Children’s literate identities are developed through blogging, Instagram, Twitter, 

Facebook, Snap Chat, TikTok and Google Hangout to name a few. They are creating 



55  

and defining their literate identities, forming and reforming literate communities within 

these spaces using multiple modalities. Yet, when these very same students arrive at 

schools, their literate participations and creations may be confined to paper and pencils 

rituals such as webbing and outlining and classical books that I read many years ago in 

school- again falling back into autonomous habitual conception of literacy.  

Literacy conceptualized as social practice “works across boundaries, the age 

groups, and the institutions from a ‘social perspective that sees reading and writing as 

always embedded in social contexts whose meanings may vary rather than being 

uniform, as they do in the ‘skills’ approach” (Street, 2017, p. 35). This brings the 

research back to multiple literacies within families and communities. Within my re-

search, I am “looking at and listening [to myself] to see what [I] have to tell [others] 

about the uses and meanings of literacy in [my] context[s]” (Street, 2017, p. 37). Street 

(2017) speaks to my research question: How do we value children’s literate resources 

from home?  He writes, “[r]esearch, then, I believe has a task to do in making visible the 

complexity of local, everyday community practices and challenge dominant stereotypes 

and myopia” (p. 38). This occurs in my research when in chapter two I position myself 

within the working-class literacy practices of my childhood family and within 

autobiographical/artefactual narratives that make visible the complexities of everyday 

literacies. 

Multimodal Literacies  

 

Within this research I see strong connections between home and multimodal 

literacies. For example: in chapter 2, I share the multimodal literacies of gardening, 

sewing, storytelling, rug hooking, and furniture building as many of the literacies of my 
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childhood home. The new literacy scholars (New London Group, 1996; Street, 1984) 

have “enabled links to be made between the ways in which people lived their lives, 

experienced everyday practices, and the texts that they produce” (Rowsell & Pahl, 2007, 

p. 391) and “always in conversation with social practices and lived experiences” 

(Compton-Lilly, 2020, p.189). Kress & van Leeuwen, (1986 as cited in Rowsell & Pahl, 

2007) share 

the concept of multimodality grew out of semiotics – the study of signs - and the 

importance of seeing all sign making, or semiosis, as composed of an ensembles 

of modes. An idea can be drawn, enacted, modeled, or spoken… The idea of 

possibilities in meaning making can be described as an affordance. An 

affordance describes the specific possibilities resident within a mode, whether 

these are determined by material or the cultural possibilities of the mode. (p. 4)  

 

Multimodality implies that meaning making occurs through a variety of 

communicative channels “in which written modes of meaning are part and parcel of 

visual, audio, and spatial patterns of meaning (Cope & Kalantzis, 2000, as cited in Perry, 

2012, p. 58). Multimodal research also moved the field of literacy to literacies and 

presented “a pedagogy of multiliteracies,” meaning that they were “recognizing multiple 

ways of communicating and making meaning, including such modes as visual, audio, 

spatial, behavioural and gestural” (Leander & Boldt, 2013, p. 23). Stein and Newfield’s 

(2003) research on the implementation of multimodal pedagogical approaches 

challenged the “dominant notion of school-based literacy by opening up the classrooms 

for multimodal ways of making meaning” (as cited in Cummins & Early, 2010, p. 5) – 

this can be further expanded when we welcome the literacy practices of home as 

illustrated in my previous chapter. Within this definition, literacy has shifted from 

“passive consumptions of texts to understanding and enacting literacy practices” 

(Leander & Boldt, 2013, p. 23). Hattan and Lupo (2020), both researchers of elementary 



57  

reading, share how crucial is it for students to understand how to engage with texts 

across multiple sources and modalities. They write, “they need the skills and strategies 

required to interpret and combine linguistic and nonlinguistic information within texts if 

they are to comprehend well” (p. 10).  

Multimodal scholars reject the understanding of literacy that focuses “solely on 

print or written texts and instead see literacy as involving multiple modes of visual, 

gestural, spatial and other forms of representation” (Perry, 2012, p. 58). Perry continues 

by clarifying that  

…multiliteracies scholars do not reject print literacy, but they view it as only one 

form of representation and meaning-making among many – one that has been, 

and continues to be, privileged above other forms in schooling. The salient 

difference between theories of literacy as social practice and multiliteracies is 

how text is defined: multiliteracies theorists do not limit their definition of text to 

print only and instead include a variety of forms and semiotic systems. (p. 58) 

 

Correspondingly, in classroom practice, Karen Gallas (2003) a teacher-

researcher defines literacy as: 

I want each student I teach to begin acquiring the many different discourses that 

will make him or her successful in school and in life. This is a multiple literacy, 

or multiliteracies, approach to schooling that proposes that there are many 

reading, writing, and speaking systems, each of which requires different kinds of 

expressive and receptive language. (Gee, 1996; Hull & Schultz, 2001; Moll, 

1992; New London Group, 1996; Scribner & Cole, 1981; Street 1993, 1995) (p. 

23) 

 

Within the 2020 special edition of the Reading Research Quarterly, Hattan and 

Lupo (2020) expand multimodal concepts of literacies to include the internet and digital 

world: 

It is crucial that students develop understanding of how to engage with, 

synthesize, and integrate information across multiple sources and 

modalities…they are multimodal, which means they also include information 

conveyed in pictures, tables, graphs, maps or videos. Thus, students must be able 

to integrate across modalities, that is, they need the skills and strategies required 
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to interpret and combine linguistic and non linguistic information within texts if 

they are to comprehend. (p. 10) 

 

These shifts are important for moving beyond the focus on the printed word to 

visual, digital, and other modes of communication and meaning making. A move that 

supports schools to re-imagine literacies in ways that honor the languages, practices, and 

tools of home literacies that children bring with them when they arrive at school.  

What is the connection between multimodality and the following research 

question: How do we value children’s/adults’ literate resources from home?  In chapter 

seven, I write about encouraging a teacher’s out of school literacies as an artist to come 

in to her teaching. As the teacher learns that students are interested in her as an artist, 

literate identities thrive as she teaches students the artistry of painting. As the school 

administrator, my heartmindbody experienced the entangled state of muchness, a 

concept I explain in chapter four, between students, teacher, and time-material-space 

matterings. The teacher followed and supported children’s heartmindbodytimemattering 

only when she understood that her lines of flight as an artist in the school were 

supported. When move to value multimodalities we open the possibility of valuing home 

literacies where print may be only a small functional part of the process or non-existent 

at all. We might learn to value storytelling, spoken word, sculpture, and all as equal 

ways of meaning making and communicating.  

Social Justice  

 

A sociocultural conception of literacy recognizes that people use literacy within 

social and cultural contexts laced with power relations and social inequities. To fully 

understand the inequities that literacy pedagogies can exacerbate, educators must include 

an emphasis on power (Perry, 2012). Literacies are social practices embedded in and 
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emerging from social cultural contexts and communities – they are experienced and 

lived, where social inequities produce unfair hierarchies of who and what counts.  

Critical literacy theorist, Paulo Freire (1970) argued that schools as a banking model of 

education, rendered learners’ lives and cultures irrelevant. Freire called for a more 

dialogical reciprocal approach to literacy learning where the teacher-student 

relationships would be transformed through a focus on the learners’ knowledge, goals, 

and challenges – a literacy learning grounded in the learner’s agency, life context, and 

the possibilities of collective action.  

Additionally, the field of critical literacies research (Comber, 2000, 2013; 

Vasquez, 2010, 2014, 2016; Vasquez, Tate & Haste, 2013; Luke 2004) teaches us that 

texts are always partial, never innocent – in that both written and oral texts can never 

fully represent the world and carry the biases of the author and the context of the text 

production. Texts are partial as they are always perspectives produced in specific 

contexts where parts of the stories are absent. Texts in this way, are not neutral – they 

represent the positionality of the author, positioning readers, viewers or listeners 

particular ways. In other words, it matters what texts we use to teach and assess literacy 

learning.  Critical literacy researcher Hillary Janks (2010) argues that critical literacy 

researchers and educators need to attend to questions of power, diversity, and access. 

Critical to the design and redesign of texts are a consideration of the intersectionality 

(Crenshaw, 1989) of oppressive systems such as gender, class, age, ethnicity, race, 

ability, and sexuality. Allan Luke (2004) educator, researcher and theorist studying 

literacy writes “critical literacy refers to the use of the technologies of print and other 

media of communication to analyze, critique, and transform the norms, rule systems, and 

practices governing the social fields of everyday life” (p. 5). In the interest of social 
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equity, we as educators must question our normative beliefs about what should count as 

literacy (Luke, 2014). Luke reminds us that critical literacy is about curriculum because 

a critical literacy perspective would ask “whose version of culture, history, and everyday 

life will count as official knowledge” (p. 52). In a pedagogic sense, critical literacy asks 

“which modes of information and cognitive scripts, which designs and genres” (p.52) 

and purposes for reading and writing are worth learning (Luke, 2012). There is no one 

universal approach to critical literacy as the goal is “understand and practice reading and 

writing in ways that enhance the quest for democratic emancipation, for empowerment 

of the subordinated, the marginalized other” (Lankshear & McLaren, 1993, p. xviii). 

An important factor in social justice literacy practice is the degree to which the 

relationship between students and educators is dialogic, with shared decision making, 

goal setting, and assessment processes that all involve a sharing of power. I would add 

other conditions. First, a student - educator relationship that values the out of school 

literacy resources that each learner brings to school. Second, the teacher’s belief in the 

learning capacity of every child. Third, educator provides a high degree of choice in 

literacy materials to every learner.  

Re-reading this list, I witness digital literacies-home literacies being enacted each 

time I enter a space where my teenage sons are teaching themselves how to navigate the 

new landscape of a video game or purchase a new game. They network with other 

players online who provide them with tips and strategies about the game. They use an 

iPad to read and listen to gamers reviews about the game. The PlayStation allows them 

to watch a gamer actually playing the game. They synthesize the multiple perspectives 

to make a decision about whether or not they will purchase the game. Then, when they 

enter EB Games, a local gaming store to make their purchase, they have a half hour 
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discussion with the gamers/employees about their devices, compare notes and pooling 

their knowledge for that final decision. This group of people do not recognize a world 

without digital literacies and it is a multi-generational, participatory space. 

Are we collectively clear about what we desire most of readers in our classroom? 

While reading the tenth anniversary edition of the novel lullabies for little criminals 

(O’Neill, 2016) I found a possible answer within the author’s introduction: 

Each time musicians play a piece of music, they perform it in a different, 

idiosyncratic way. They play it in a manner that is particular to themselves – who 

they are – exposing their weaknesses, talents, tastes and experiences. Every 

reader does the same thing with a text. For every reader Baby had a different 

voice in their head. A book is a collaborative art form between the writer and the 

reader. So, I say welcome reader. Here is a strange lullaby that I composed ten 

years ago. It’s now up to you turn it into something that is meaningful for you (p. 

xii). 

 

How might we attend to the meaning made by each reader? What do we learn from this 

attention and how does it inform our instructional decisions? When will we, as 

educators, echo Heather O’Neill’s words to children entering our literacy classrooms, 

“Welcome reader, I am curious about what you bring to this reading today.” 
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CHAPTER FOUR: Methodologies: A Dance of Cross-Pollination 

 

In this chapter I articulate how this re-search enacts a cross-pollination of the 

following methodologies: methodology of the heart (Pelais, 2011), 

autobiographic/artefactual narrative inquiry (Munro Hendry, 2007; Polkinghorne, 2010; 

Walker, 2017, Tuck & MacKenzie, 2015; Kim, 2008; Gay, Mills & Airasian, 2009; 

Azocar, 2014, Mercer, 2007, Grummet, 1987) and writing as inquiry ((Sellers, 2005; 

Richardson, 1997, 2002; Heilbrun, 1988; Richardson & St. Pierre, 2005). I do this 

through the creation of autobiographical/artefactual narratives. As I create 

autobiographic/artefactual narratives, I think with and explain the following 

posthumanist concepts of entanglements (Kuby, 2019; materiality (Murris, 2016; 

Davies, 2014a, 2014b; Kuby, 2017; Rajchamn, 2000; Lenz Taguchi, 2010); an infinity 

of touch (Barad, 2012) and muchness (Thiel, 2014).  Finally, I share the ethics of 

representation and relational responsibility of this re-search.  

A Dance of Cross-Pollination 

 

It was the bees that showed me how to move between different flowers-to drink 

the nectar and gather pollen from both. It is this dance of cross-pollination that 

can produce a new species of knowledge, a new way of being in the world. After 

all, there aren’t two worlds, there is just this one good green earth” (Kimmerer, 

2013, p. 47).  

 

 

 

 

 

 

Figure 17. Original water colour (Stewart, 2010) 
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Inspired by botanist, mother, decorated professor, and member of the Citizen 

Potawatomi Nation, Robin Wall Kimmerer (2013) who followed the bees through “the 

dance of cross-pollination that can produce a new species of knowledge, a new way of 

being in the world” (p. 47). This research strives for new knowledge, a new way of 

being as a literacy educator. 

 I dance within the cross-pollination of doing, being, and knowing within literacy 

encounters and moments of becoming literate that animate life worlds and forge 

affirmative interconnections across the ethico-onto-epistemologies entangled with 

materials, histories, bodies, texts, tests, schools, homes, literacy research, and 

pedagogies. I theorize how the autobiographic/artefactual narratives reveal that the 

ethics of being and knowing can no longer be separated. (Barad, 2007). I attend to 

wonder, astonishment, and curiosity (Ingold, 2006) as valuable contributions to literacy 

re-search, pedagogies, and learning.  

As a literacy re-searcher, I embrace the “movement to put to work theories and 

philosophies that focus on ‘more than human ontologies’” (as cited in Kuby, 2018, p. 

160; also see Jackson & Mazzei, 2012; Snaza & Weaver, 2014; St. Pierre, 2011; Taylor 

& Hughes, 2016) specifically ontologies that are entangled with materials to produce 

literacy practices differently across different spaces.  Kuby theorizes that “ethico-onto-

epistemologies (doing, being, knowing) are needed (Kuby, 2018, p. 158) when we are 

reconceptualizing and re-imaging pedagogies of literacies. For this re-search I am 

questioning: How do literate identities thrive within the fullness of muchness (Thiel, 

2014)? How do we value children’s literate resources from home? How might adults 

follow and support children’s “lines of flight” (Deleuze & Guattari, 1987) as literate 

beings?  
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I understand the need to reconceptualize and re-image pedagogies of literacy 

through ethico-onto-epistemologies. As a grade ten student at Georgetown District High 

School on the second day of classes in the first semester, my physics teacher asked me to 

stay after class. Sitting directly in front of me, in a student desk, he said, “Kim, I don’t 

think your brain could handle the content of my course and perhaps, you might consider 

switching out of my class.” This educator was assessing my knowing, my capacity to 

know but his words linger in my being and becoming, touching me, provoking a 

marginalized learning identity. Thirty years later, I continue to feel the violence of these 

words on who I was, who I am, and who I am becoming. It is his voice, the student desk, 

the glass cabinet doors housing the science equipment - the heartmindbodytimespace  

matterings between these human and more than human entanglements that continue to 

make that experience so violently fresh. 

 I am drawn to the research of Karen Barad (2012) a professor of feminist 

studies, philosophy, and history of consciousness with a doctorate degree in theoretical 

particle physics. As I read Barad’s words, it took time for the words of that grade ten 

physics teacher to relax their hold on my heartmindbody so I could absorb and breathe in 

her words. I was experiencing first-hand how literate histories are critical to how we 

come to new texts and learning. My inner critic continually asks, “Are you sure you can 

handle this content?” and again I am seated in that grade ten, student desk at 

Georgetown District High School. Perhaps this research is also about healing such 

wounds (Creelman, personal communication, 2020). 
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Methodology of the Heart 

 

Within my thirty years as an educator my heartmindbody has become a vessel of 

stories, my stories. My experiences have shaped the person I am and who I am 

becoming. The autobiographical/artefactual narratives of chapter five, six and seven are 

unlike the one shared in this chapter about my grade 10 physic teacher have always been 

and have become what Pelias (2011) refers to as my “others”. Within my research, 

leaning on my stories, “I depend upon [autobiographical/artefactual narratives] for their 

support, their companionship, their acceptance, their love. I am sustained through 

interaction, made again and again, by the generosity of [stories]” (p. 11). I frequently 

think about what kinds of stories I co-create with students that might sustain them. 

My narrative inquiry is grounded ethically in re-searching myself. It is what my 

heart and Pelias’ methodology of the heart share in common. Particular stories, artefacts, 

conversations, journal entries, and children’s writing have stayed within my 

heartmindbody pull my attention to the “surges of energy, changes in directions and 

sifting ephemeral relations” (Burnett & Merchant, 2020, p. 4) that occur when we are 

entangled with human and more than human bodies during literacy encounters.  

Autobiographical/Artefactual Narrative Inquiry 

 

Autobiographical/artefactual narratives have sustained my career in educational 

institutions. Twenty-five years ago, Brad, my husband, gifted me a book called Orbiting 

the Giant Hairball (MacKenzie, 1998). It is a hard-covered book that fits in the palm of 

my hand. It is bound with tape that resembles dull, black duct tape. Inside the book are 

the author’s stories, drawings, and paintings, a multimodal text, about working within 

systems that embrace conformity, vacuuming up the souls of creativity. This book has 
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physically traveled with me, shelfed in the various office spaces. I credit MacKenzie’s 

drawings and the many stories in that book with sustaining me in a system where my 

heartmindbody did not always fit. To this day this phrase, “you have to orbit the hairball 

and not be sucked in” describes my personal positioning within New Brunswick’s public 

school system. 

 

 

  

 

 

 

 

My re-search autobiographical/artefactual narratives attend to relationships themes of 

support, acceptance, generiosity, and love in literacy learning. By way of example, the 

next section, shares with readers an autobiographical/artefactual narrative that addresses 

the material-discursive entanglements of fabric-grandfather-niece-book-painting-mother 

and how each of these contributed to my creation of a quilt block for a storytelling 

conference. I intentionally choose to change fonts to step out of the dissertation to 

narrate the entanglements of niece-text-fabric-quilt block-paint-grandfather-grandmother 

entanglements. The autobiographical/artefactual narrative illustrates the material-

discursive forces, both human and more than human enacted while composing a quilt 

block. It is also illustrative of how I construct autobiographical/artefactual narratives as a 

data for this re-search project.  

Figure 18. Orbiting the Giant Hairball (MacKenzie, 1998, p. 26-27)  

Figure 18. Orbiting the Giant Hairball (MacKenzie, 1998, p. 26-27) 
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“The Sower of Tales” 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 19. Book cover (Stewart photo, 2019)  

Figure 20. Original Water colour (Stewart, 2019) 

 

Some years ago, my niece Emily and I read the Canadian young 

adult novel The Sower of Tales (Gilmore, 2007). We fell in love with 

Calantha and the tale of the disappearing story pods and the quest to 

bring stories back to the peoples.  

Five years ago, in response to our mutual love of this tale, Emily 

created a water colour painting titled The Sower of Tales and gifted it to 

me for Christmas. 

This year, the entangled agencies of the Sower of Tales, my passion 

for quilting and my relationship with Emily, energized the preparation of 

a quilt block for the Storytellers of Canada. I have recreated her painting 

as the quilt block for STORYSAVE #16 celebrating the importance of “story 

pods” within families and communities. (This quilt block represented New 

Brunswick in a quilt for the Weaving Baskets of Knowledge Conference held 

June 2019, Fredericton, NB.) 

Quilts can be perceived as ridge representations as the logics of 

making a quilt is based on lines and angles connecting to make a perfect 

rectangular quilt. My way of being in this world is not linear, I like when 

threads unravel creating new pathways. Respecting the rules of the master 

quilter from the Storytellers of Canada Conference, I allow myself to “thrive 

in the disrupted edges” or “orbit the hair hall” creating a design that 

intentionally disrupting a squared quilt block. Also, I left the stem of the 

flower unraveled knowing it will change with time, with my narratives 

weaving baskets of knowledge.  
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The running stitch was sewn with 

black embroidery thread adding 

detail to my quilt block. The thread 

I used was housed in a chocolate 

tin box from my grandfather’s 

collection of embroidery thread 

that he gave me. Woven within these 

threads is my touch and although 

thirty years ago, my grandfather’s 

touch. Hidden, unseen, invisible is 

the touch of my grandmother; 

watching her as she quilted on 

large, homemade frames in her 

living/dining room that created a 

desire within me as a young child 

to quilt, thread needles and touch 

fabrics until I discover the right 

fabrics to sew together. A piece of my 

mother is stitched into the quilt 

block as she too, taught me how to 

select fabrics and sew with love and 

care.  

 

     

  Figure 21. Quilt block (Stewart, 2019) 

These mutually shared intergenerational literacies between myself, my niece, my 

grandfather and my grandmother contributed to this quilt block, a material 

representation of my literacies within this literate encounter and yet, call up so much 

more. As Karen Barad (2012) conceptualizes, “[s]o much happens in a touch: an infinity 

of others - other beings, other spaces, other times - are aroused” (p. 1). I celebrated the 

material-discursive space between my niece and I, our mutual love of the book; my 

grandfather, his embroidery thread, and the chocolate box that sat on his shelf, gifted to 

me some thirty years ago event though none of these touches exist in the same 

heartmindbodytimespacematterings. These entanglements of the humans and more than 

humans span over thirty years. And yet within these entanglements literate identities and 

relationships expand and flourish. 



69  

Engaging in autobiographical/artefactual narratives, frightens me because I 

studying myself involves vulnerability. Munro Hendry (2007), shared that narrative 

research can “radically transform our notion of research in ways that honour the 

sacredness of our humanness” (p. 496). Drawing from posthumanist researchers, I 

expand on this sacredness to attend to the heartmindbodytimespacematterings. 

Polkinghorne, (2010) articulates my research process. “Autobiographical accounts 

empower researchers to analyze past events and actions to examine previous outcomes 

as well as planning for possible future outcomes” (p. 1900 as cited in Walker, 2017). 

Using autobiographical/artefactual narratives I further understood with Bird 

(2002) “how humans [and more than humans] come to know, understand, and make 

meaning in the social world, while also making ourselves known, understood, and 

meaningful in the world” (as cited in Tuck & MacKenzie, 2015, p. 82). It is an 

embodied way of viewing the world, it is a “sacred act that goes beyond doing research” 

(Kim, 2008, p. 262). Gay, Mills and Airasian (2009) defined narrative inquiry as “the 

study of how different humans experience the world around them, and…allows people 

to tell the stories of their ‘storied lives’” (as cited in Walker, 2017, p. 1896). Although 

narrative storytelling can be traced back throughout history, it has only been in the past 

forty years “that autobiographical research has evolved to bodies of work substantiating 

its value of connecting lived experience with learning to deconstruct what a person 

knows and how these paradigms of knowledge have developed and framed” (Anderson, 

2001, as cited in Walker, 2017, p. 1899) literate lives. 

Azocar (2014) calls “[autobiographical/artefactual narratives] an alternate form 

of research reminding researchers to honour the “freedom and human spirit” (p. 168) of 

these experiences. It is the telling of the autobiographical/artefactual narratives that will 
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“open a possibility to recognize, in a more powerful and convincing way, the complexity 

of children’s lives,” (Azocar, 2014, p. 170), of educators’ lives. As that child, and today 

as an adult, I was and am creating new ways of being “a way of mattering, a way of 

engaging with the world, and of re-configuring that world as a place where self and 

others matter, and make a difference, to each other and with each other” (Murris, 2016, 

p. 12). I can’t “critique facts, inferences, logic, and theory without being overtly 

personal. That becomes impossible with autobiography, it is personal” (Mercer, 2007, p. 

573). The stories I chose to share, the thinking and connections I am making are 

“entanglements of intra-acting encounters, and the very act of writing about them is one 

further element in a complex array of entangled movements” (Davies, 2014a, p. 4). I 

created autobiographical/artefactual narratives from material-discursive practices of 

home and school literacies to value such complexities. 

Grumet (1987) describes my swirls of thoughts as she writes so respectfully 

about narratives as masks through which the teller can be seen - “…and with every 

telling we stop the flood and swirl of thought so someone can get a glimpse of us, and 

maybe catch us if they can” (p. 322). Someday, the swirl of thoughts may stop. But until 

they are caught, I will continue to swirl in “lines of ascent (Murris, 2016) and the joy in 

learning because “…the capacity to be amazed opens [me] to the unknown and to the 

beauty and poetry found within the act of seeking knowledge (Rinaldi, 2003, p. ix as 

cited in Cadwell, 2003). I am enacting an intellectual curiosity, anchored in a dialectic 

stance as I think with lived experience, methodologies and literacy theories. 

I have been present in this world of writing and teacher-research for almost thirty 

years. As a teacher, principal, literacy coordinator, co-researcher and university 

instructor, I have thought, questioned, collected, gathered, listened, read, documented, 
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and written autobiographical/artefactual narratives about literacy classrooms, literate 

homes and lives. Much of my teacher research had served my goal of todayness 

addressing the daily challenges of supporting myself, children, and educators to enact 

dignified literacy practices. For the purposes of this re-search I re-represent some of the 

autobiographical/artefactual narratives through an “autobiographical genre of writing 

and research that displays multiply layers of consciousness, connects personal and 

cultural experiences” (Ellis & Bochner, 2000, as cited in Tye, 2010, p. 39). For this re-

search, I have selected artefacts that share my literate play as a child, my personal 

journal I keep during our youngest son’s birth, and my relationship with teaching and 

learning with writers and writing throughout my career as an educator. I trouble how 

knowledge is produced in context of our social worlds of schooling and home. I “write 

literacy research [as] part of an effort to situate individual[s] amid the richness and 

complexit(ies) of feeling, knowing, and valuing with others” (Hicks, 2002, p. 16). An 

ethic of relational interdependence is valued and reiterated, an intentional disruption of 

the competitive, independent individualism that so many literacy practices demand.  

As the researcher, I will be “critically conscious through personal accounting of 

how self-location across gender, race, class, sexuality, ethnicity, nationality, position, 

and interests influence all stages of the research process” (Pillow, 2003, p. 178) and the 

initial experiences and productions of the artefacts.   

 

Writing as Inquiry  

Through writing, it is my intention to “pull the past forward, by working to 

collect images, fragments, and splinters into coherence, by peering into cracks and 

crevices, into dark shadows” (Pelias, 2011, p. 11). I have a desire to make sense of my 
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literacy artefacts as a child, mother, teacher, principal, university instructor, and literacy 

coordinator to provide some type of pedagogical lens, “in hope that resonance or 

dissonance might bring our bodies into deeper connections” (Sellers, 2005, p. 13).  

With the space research of Margaret Sellers, an early childhood lecturer at the 

University of Melbourne, I am “turning to spaces already worked – mental spaces, 

textual spaces, and theoretical spaces – to discover previously unseen possibilities” 

(Sellers, 2005, p. 35). I am expanding on Sellers’ notion of spaces by including 

composing spaces within classroom and home spaces; embodied spaces, relational 

spaces, and sacred spaces. Laurel Richardson (1997) writes about Carolyn Heilbrun’s 

(1988) idea of story lines as a process of rereading one’s work and situating it in 

historical and biographical contexts that reveal old story lines, many of which may not 

have been articulated. Voicing them offers the opportunity to rewrite them, to re-

narrative one’s life. Writing stories about our “‘texts’ is thus, a way of making sense of 

changing our lives” (p. 5).  

Kuby, Spector and Thiel (2019) address my way of being and becoming, of 

living with and within the material-discursive practices. Munro Hendry (2010) suggests 

that sacred narratives do not require analysis, interpretation or verification. I argue they 

require scholars to attend to them fully and be present within the becoming, the vibrant 

unfolding, the force and affect created by the narratives. “Whether it is a sculpture, 

myth, painting, dance or sermon, these are autobiographical/artefactual narratives that 

ultimately speak to the human [and more than human condition” (p. 76). Being present 

in the here and now of my artefacts, journal entries, and documented conversations are 

similar to being present with children and adult learners through a pedagogy of listening 

which is “the openness and sensitivity to listen and be listened to – listening not just 
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with our ears, but with all of our senses (sight, touch, smell, taste, orientation) (Rinaldi, 

2006, p. 65). 

Richardson and St. Pierre (2005) theorize that “writing (is) a method of inquiry” 

(as cited in Denzin & Lincoln, 2005, p. 959) to learn and understand the self. As I write, 

I am questioning, theorizing, and “explor(ing) new ways of knowing” (p. 962). I write to 

document and record thoughts, events, materiality, and experiences that I do not want to 

forget. I write to understand the “complex ways in which humans [and more than 

humans] understand truth, reality and give it meaning” (Munro Hendry, 2010, p. 76). I 

write to believe what I have experienced and to resist, relive, or return to the substance 

of autobiographical/artefactual narratives, entanglement and intra-actions that have 

defined who I am and who I am becoming. Who an-other is? As a literacy researcher, I 

am curious about “what is produced in an intra-action-what does the entanglement do, 

and what newness emerges (Kuby, 2017, p. 161). I am revisiting and rewriting my 

autobiographical/artefactual narratives perhaps like Camilla Gibb (2018) “because we 

are always in want of a home” (p. 180). Perhaps these autobiographical/artefactual 

narratives are about recovering loss - keeping my grandfather close, valuing my parents’ 

care for my childhood, and healing myself as a physics or math learner (Creelman, 

personal communication, 2020). I write to think about how my being and becoming is 

entangled with the being and becoming of human and more than human bodies in 

institutions. 

It is writing that will support my thinking, my learning – my re-searching. 

Writing is my “tangled method of discovery” (Richardson & St. Pierre, 2005, p. 967). 

As I write about and with my data, I am incredibly connected to it but have also let go 

and moved beyond what I cannot know (Davies as cited in Sommerville et al., 2011). I 
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continue to learn to live with the changes as I write my way along multiple pathways of 

reconceptualizing literacy teachings and learnings. I made decisions and choices about 

what will or will not be written (Tilley, 2016). “As writer, then, I, myself must be 

emergent in the act of writing and not separable from it. I will be not so much 

represented in the text as emerging coextensive with the text and with the place I am 

writing” (Davies as cited in Sommerville et al., 2011, p. 37).  

The act of writing has been my sacred place to call home for thirty years while 

teaching in an educational system – a space that at times was a territory that, felt 

“foreign, restrictive, disrespectful, and unwelcoming.” This happens when people feel 

like they can’t “be themselves in any given territory, when the literacies they embody 

just don’t fit in or when people don’t understand, know or accept the literacies that 

others embody within a space” (Thiel as cited in Enriquez et al, 2016, p. 92). A remedy 

to unwelcoming, restrictive spaces may be what Richardson (1997) describes as sacred 

spaces: 

What might I mean by “sacred space?” I know it is not “innocent space” but a 

space where, minimally, four things will happen: (1) people will feel “safe” 

within it, safe to be and experiment with who they are and who they are 

becoming: (2) people feel “connected” – perhaps to each other, or a community , 

of nature, or the world they are constructing; (3) people feel passionate about 

what they are doing, believing that their activity “makes a difference”; and (4) 

people recognize, honour, and are grateful for the safe communion. (Richardson, 

1997, p. 184-185) 

 

 

Likewise educator and researcher Stephanie Jones (2014) writes about the 

entanglements and movements of writing as world-making and sense-making. 

linking word to word, moving passages around, sitting alone quietly and letting 

your body go limp in memory of the good and bad and indifferent, letting your 

body push through the keys to show you the sense that has been made and not 
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yet imagined, then mustering the courage to send that writing out to others who 

will talk to you – provides pathways out of binds trapping our minds and bodies. 

We write to realize we don’t have a word good enough for the feltness of a lived 

experience, challenged by the stunted nature of language to account for the body 

and bodily. Or we realize we don’t even know how something happened, or who 

did what, or that time, or that something that seemed so simple in the moment 

turns out to be infinitely complex and intertwined with the word-making and 

sense-making. (p. 125)  

 

Composing Data 

 

My personal and professional journals, artefacts from my childhood play when I 

enacted the nurse in the window, and composings from former students and educators 

informed creation of data. From my collection artefacts that will not leave my 

heartmindbody, I created autobiographical/artefactual narratives. As I created these 

narratives I was inspired by Barad (2014) 

…like ‘an earthworm’ making compost, I turn ‘the soil over and over – 

ingesting and excreting it, tunnelling through it, burrowing, all means of 

aerating the soil, allowing oxygen in, opening it up and breathing new life 

into it.” (p. 168) 

 

Turned over my collection of artefacts, opening them up “to think and feel with the 

possibilities of the data and not ‘over’ them toward conclusion” (Leander & Boldt, 2013, 

p.26), I focused on the entanglement of the heartmindbody and material-discursive 

forces of the being and becoming. Shapiro & Wax (2018) authors of the book, What we 

keep: 150 people share the one object that brings them joy understand my thinking with 

artefacts because these artefacts “hold the memories of relationships, of places and 

moments and milestones that speak to our own [literate} identity” (p. 17).  Therefore, I 

dwell in the materiality of the everyday events of literacies in the home and school to 

seek “multiple meanings, realities and truths” (Kuby, 2017, p. 165) rather than data sets 
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that eradicate the human and more than human being and becoming. As MacLure (2013) 

states:  

what will count as ‘data’? In a materialist ontology, data cannot be seen as an 

inert and indifferent mass waiting to be in-formed and calibrated by our analytic 

acumen or our coding systems. We are no longer autonomous agents, choosing 

and disposing. Rather, we are obliged to acknowledge that data have their ways 

of making themselves intelligible to us. This can be seen, or rather felt, on 

occasion when one becomes especially ‘interested’ in a piece of data – such as a 

sarcastic comment in an interview, or a perplexing incident, or an observed event 

that makes you feel kind of peculiar. (p. 660) 

 

My data spoke to me, it wouldn’t leave my heartmindbody. To me, it feels like it has 

been waiting to be counted. 

Inspired by black feminist Cynthia Dillard (2012) who used poems, life notes, 

and cultural memories as artefacts for her research, I use personal journals, minutes from 

meetings, personal notes from staff meetings as a principal, literacy and enrichment 

coordinator, artefacts from my childhood and literate encounters with school children to 

inform my re-search. Dillard reminds us that re-visiting, re-encountering these artefacts 

we “re-member the things we have been socialized and encouraged to forget” (as cited 

in Bostic & Manning, 2015, p. 132). I, like Dillard seek “to engage the body, mind and 

spirit as a unifying force of knowledge, wisdom and understanding toward the work for 

the healing soul through research and praxis” and living (p .135). 

In chapter five my data is from a cardboard box of play produced artefacts from a 

time in my childhood when I played nurse in the window, Jan Dryden. In the box was a 

file with pages I produced as I played including paper and repurposed forms about 

imagined patients. However, opening that file unearths the literacy entanglements of the 

play space, family events, community participations, household items, popular culture, 

and a child’s subjective experience of time.  
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Data collected for chapter six are specific thoughts and writing from my personal 

journals, a favourite line from the movie The Shawshank Redemption (1994) a package 

that arrived via Canada Post, the smell of Subway, artefacts from our son Jack’s first few 

weeks of life, and conversations with doctors, nurses, and family members. These pieces 

became entangled in my writing providing me with a sacred space on the page, a space 

for me to understand and make meaning of the literate events with/about Jack. Informed 

by the following memories, this data collection demonstrates how I re-live 

autobiographical/artefactual narratives to uncover how new literacies unfold and sustain 

us through human and more than human entanglements – in this case during a time of 

adversity related to a medical emergency. 

Chapter seven data sources are my writing entanglements: the co-authored poetry 

pieces, my grandfather’s journals, my personal writing and former students’ writing, 

mentor texts from novels and picture books, writing from professional learning 

opportunities and artefacts from my role as a teacher and principal. These become 

heartmindbodytimespacematterings that shape literate lives. I value the time, space, 

material, relational encounters that produce the literate practices of family and 

community members that are material-discursive – heartmindbody entanglements 

provoking me to take seriously the multimodal openings that play-full composing 

creates for children and adults. A serious interrogation of how “these diffractive 

encounters each flow and affect the other broadens how composing is conceptualized, 

practiced and assessed within schools” (Barad, 2007; Davies & Gannon, 2013 as cited in 

Davies, 2014a, p. 38).       

In the next section I articulate what it means to articular what it means to think 

with posthumanist in terms of literacy learning.  
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Thinking with Entanglements, Materiality, Touch, Muchness 

 

Posthumanism is how we see and understand the world and how we are already 

entangled in producing the world through our intra-actions with humans and 

nonhumans. It is not a theoretical framework we “apply” to data, but an array of 

concepts that we diffractively put to work with data to produce newness. 

Posthumanism helps us better understand how students, families, and 

communities come to know/be/do literacies with other humans and more than 

humans while not falling prey to insufficiencies of the autonomous humanist 

subject. (Kuby, 2019, p. 6) 

 

Thinking with posthumanism, literacy learners have an emergent ontology, the 

capacity to become again and again.  Recognizing that agency arises out of relations of 

obligation and responsibility (Barad, 2007) specific questions arise. What are the 

e/affects of our literacy practices on learners being and becoming?  What materials can 

learners access and what do those materials do? What might educators and learners do 

with time? Remaining open to unknown possibilities, the potentialities of 

heartmindbodytimespacematterings, posthumanism educators recognize that 

subjectivity, voice, agency, experience, time and space are never an individual affair. 

They are “processes of couplings and connections of different bodies, places, spaces, 

times, utterances and becomings” (Mazzei, 2016, p. 154). As educators, we are trained 

to name what we notice. In literacy education that noticing and naming detaches skills, 

strategies, and processes from the vitality that co-produced them- from the entangled 

histories, memories, ethics, contexts, politics, culture, gender, sexuality and class 

(Spector & Kidd, 2019). Lenz Taghuchi (2010), encourages us to 

…start thinking of ourselves as learners as a part of everything around us, not 

just other humans. If we cannot clearly separate the learners from what is 

learned, and if ways of being in the world depend on our knowing of it, and our 

knowing depends on our being (and continuous becoming) in the world, how 

then do we go about teaching and learning?” (p. 42)  
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The answer to Taguchi’s challenge might be our capacity to remain open to the 

unknown, to attend to the connections of different bodies, places, spaces, materials, and 

touch, while resisting the temptation to standardize literacy classrooms and pedagogies 

and the learners themselves. Our attention to the material-discursive entanglements 

much be combined with valuing child managed literacy strategies and recognizing and 

valuing, their use of materials to represent learning and communicate in ways that make 

sense to them (Kuby & Gutshall Rucker, 2015) without the preconceived knowing that 

limits what and who will be produced. 

In the next section, I discuss thinking with posthumanist concepts of 

entanglements, materiality, an infinity of touch, and muchness. I explain each of these 

concepts and then I describe how I think with them through each of my 

autobiographical/artefactual narratives. But first, I share the artefact of a piece of writing 

called the Kitchen Table from a personal journal to illuminate the links between 

heartmindbody to material-discursive entanglements.   

Entanglements 

The Kitchen Table 

I am not sure if a drop leaf table is meant to be used as a kitchen 

table. But in our family, a table’s, a table. The first drop leaf table 

that I remember was at my grandmother’s house. It needed a book 

or a folder newspaper under each leaf to make sure that the table 

was level. This table was a constant on the Tophill and has outlived 

family members. My grandmother purchased it in the Family Herald 

for $5.00. $5.00 for a table that has now embodies 80 years of 

priceless memories and stories.   

(Personal journal entry, Feb. 2017) 

 

(“The Tophill” is a piece of land along the southwest branch of the 

Miramichi River that has been in my family for 150 years.) 

 

It would be difficult for me to write about my re-search without writing about my 

writing process, without writing about the chair where I sit, without writing about my 
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moleskin that has become my chosen notebook, an affordable privilege without writing 

about how colourful pens represent generative or affirmative possibilities, without 

thinking about the nonlinear way in which I fill individual blank pages, without writing 

about our kitchen table, holding so many engrained relational encounters, where I sit to 

write. Doing so, provides me with the space to begin reconceptualize literacy practices 

in educational setting. 

It is the layers of intra-actions, entanglements (Kuby, 2019) between myself, my 

heartmindbody, the table, the paper, the wood grain and the grains of my grandmother’s 

kitchen that connects my memories and sense of becoming, that gives me the words to 

write. Kuby (2019) writes, “Einstein famously called this “spooky action at a distance” 

because entangled particles cannot be independently described. Their fates are bound 

together” (p. 69).  

Recognizing that these already entangled ontologies are not always explicit and 

known, in this re-search project, I call forward the ways that educators, parents, children, 

literacies, time, space, and materials are already objects and subjects, emerging through 

intra-actions of literacies. As literacy educators, how do we enact entanglements of 

human and more than human beings and becomings, in ways that value children’s 

literate resources? How do we attune to the affects and effects of these entanglements 

and the possible becomings they produce? 

Materiality 
 

Karen Barad (2012) writes “…we all must engage in the intellectual work 

necessary to understand ourselves as subjects in the world who both shape and are 

shaped by the people, material objects, material spaces, physical landscape, and 
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discourses around us” (p. 444). My re-search is committed to “the material world as an 

agential producer of meaning” (Lenz Taguchi, 2010, p. 46). Just as the materiality of the 

kitchen table is agentic in my writing, thoughtfully planned material environments, 

combined with a valuing of the learners’ literate histories, initiatives, and passions, and 

can produce possibilities, strong literate identities, and supportive learning communities.  

 My re-search-thinking-learnings are co-dependent on more than the human 

world. It is the intra-actions and encounters between discursive forces of materials, 

memories, spaces, relationships, pedagogies, time, children, histories and adults of this 

world that I seek to understand. My meaning making is dependent on the world around 

me. Barad’s (2007) line resonates throughout my autobiographical/artefactual narratives, 

“we are not outside observers of the world. Neither are we simply located at particular 

places in the world; rather we are part of the world in its ongoing intra-activity” (p. 184). 

I theorize this intra-activity by attending to humans and more than human agencies.  

I am focused “on producing, entanglement forces, and becoming – not on 

meaning, which is a part of an interpretivist paradigm” (Kuby, 2017 p. 164). I focused 

on heartmindbodytimespacematterings where “multiple meanings, realities, and truths” 

(p. 165). These heartmindbodytimespacematterings pull forward the details, the 

“rememberings” of a narrative made “from traces, fragments and images, from what 

cannot be let go…” (Pelias, 2004, p. 50). As I interact with the evidence of my literacies, 

my heartmindbody revisits my childhood play spaces, and the materiality and artefacts 

of these space. I revisit and at times, rewrite my roles as a teacher, principal, literacy 

coordinator and mother. I am retracing and re-imagine literacy encounters to possibly 

share “conditions under which something new, as yet, unthought, arises” (Rajchman, 

2000 as cited in St. Pierre, 2013, p. 2266. 
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An Infinity of Touch 

 “So much happens in a touch: an infinity of others - other beings, other spaces, 

other times - are aroused” (Barad, 2012, p. 1).  

As described and elaborated in chapter one I am thinking with Barad’s (2012) 

concept of touch to illuminate the entanglements, known and unknown, that are 

embodied in any literate encounters. Being aware of the infinitude of touch, calls up a 

kind of responsibility that potentially unfolds, where educators may need to listen 

deeply, respond to, and be prepared to change directions, adjust and provide time and 

space or materials of a different kind to allow learner to be and become within those 

entanglements. In chapter one I shared the autobiographical/artefactual narrative about 

Jack and his connection with Borrow Black: A Labrador Fantasy (Obed, 1979) and 

Portage River beach. Within those moment of connecting the beach to Borrow Black he 

was touched by multiple literate encounters between the picture book, himself, materials 

on the beach, the darken clouds in the darken sky and the isolated feeling of the beach. 

His eyes reached out to me to determine if I knew which the picture book he was 

describing. I remember saying, “Yes, you mean Borrow Black! You have just described 

what I was feel.” Together we were aroused by an infinitude of touch – of others, other 

being, other spaces, other times. 

Muchness 

 

Jaye Thiel (2014) lecturer, educational consultant, and early childhood researcher 

defines muchness “as an embodied, intellectual fullness that manifests through an 

internal compulsion to be engaged in an activity that one has a particular affinity for or 

curiosity about, unstopped by challenges or frustrations” (p. 41). In this re-search, I am 
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thinking deeply with Thiel’s theory of muchness to better understand how literate 

identities thrive within the fullness of muchness. In chapter five I share an 

autobiographical/artefactual narrative about my childhood play as the nurse in the 

window. It was the material-discursive entanglements of the freedom to repurpose 

materials and create a space for my doctor’s office, access to materials and uninterrupted 

periods of time to play and supportive parents that allowed my literate identity to thrive 

in a state of muchness.  

Ethics 

 

“A posthuman approach to ethics offers a way of thinking about the present and 

make considerations about a better, more just right now rather than continually focusing 

concerns on a better, more just tomorrow” (Kuby et al., 2019, p. 13). This quote offers 

significant voice and echoes the research of early childhood researchers (Murris, 2016; 

Davies, 2014; Rinaldi, 2006; Moss, 2007, 2018; Dyson, 2013, 2016; Paley, 2002, 2010; 

Vecchi, 2010; Wohlwend, 2011, 2013; Vasquez, 2014, 2016; Kuby, 2016, 2018; Thiel, 

2014, 2016, 2019) who focus on being present, practicing a pedagogy of listening, 

attending to the a/effects of heartmindbodytimespace mattering and intra-acting with 

children. Our goal as early childhood educators is to live and learn with and from 

children in the moment-to-moment todayness of childhood. My 

autobiographical/artefactual narratives detail the moment-to-moment relationality of 

living and learning in todayness. 

Ethics Representation and Relational Responsibility 

 

Mercer (2007) reminds me that an “autobiography is never only about the self, 

even if it is written from the perspective of the self. Others are implicated and they are 
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de facto subjects of the author’s autobiography. In that sense, it is the same as any other 

ethnography account” (p. 575). I am aware I have implicated many others in my 

autobiographic/artefactual narratives, but in any piece of writing, as in teaching, we are 

never alone. Others features in my autobiographical/artefactual narratives include family 

members, children, parents, grandparents, and colleagues. Inspired by Richardson and 

St. Pierre (2005) I reflected as I rewrote autobiographical/artefactual narratives, 

uncovering actions that decrease the inequalities between and among literacy learnings 

and becomings. It is my desire to uncover what is not always heard in the telling of a 

story, focusing on the uncertainties and the ephemeral (Rose, 1997).  To ethically 

conduct this research, I re-searched myself as one subject – examining my responses, 

resistances, my negotiations, and my creative processes.  

As the author of the autobiographical/artefactual narratives, my “[w]riting 

privileges one version of a story, but memories of untold details and alternate story lines 

still linger” (Ellis, 1995, as cited in Tye, 2010, p. 38). Some of these story lines are 

unknown to me as they are gone with the co-participants such as my grandfather’s who 

has passed away. Sharing autobiographical/artefactual narratives from my childhood, 

family, colleagues, and formers students, I am conscious that my understanding and 

documentation of these experiences could be quite different from others’ representing 

the same experience. However, I make every effort to tell my version with an ethic of 

care and consideration, as I acknowledge this partiality. 

Reflexivity as defined by Haraway (1991) is “the loving care people might take 

to learn how to see faithfully from another’s perspective (p. 190). Evidence of 

perspective taking in my narratives occurs as I think with the others who participated in 

my literacy encounters. Applying Haraway’s definition makes reflexivity a respectful 



85  

responsibility for researchers.  Practicing an ethic of reflexivity, I asked myself, “how 

does who I am, who I have been, who I think I am and how I feel affect the [narratives]” 

(Pillow, 2003, p. 176)? I examined how my social cultural context, power, gender, and 

race influence my autobiographical/artefactual narratives with the intention of “exposing 

the difficult and often uncomfortable task of leaving what is unfamiliar, unfamiliar” (p. 

177). 

As I narrate specific artefacts and educational encounters, I continued to be 

conscious of the ethics of representation (Richardson & St. Pierre, 2005). St Pierre 

(1997) uses the words “an ethic of ‘do no harm’ (p. 405) and try to ‘make sense of lives’ 

as I think about the entanglement, muchness and affinity of touch and materiality in 

relation to literacy learning. Mercer (2007) suggests that there should be an “ethical 

treatment of those that appear in a narrative” (Mercer, 2007, p. 1). I was cognizant of my 

experiences and my positions of power as a principal, literacy coordinator, mother, and 

university lecturer. Self-reflexivity became important in my re-search because I was 

“locating the intersections of [myself], other, text, and the world” (MacBeth, 2001, p. 

35). I wrote about myself as I continued to understand and document my becomings in 

relation to the power, culture, relationships, workplaces, home places, friends, and 

family. While I made myself and those with me in the narrative vulnerable to the up 

close and personal, I hold these autobiographical/artefactual narratives with care.  

“Publication entails risk for the author and for those about whom they write” 

(Mercer, 2007, p. 575). Up until this re-search most of the artefacts have served me as I 

engaged with unfolding daily life. Now I risk the interpretations of others. As the author, 

I choose what is shared or what is too personal to share at this moment in time. Rose 

(1997) shares that we can never truly understand the implications or risks of our research 
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and it is impossible to make these predictions. But as researcher we have an “obligation 

to work in an ethical manner” (p. 317) realizing some of “the risks of research are 

impossible to know” (p. 317).  

Explicitly, I enact Haraway’s ethic, “the loving care people might take to learn 

how to see faithfully from another’s perspective” (as cited in Mercer, 2007, p. 574). It 

truly is a journey of my heartmindbodytimespacematterings. It is how I strive to live. 

“As I try to investigate and inhabit the younger [Kim] looking forward, I can never be 

rid of the older [Kim] looking back – even as the senior [Kim] is unable to dismiss all 

traces of the junior version. It is simply a condition of this work” (MacKey, 2016, p. 47). 

I have accepted this reality of my research. 

Crucially, there is no getting away from ethics on this account of mattering. 

Ethics is an integral part of the diffraction (ongoing differentiating) patterns of 

worlding, not a superimposing of human values onto the ontology of the world 

(as if “fact” and “value” were radically other). The very nature of matter entails 

an exposure to the Other. Responsibility is not an obligation that the subject 

chooses but rather an incarnate relation that precedes the intentionality of 

consciousness. Responsibility is not a calculation to be performed. It is a relation 

always already integral to the world’s ongoing intra- active becoming and not-

becoming. It is an iterative (re)opening up to, an enabling of responsiveness. Not 

through the realization of some existing possibility, but through the iterative 

reworking of im/possibility, an on-going rupture (Barad, 2007, p. 265). 

 

I think with Barad’s (2007) point that ethics is always embedded within the 

iterative responsive entanglements we enact as mothers, teachers, and learners. 
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CHAPTER FIVE: CHILDHOOD ENTANGLEMENTS: THE NURSE IN THE 

WINDOW 

 

“Your mother and I were cleaning out the basement and we didn’t know what to keep or 

throw away. Do you want any of this stuff?” asks my father regarding the Liquor 

Control Board of Ontario’s cardboard box, sitting on the counter.  A favourite packing 

container for my parents, the box securely holds remnants from my play that my mother 

gathered from our childhood home in Ontario, transporting it to me in my adult home in 

Fredericton, New Brunswick. 

 

My heartmindbody sifts through the contents of the box, transporting me to a time, that 

seems so long ago. My Nanny’s silver, china cat that usually sat on her living end table 

calls up memories of her telling stories while rocking, feet crossed, enjoying a cigarette. 

A handmade leather pouch with “Fundy National Park” stamped on it, reminds me of 

our family’s summer vacations in New Brunswick. But it is the sight and smell of the 

manilla folder that reconnected me with my almost forgotten childhood play. Standing in 

the kitchen of my adult home, family voices faded as I re-encountered my childhood self 

which I realize now, I had never really left behind (Murris, 2016).  
 

 

 

 

 

 

 

Figure 22. Play artefact (Stewart, 1973) 

Across weeks and days, I re-visit, touch, and scan the artefacts that I composed 

while playing, The Nurse in the Window. Time spent mingling in these artefacts pulled 

forward the material encounters, the relational details, the memories of narrative play 

made from bits of fibres, pieces of paper and images that upon seeing again, remind me 

that they have always been with me (Pelias, 2004). These tangible artefacts of my play 

allowed me to revisit a self-designated play space under the basement stairs called the 

freezer room. I re-trace and re-image these literacy encounters to map my literate 

becomings, to illustrate how as literate beings, we learn through idiosyncratic, (MacKey, 



88  

2016) unique and embodied, heartmindbodytimespacematterings. As I think with these 

artefacts I am like a quilter, recycling materials, fabrics, re-imagining and piecing 

together a quilt of my literate play. The autobiographical/artefactual narrative of nurse in 

the window entangles a range of texts from personal journals, play artefacts, the research 

literature, picture books and quilting books. 

Something left over from a homemade dress or a man’s shirt or curtains from the 

kitchen window. It utilizes that which would normally be thrown out, “waste”, 

and eliminates the extra, the scraps. And out of that which is left comes a new, 

useful object (Otto, 1991, p. 9). 

 

The re-visiting, re-touching and re-telling unearths the material-discursive 

entanglements of the nurse in the window. Similar to bits of fabric they are the left-over 

scraps from my childhood. When I quilt, I gather and arrange pieces and with a needle 

and thimble I begin the motion, sewing together by hand, each piece. As I sew, I 

assemble the fabric making sure that each piece is a perfect match and fit, to create the 

top of my quilt - a quilt top that can never be replicated. As a re-searcher, I am piecing 

and stitching together the quilt top of the entangled autobiographical/artefactual 

narrative of my childhood play. 

 Storytelling is a complex form of research that supports me with the re-telling of 

“The Nurse in the Window”.  As the researcher, I use the power of story to honour the 

complexities of children’s lived experiences as a way to free the human spirit (Azocar, 

2014) within literacy learning. Alice McLerran (1991), the author of one of my favourite 

picture books, Roxaboxen (1991), narrates the outdoor playscape of a group of children 

who use rocks, gems, thorns, and land to create an imagined world. 
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Figure 23.Book cover (Stewart photo, 2019) 

In this chapter, like Alice McLerran, I narrative my childhood play, re-visiting 

boxed artefacts created while I play nurse in the window my play.  These artefacts allow 

me to re-visit and re-imagine my literate self, who I was, who I am, and who I am 

becoming, in relation to the timespacematterings of home and community. I create a 

partial text of those details of these layered mappings of becoming (Pahl & Rowsell, 

2005). 

With mismatched fabrics, all having significant meaning, I remember the stories of each 

piece of fabric stitched together making a crazy quilt; my favourite. It amazes me how 

all the pieces are so different in colour, shape and texture but together they create such a 

unified quilt top. I decide it is the consistent details of the black embroidery stitches 

outlining and separating the pieces that binds the quilt or story together. 

 

As I draw back the curtains on this play, it is my goal to use the same black 

embroidery floss to outline, separate, but bind the artefacts of my play together. Again, I 

remind myself that the past never leaves, I take it into the present and future, and 

remembering is never linear. Sometimes it is an event that triggers the past like the smell 

as I unwrap Juicy Fruit gum or hear the song “Country Roads” by John Denver (1971) 

on the radio. I am always re-configuring the past into a future that is much larger than 
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me (Davies, 2014b). The stories I chose to share, the thinking and connections I have 

made are “entanglements of intra-acting encounters” (Davies, 2014b). Writing about 

them offers another layer of entanglements.  

Max Van Manen (1991) advices that as adults, educators need to understand our 

own childhoods if we are to understand the experiences of children. In seeking to 

understand these moments of play, I borrow from Thiel’s (2014) theory of muchness. In 

her doctoral dissertation, Jaye Thiel (2014) defines muchness “as an embodied, 

intellectual fullness that manifests through an internal compulsion to be engaged in an 

activity that one has a particular affinity for or curiosity about, unstopped by challenges 

or frustrations” (p. 41). I choose this theory to describe my embodied understanding of 

play. Thiel has developed this theory of muchness by observing and exploring what it 

means to be muchy. Like Laurel Richardson, who uses writing as theory, Thiel traces 

muchness by writing. “From this autobiographical writing, I realized these moments 

connected to embodied memories of growing up in a working-class family, such as my 

grandfather’s storytelling—where I am convinced I became a writer—and my mother’s 

aptitude for turning fabric remnants and old furniture into mas-terpieces that adorned 

bodies and homes” (Thiel, 2015, p. 42). As I write autobiographically for this re-search, 

my embodied and composed autobiographical/artefactual narratives about the Nurse in 

the Window share Thiel’s similar experiences of growing up in a working-class family. 

My mother sewed my clothes for school, my father built furniture for our home. I revisit 

my autobiographical/artefactual narratives of growing up and the conditions where 

muchness unfolded with the aim to imagine how educators might embody muchness if 

they, too, were invited to follow the lines of flight and encouraged to make room for 

play and embodied literacies in literacy classroom as well as in their professional lives. 
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Imagine what might be possible if educators, like the children, demanded that schools 

become muchy places of learning and experimentation.  

I created possibilities and solved problems which were far beyond my real-life 

experiences (Paley, 2010, 2004, 1990). Within remembered moments, re-reading 

collected artefacts we come to know ourselves and each other (Davies, 2014) continuing 

to learn how family community and cultural experiences are embodied in play and in our 

literate participations and productions. As a child, I remember my mother experienced 

numerous medical procedures and surgeries. Despite these experiences, she managed to 

maintaine a positive attitude about life, never dwelling on these events. Growing up, I 

did not realize that medical issues could define a person’s lifestyle. It was when the box 

arrived to my adult home, that I began to theorize about the influence of my mother’s 

medical events on me. Accompanying my mother to her doctor’s appointments was a 

childhood ritual for me. 

Entering the waiting room, I scan the area. Only four seats left, another busy day here at 

the office. I stand beside my Mother as she signs her name on the clip board. From the 

other side of the window, I hear, “Oh good afternoon Stella, it shouldn’t be too long of a 

wait.” I can’t see the nurse because the counter is so high. I know she is there. She is my 

favourite person in this office. She is the nurse who sits in the window.  

 

The frequent visits to the doctor’s office afforded me the time to observe the 

social cultural and literate practices of nurse in the window. Observing her provided me 

with a blueprint for her roles and responsibilities. Understanding her identity within this 

community supported my play when I took on her role in my imaginary community 

(Wohlwend, 2011) beneath the stairs, in the freezer room. 

To me, the nurse had access to everything she needed within arm’s reach. I was 

amazed that she had so many papers, staples, paper clips, and an entire wall behind her 

full of files, with reports marked up by a variety of coloured pens and pencils. She was 
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the person who had the authority to allow people beyond the door that divided the 

waiting area and the doctors’ offices.  

 

I’m in my parent’s home, my childhood home. I walk down the stairs that leads to the 

basement. Reaching the last step of the stairs I take a ninety-degree, right turn and open 

the door to the space my family calls, “the freezer room”. The room has exposed 

cinderblock walls and no windows. Looking around I see the chest freezer, an old table, 

my Mom’s preserves on a shelf that my father made, and a door that leads to my father’s 

workshop. This was my space for the nurse in the window’s office. The old table that 

was on its way to the dump became my reception desk. I added a waiting room and put 

up a curtain for the examination area. My mother’s preserves became patients’ 

specimens to be sent to the medical lab for further testing.  

 

As a child, I took the opportunity to play wherever I could find a space (Glenn et 

al., 2013). Nel Noddings (2003) best describes the feeling of that space. She calls these 

spaces nests.  

It returns [me] to the safest places in [my] childhood. Sometimes the places are 

real, sometimes imagined, but they are always suffused with the feeling of 

contentment and well-being. To find a nest requires wandering forth, but the 

finding itself is a comforting reminder that one has a nesting place of one’s own, 

a place to which we continually return to dreams. (p. 121) 

 

For me, quilts are one kind of nest. 

Quilt (def’n) – A warm bed covering made of padding enclosed between layers of 

fabric and kept in place by lines of stitching, typically applied in a decorative 

design. Sewn by hand by someone who loves you. Gives you warmth and returns 

you to a place of warmth.   

       (Oxford Living Dictionary) 

 

As I created my nest for my play world, I developed my “paperwork” for the 

office. An appointment book is my priority. I am unsure why, but I did feel the 

appointment was the marker of a doctor’s office. Today I wonder, did I want to satisfy 

my desire to create a book I authored?  

 There was no question. Jan Dryden, the nurse in the window was using pens to 

compose the appointment book. There was something about permanent marks made by a 
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pen compared to the easily erased required pencil marks that were in my notebooks for 

schools. Pens were forbidden in our school notebooks.  I had fallen in love with office 

supplies and had a desired a collection of folders, paper clips, staples, envelops, and 

paper as I imagined the real nurse in the window had access to. These papers and folders 

were validation that I held a position of power unlike my student position in an 

elementary classroom. 

The imaginary characters in my office were my confidants which is similar to my 

friends and colleagues today at the University of New Brunswick, Early Childhood 

Centre. My confidants listen when I share my stories and provide support when making 

decisions or solving problems (Paley, 2004). Together, we learn and better understand 

the complexities of life. Reviewing the list of my players from The Nurse in the 

Window, I am struck by the influence of my family, popular culture, and community. 

Murris’ (2016) description of community, reflects what I experienced during my play as 

the nurse and today with colleagues. Community “is not so much a place, or a finite 

group of people but a way of mattering, a way of engaging with the world and of re-

configuring that world as a place where self and others matter, and make a difference, to 

each other and with each other” (p. 28). Below is a list of a cast of players who lived in 

nurse in the window community.  

 

The Nurse in the Window 

Composed and Directed by Kim Stewart 

Cast of Players 

 
Jan Dryden:  My chosen name for roles I played as a child. In this play, I am married to       

Dr. Dryden. I thought it would be convenient for our office work. 

 

Dr. Ken Dryden:  Ken Dryden was the hockey player that my brother chose to be when 

he was playing in the “NHL”. 
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Marsha Kier:  Marsha was my favourite character from the show The Brady Bunch. 

 

Dr. Ellis:  He was a boy in my elementary school who I may have had a crush on. 

 

Jan Laternage:  Me, inventing a new name by playing with sounds. 

 

 
    Figure 24. Play artefact (Stewart photo, 1973) 

 

As an adult receiving my appointment book (figure 24), I re-visited the first two 

pages of my child created appointment book multiple times over multiple days. I re-read 

how the familiar names, addresses of people, places of Georgetown, Ontario, my 

childhood community, were embedded within my play and materialized on the pages 

(Rose & Whitty, 2010). Smedma was my best friend’s last name; Mountainview Road 

was the main road through my town; Raylawn Crescent was “where the rich people 

lived”; and Newmarket was where my cousins lived. Ontario Health Insurance Cards 
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(O.H.I.P) and hospital numbers were familiar terms. My embodied knowledge of this 

text structure was shaped by observing my mother’s medical experiences.  

Standing beside my mother I watch her as she unsnaps her purse to find her wallet. She 

opens her wallet and sorts through her health cards until she finds the right one to pass to 

the nurse in the window. I listened carefully, intently to the narrative between my 

mother and the nurse to confirm Mom’s data on the cards.  

 

The health cards, the names of my patients and street names from Georgetown, 

the appointment book itself are sedimented identities connected to home (Rowsell & 

Pahl, 2007). “When children start to make texts, or produce a drawing at home, the 

finished text has a history. If it were made in the home, it would have been constructed 

in relation to ways of being and doing in the home, to the everyday practices 

surrounding the text” (p. 388). I am re-creating texts from my everyday experiences. 

Examining my appointment book, I notice a flaw in the design of my pages (figure 24). 

As patients arrive at my office, their names in my book are not in chronological order. 

When patients arrive at my Mom’s doctor’s office, the nurse looks at the appointment 

book, checks off the most current appointment that corresponds to correct time. I realize 

that I need to change the format of my appointment book so it will be the same as the 

doctor’s office. I want it to be as functional and authentic as possible. But knowing that I 

don’t want to re-write these two pages because they took so much time to write, I decide 

to use a pencil and add numbers to the right of the margin, ordering appointments 

chronologically. Okay this is better, but not perfect. 

 

Creating the next pages for my appointment book, I change my design by adding the 

time slots in chronological order for each appointment (figure 25). Some appointments 

are fifteen minutes while others, I schedule for thirty minutes. The next day when my 

first patient arrives, my appointment book corresponds to the time of Petre’s 

appointment. I feel a sense of pride that I have solved the problem. I was as efficient as 

my role model, the real nurse. Like her, I add check marks when patients arrive. I love 

the feeling of adding a check mark. 
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Figure 25. Play artefact (Stewart, 1973) 

 

As the nurse, it is my responsibility to record the reason for each patient’s visit so the 

doctor has an idea about why the patient needs an appointment. I include a “case” line 

within the template for my appointment book. “Cases” like ears infections, eyes check, 

heart and “flue” are common reasons to visit the doctor. However, from listening to my 

aunts and uncles talking around our dining room table sharing, their aches and pains, I 

learn new medical cases that I add to my appointment book. 

 

According to Rich (2003), “[c]hildren’s play themes involve big and serious issues 

which commonly include death, loss, loneliness, abandonment and being cared for or 

nursed” (p. 4). Reading through the appointment pages I can establish a direct link to 

real-life situations within my family that informed my understanding about these cases. 

Dyson (2016) shares that when children are given time and space they will engage in 

multimodal composing, choose familiar tools and valued resources in agentic ways. 



97  

Perhaps this play offered me a safe place to understand life’s complexities while using 

familiar stories as tools to author my meaning making to validate my play character, the 

nurse in the window. Below, I translate my childhood spelling of the medical cases I 

represented in the appointment book:  

 

 

Medical Condition Connections to My Life 

“alge needles” My cousin went weekly to his doctor for allergy 

needles 

“whiplase” My mother and I both experienced a whiplash 

from a car accident, spending a significant 

amount of time with doctors. 

“Pat. Check Up” Conversations I overheard between my mother 

and her sisters about Pap tests. 

“T.D” T.B An elderly woman who was a customer at 

the bank where my mother worked had 

tuberculosis. 

“Artare Check Up” My grandfather had a heart attack and it seemed 

like everyone was talking about his arteries. 

“pains in my hips” Direct quote from conversations my grandfather 

had with my father. 

“Tomsil Infection” 

“Stitches Out”         

Personal health experience. 

Personal health experience. 

 

 

 

Flipping through my appointment book, l love rubbing my finger across the impressions 

made from the ink, on the back of the pages. I am pleased that my appointment book is 

starting to look like a real appointment book but there is more to be done. I remember 

when Mom and I were at the doctor’s office just after their lunch break, the nurse 

opened her window to let patients know that they were open for the afternoon. I realize, 

I think they closed for a lunch break! Thinking about my office, I realize that I should 

give my office staff a lunch break. I never thought about this before. 
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Figure 26 Play artefact (Stewart, 1973) 

 

Next, I notice the blank space on the left side of the page. I don’t like that blank space 

but I know exactly what I will add to this section of the page! When I stayed overnight 

with Julia, my best friend, I noticed her father, Mr. Smedma, writing cheques for his 

business each morning at the breakfast table. I watch him and love how he adds a swirl 

between the dollars and cents on the amount line on cheques. The swirl found a home on 

the pages of my appointment book. 

 

 

 

 

 
 Figure 27. Play artefact (Stewart, 1973) 

 

Flipping through my appointment book I hear Mrs. Law, my grade two teacher, telling 

our class to use a ruler and a red, pencil crayon to underline headings. “If you don’t use 

a ruler and a red pencil crayon to underline headings in your notebooks, I will insist that 

you re-do the page.” I think to myself, I’m not in her classroom, I don’t need to use a 

ruler but I will add the red lines as it divides the appointments. I select a red marker 

instead of a pencil crayon. I like a bolder line, a deeper red than I used at school. 

Eventually I do use a ruler as I discover for myself that it does look neater. 
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The voice of Mrs. Law, the red pencil crayon, Mr. Smedma writing cheques and 

the nurse’s appointment book are examples of the intersectionality of experiences and 

influences from school and culture that converged in my play. Each encounter, human 

and more than human affects one another, creating something different and new 

possibilities (Barad, 2007; Lenz Taguishi, 2010; Davies, 2014).           

“Brrring…brrring…” 

“Good morning, this Jan Dryden how my I help you?” 

“This is Mrs. Zebra, I am wondering if I can make an appointment with Dr.  Dryden for 

next week. I need to get my heart checked.” 

“Yes, of course. Please give me a moment to check my appointment book for an 

available time.”  

 

   

 

     

   
 

 

 

 

 

 

 

 

 

 
Figure 28. Play artefact (Stewart, 1973) 

 

Yes! I finally have an appointment book with blank pages to be filled with 

appointments. I flip through my book, finding an appointment for next week. I feel 

satisfied because this is how the real nurse books appointments. Like her, I flip ahead to 

next week in my appointment book and fill in the details for Mrs. Zebra’s appointment. 

During down time at my office, I design more pages.  

 

Having mastered the appointment book, I know my next task is to create patient files so 

I can have my own wall of patient files behind my desk. My mind returns to that time I 

was left alone in the doctor’s office with Mum’s file. 

 

“Stella Stewart,” my Mum’s name is called. The nurse in the window leads us  
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down the hallway with my mother’s thick file. Following the established routine, the 

nurse places my Mother’s file in the plastic wall file holder on the back of the door in 

the examination room. Standing in the hallway the nurse reminds my mother that she 

needs to provide a urine sample. When my mother leaves the room, I am alone with only 

her file looking at me from the plastic holder. I know that this is my chance to find out 

what’s inside the file. Standing up from my chair, as I reach for the folder, I initially  

was only going to flip through the file, leaving it in the plastic holder. But what I see is a 

gold mine! Inside the folder is the information I need for my play as the nurse in the 

window. Knowing I have limited time; I remove the file from the plastic wall holder and 

take the risk of getting caught. I scan and touch the official looking papers with graphs, 

numbers and diagrams. I see smaller pieces of paper tucked in the file and paper clipped 

to the graphs. Some notes are hand-written but others are typed, all are about my mother, 

and her name is on every sheet. My heartmindbody takes photographic memories of the 

texts and images so I can replicate these pages for my office. 

 

If Jan Dryden was to have a real office, I needed authentic doctors’ reports and 

records for individual patients. I was excited to finally be creating the wall behind the 

nurse, that held the patient files. With my Mum’s file as my mentor texts, I begin to 

create patient files for my doctors. I intentionally gather a variety of colourful pens from 

throughout our home because I understand that those real-life documents would have 

been written on different days therefore a doctor would not always have the same pen 

from one day to the next. I was so passionate about the material and the imagined world 

and appreciated that in this world, I had the power to change what did not fit. 

Writing the doctors’ reports (Figure 29), I constructed explanations and test 

theories about conversations and illnesses, gathered from adult conversation. At this 

point in my play, I am still the nurse but I am writing the doctors’ reports. I am 

authoring these reports as a doctor but I am the nurse in the window. Thinking back I 

realize that I never considered that I could become the  
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Figure 29. Play artefact (Stewart, 1973) 

 

 

 

 

 

 

 

 

Figure 30. Play artefact (Stewart, 1973)  

 

 

 

Figure 31. Play artefact (Stewart, 1973) 
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doctor in my play. Instead, I created with materials as Kuby (2017) says shifting my 

identities over timespacematterings while recognizing this as a shift in power.  

In their book, Multimodal Literacies (2005), Pahl and Rowsell delve deeper into 

the meaning of text in relation to content, structure, and the ways we read and create 

texts. Consider my childhood writing as the nurse, then consider my experiences and 

how these experiences and interactions with other writers and texts guided my writing. I 

pieced together my writing of the appointment book and the doctor’s report from other 

texts within my lived world. The overheard conversations, the texts at the doctor’s 

office, schooled text and the cheque signing of my best friend’s father became key 

mentor texts, play-fully supporting my literate play. These were my mentor texts for 

writing that support my writing during my play as the nurse in the window. My mentor 

texts were broader than the texts of novels, poets, and picture book authors and 

illustrators that are the focus of many literacy classrooms today. 

Reading my doctor’s notes about Cathy Smedma (figure 32 & 33) and her 

medical condition listed as “glass in her heart”, I connect to my cousin, Lisa, who was 

born with a hole in her heart. This was the only description provided to us, by Lisa’s 

father. Growing up with Lisa, we never learned any other details and she did not present 

as any different from us, but we were reminded of her “condition” regularly. Today, I 

still do not understand Lisa’s childhood medical complications. However, I do know that 

she lives a healthy life. Drawing on Pahl (2002) research, I understand that as a child, I 

was creating meaning from texts in my home, from lived experiences and artefacts. I 

was using family, office and schooled autobiographical/artefactual narratives that I may 

have heard or experienced over and over to provide content and connections to my 

world-making as the nurse in the window. 
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Figure 32. Play artefact (Stewart, 1973) 

Figure 33. Play artefact (Stewart, 1973 

Like Dr. Bobbi, in Gallas’ (2003) research, I was developing a theory to explain 

what I did not understand in my ordinary life. In Gallas’ classroom, children became 

explorers colonizing a new planet in an imaginary scenario. They too, worked for 

extended periods of time producing written documentation. Dr. Bobbi was the doctor for 

the planet. Similar to my nurse play, Dr. Bobbi produced physician’s notes about 

sickness on their imagery planet with the same confidence and authority as I did as the 

nurse in the window. 

Re-reading Mrs. D. Fisher’s reports (figure 33 & 34), I recognize my 

grandmother’s legacy told on these pages. My grandmother took great pleasure in 

cooking for her extended family. As famous as she was for cooking, she was more 

famous for burning herself while she cooked. The referenced burn written and composed 

in words and images in my childhood text below represents part of her legacy. But as a 
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child, I wrote about the burning of her breast on the burner of the stove, as an 

explanation to simplify the cause of a disease I feared most, cancer. Reflecting on this 

play, I am reminded, when children play, they use their own words, language, and 

narratives to create theories in their own ways, at their own pace. It was my play as the 

nurse that gave me the opportunity to make meaning of these lived experience “because 

in play the subjects are always seeking to know what they are inventing” (Paley, 2004, 

p. 28). 

 
Figure 33. Play artefact (Stewart, 1973) 

 

 

 

 

 

 

 

 

 

Figure 34. Play artefact (Stewart, 1973) 
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“Kim, are you in there?” my father asks as he opens the door to my nurse’s office. “I 

was driving home across the seventeenth side road when I say this typewriter in the 

garbage of that house. You know the one that has all Christmas lights at Christmas 

time.” 

 

By the time I look up from my paperwork, Dad has placed the typewriter beside me on 

my table and he is gone. Oh my, this is exactly what my office needs, the sounds of that 

bell and the carriage release lever as my page moves to the next line! I would have never 

thought I, Jan Dryden, would own a typewriter! 

 

Without wasting any time, I reach for a “Change of Address Announcement” (figure 35 

& 36) that I gathered at the postal office with my Mum. These are just the right size to 

use in my typewriter. It has lines, squares and spaces to fill with information that I can 

type using my new typewriter. Playing with the mechanics of the typewriter, I figured 

out how to move the paper and align the paper just right so the typed letters will be in 

the correct space or box. I waste a couple of forms before I am satisfied with the finished 

product.  

 

Paper clipping the completed change of address announcement to my patient’s 

information sheets made the patient’s folder look official especially since the papers 

weren’t the same length, as I discovered in my mom’s medical folder. But more 

important was the fact that I had an authentic reason to use paper clips! 

 

 

 

 
 
Figure 35. Play artefact (Stewart, 1973) 

Figure 36.Play artefact (Stewart, 1973) 
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My father’s interactions with my play was to provide me with materials that 

supported the play, and sometimes he played along with me to enrich my imaginary 

world (Ashton et al., 2009). He gifted me with graph paper, leftovers from the night 

courses he was enrolled in and similarly, letterhead from Northern Telecom, his place of 

work. These materials provided me with authentic office supplies for my office. Like my 

Dad, my mother supported my play and sourced me with consumable supplies for my 

office. She found extra pens and paper for me. My mother worked part-time at the 

Canadian Imperial Bank of Commerce which gave me access to an endless supply of 

deposit slips, cheques and withdrawal forms. Interestingly, I understood the conventions 

of writing cheques and receipts but neither had been taught in school. It was my access 

to these forms that influenced me to start charging fees to patients for tests and services 

(figure 37 & 38).  

 

   Figure 37. Play artefact (Stewart, 1973) 

          

 

Figure 38. Play artefact (Stewart, 1973) 
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Bourdieu in Pahl (2002), uses the term habitus which I too, will use for examples 

such as my understanding of writing a cheque, creating an appointment book or the 

“swirl” on my cheque. Like Pahl, “I am able to place the home and the child within the 

same analytic gaze, and view the text making and the space within which the text is 

made together” (p.148). Again, one influencing the other. 

Examining my patients’ files, I notice that my handwriting on my documents is too 

consistent to be authentic. I try to change my handwriting and printing so my style looks 

different. I know that handwriting shouldn’t all be the same on forms because in real-life 

everyone has different signatures.  

 

As my Mom passes by the freezer room to the laundry room, I ask, “Mom can you sign 

this?” She stopped and puts her laundry basket down,  

“What? What do you want me to sign?”  

“My doctor’s report right here, you are my patient.”  

“Not a problem!” I watch as she signs her name the same way I have watched her sign it 

so many times before. I wonder, how my signature can look kinda’ fancy like hers? For 

the next few days I practice signatures over and over.  

 

 
 

 

 
     Figure 39. Play artefact (Stewart, 1973) 

Many times, after that, upon request, my mother would enter my play. Entering 

into my play created moments of composition between her and I, together we created a 

more complete whole (Deleuze, 1988). As the nurse, I was experiencing my power to 

think and act as a literate being, trying to compose myself anew (Davies, 2014) as I 

changed my handwriting to match what I thought would be signatures of my patients 

and doctors. 

Vivian Gussin Paley (1986) suggests that when supporting children in play, “no 

matter what the age of the children, someone must be there to listen, respond, and add a 

dab of glue to the important words that burst forth” (p. 129). I was fortunate to have 
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parents who were there to listen, respond, add a dab of glue (Paley, 1986), and provide 

space for long uninterrupted periods of time for my play to unfold. In my childhood 

home, clean-up meant, that I closed the door and the next day, I walked back into the 

room, re-entered my play where I left off, “Next patient please…”  

My parents were partners in my play. They made “the unexpected possible, 

permissible” (p. 15) and were open to the new possibilities and there were no limits 

(Rinaldi, 2006) giving me, and them, the freedom to follow multiple lines of flight 

(Deleuze & Guitarri, 1987), flights that I never experienced in school. As an educator 

engaged in critical questioning of literacy practices, I continue to wonder how we create 

encounters for learners to have these “life-giving and powerful” (Murris, 2016, p. 8) 

lines of flight within classrooms, playgrounds, and school communities. 

 I draw connections between my childhood home and Reggio-inspired (Edward et 

al, 1998) learning spaces. Educational spaces such as homes and Reggio inspired 

classrooms provide learning environments where open-ended investigations are initiated 

by children with adults and artists alongside children “who intra-act and collaboratively 

create the right material-discursive environment” (Murris, 2016, p. 161). I interrupt the 

“right material-discursive environment” to be an environment that is affirming, 

responsive, and life-giving, one that values the agencies of 

heartmindbodytimespacematterings.   

  Next, I draw connections to my parents and how they wrapped me with warmth, 

caring for my heartmindbodytimespacematterings as they supported my play in my nest 

under the stairs, my sacred place, my nest. For me, there is a connection to the warmth 

and care my grandmother shared with me when she taught me to quilt, by providing me 

with the materials, time, and space to learn from and with her. 
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I learn that the first step for her is to slip her silver, tarnished thimble onto the middle 

finger of her right hand. The thimble protects the tip of that finger which guides her 

needle through the quilt top and out the backing. She delicately licks the end of the 

thread, threading it through the hole in the needle, and pulls the damp end of the thread 

through the needle. She is beginning to bind her quilt. It is the combination of the 

perfectly hand-stitched quilt top, with a 100% cotton quilt batting, and a flannel backing 

that creates heart, body and soul warmth.  

 

“Children’s places do not last forever; sometimes the relationship ceases, after 

short periods (as in hopscotch grids or chalk drawings) and in other situations the 

relationship can last for years” (Rasmussen, 2004, p. 166). In the picture book 

Roxaboxen (2004), the co-created playscape of rocks, twigs and thorns, children return 

to in their minds, long after they stopped playing there each summer. My relationship 

with the nurse in the window has lasted for years. Today, it has me telling and re-telling, 

reading and re-reading my created childhood texts, like Barad’s (2012) earthworm I am 

opening up the artefacts and breathing new life into them. I try to catch the thoughts, to 

make connections, but the more I burrow through my play artefacts, the more I question 

what is yet to be revealed of my play. A serious interrogation of how 

heartmindbodytimespacematterings a/effects learners and learning communities 

broadens how composing might be conceptualized, practiced, and assessed within 

schools. (Barad, 2007; Davies & Gannon, 2013 as cited in Davies, 2014). 

Implications of Nurse in the Window for Literate Identities, Play, and Learning 

 

Time is not a line but a dimension, like the dimension of space… You don’t look 

back along time but down through it, like water. Sometimes this comes to the 

surface, sometimes that, sometimes nothing. Nothing goes away.  (Atwood, 

1988, p. 3) 

 

As I re-search (re-author) for a deeper understanding of the energy, complexities 

and inquiries of my play-filled composing, I turn to literacy research to expand the 
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entangled heartmindbodytimespacematterings of a child playing and an adult, a mother 

and a teacher’s remembrances of that play. The analysis of this play space was not 

linear, as agencies, relationalities, and literate practices surfaced through each encounter 

with the artefacts. This surfacing of touch and muchness is the “in-between or entangled 

becomings” (Kuby et al., 2015, p. 404) of myself as a literate being. I slip in-between the 

layers of the warmth of that nest or my grandmother’s quilts to theorize my play and 

literate identities? 

As a child, my nurse play was an embodied intellectual fullness where I was 

compelled to follow my curiosity, negotiating challenges and frsutrations that unfolded 

in my paper work as I strove to perfect being the nurse in the window. As an adult, I still 

feel those moments of muchness when my mind wanders to memories of the freezer 

room and Jan Dryden. The entangled literate encounters of my play contrasted with 

memories of learning in elementary school. I remember my grade four classroom at 

Chapel Street Elementary School, Georgetown, Ontario. Mr. Price was my teacher for 

Math and the principal of the school. When we returned to school after the summer 

holidays, he had a carpenter build stalls around our desks in our classroom. They were 

so high that we were unable to see around or over them. As he taught, I could only hear 

his voice because I was too short to see over the stall. We were completely isolated, 

boxed by corralling wooden stalls diminishing the possibility of muchness. The only 

person that we could talk to was Mr. Price. If a student looked around or over their stall, 

he knew. Any movement in the room, he responded by yelling. He walked around the 

room carrying a yard stick, bending down into the stall if you needed his help. Some 

students tried to drill holes through the walls of the stall but if you were caught, he took 

your pencil and you completed math after school.   
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Hughes (2013) writes about children’s happiness in the schools citing Gopnik 

(2008) who said, “a happy childhood lays the foundation for a happy life. Similarly, 

happy experiences in the early years of schooling lays the foundation for future happy 

relationship with learning and with school” (Hughes, 2013, p. 56). This quest for 

happiness does not erase the reality that “children as persons can be up against some 

tough realities when their lives are subject to a host of unpredictable contingencies” 

(Miller, 2016, p. 182). Teachers know that children of any given age exhibit tremendous 

variations in their enthusiasms and in their literacy resources, passion, and skills. 

Literacy environments that create opportunities for children who live humble, working 

class, or financially privilege childhoods to engage each other, enable them to see, hear, 

and empathically appreciate the lives and literate practices and potentialities of diverse 

community members. Literacy learning filled with the access to materials, opportunity to 

question, take risks, discover, follow lines of flight, explore different perspectives, 

change our minds, and surprise ourselves may inspire the muchness I experience as 

nurse in the window.  

Mr. Price’s classroom, my feelings of isolation in that intentionally structured 

space, my image of him standing with a yardstick in his hand calls into question how he 

embodied the role of an educator and the intentionally divided relationships between 

himself and learners in his classroom. As an educator, today I understand that the 

experience in that classroom left me with no agency, no connectivity, and relationality to 

others in this case heartmindbodyspacematterings were of a different nature. This 

particular entanglement stands in stark contrast to my learning experiences as the nurse 

in the window. However, nurse in the window is a nest of energizing infinities of touch  
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that continue to sustain my desire for literacy pedagogies that are responsive to play-full 

and embodied literacies.   

My written texts from the nurse in the window were related to my home 

experiences, words rich with relational meaning, overheard during adult conversations. 

layers of meanings. My written texts, reports, forms, appointment books, memos were 

inspired by situated literacy tools and practices I encountered at the bank, the doctor’s 

office, post office, and in my home. Having access to the change of address forms, 

receipt books, medical files, and cheques called for me to compose in functional ways. 

All these symbolic resources, combined with the claimed nest, the sacred space of the 

freezer room, under the stairs, and the expansive time to move in and out of the play 

space, fueled my desire to be the nurse in the window. This narrative shares the messy 

complexities of a child following symbolic tracings from space to space, to make 

meaning of my world as I experimented with literacy practices and tools that may not be 

valued in school. It is truly unfortunate for myself and my teachers that the nurse in the 

window never became part of my schooled literacies.  

My mother’s medical concerns, the materials my parents provided, and the 

conversations with my extended family, the material-discursive entanglements in which 

I played, impacted the choices I made as I was created texts and meaning for the nurse in 

the window. Murris (2016) states that this is the materiality of my play…“the stuff we 

use to make a text” (p. 33). As a child, I chose the ways I created, adapted or designed 

texts for my play and today, I make connections through the theoretical lens of Rowsell 

and Pahl (2007). My meaning making and texts “can be traced back to the family 

habitus, the ways of doing and being engendered in the home” (p. 391). Many of my 

identities are sedimented within the texts of the nurse in the window.  
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This complex relationship between everyday literacy practices in homes and 

community spaces; habitus ways of being and the playful ways children take up 

symbolic resources to create texts that shape the literate playscapes and identities of 

children may need to be valued by educations. This evidence begs me to ask: in 

classroom spaces how do we support and honour multiply home literacies providing 

heartmindbodytimespacematterings for learners to express and re-create literate 

identities and communities in school. 

Hughes (2013) suggests that, “the classroom is the space for children to move 

towards their possibilities: who they are, what their interests are, what holds them 

captivated, who they might become” (p.136). Rowsell and Pahl (2007) concur as they 

write: 

Classrooms are spaces that can be infused with students’ identities. As children 

come to write [create], the host of experiences they have had since birth are 

brought to bear on the writing [creative] processes. By recognizing and 

honouring the experience, teachers can bring students’ identities into the 

classroom. Ways in which cultural patterns are handed down over time can be 

traced in children’s texts. (p. 402) 

 

If the Nurse in the Window were considered my classroom, a space where I pursued 

something that personally connected with me, that would mean classroom may need to 

acknowledges that children have multiple ways of being in the world, and multiple ways 

of communicating and making meaning” (Greene, 2009, as citied in Hughes 2013). 

 My space/nest under the stairs, unlike Mr. Price’s classroom, was a multimodal 

transformative space (Cummins, 2010) where I used multiple modes to fully expressive 

myself in the muchness of play. I was playing in a familiar space but at the same time, I 

took off on my own lines of flight, authoring new possibilities for my play. (Deleuze & 

Guattari, 1987 in Davies, 2014). As I played the Nurse in the Window I was motivated 
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in my play with a “desire to speak and be heard.” (Cummins & Early, 2010, p. 6), to be 

validated and authentic as the nurse in the window. For children in schools, my desire is 

for them to experience lines of flight within a school community that “sometimes 

develops a single view of what is good, which becomes dominant and is cemented into 

community practice, becoming a force line of descent” (Davies, 2014, p. 8). Kuby 

writes: 

The issue is not that children are incapable of or unwilling to live out their 

literacy desirings with materials in school, but over time children have come to 

know school, through rigid discourses of how it limited choice, materials, time, 

and space – school becomes a place to suppress their desiring processes and 

intra-activity with materials. (Kuby et al, 2015, p. 417) 
 

The Nurse in the Window is a “complex array of entangled movements” (Davies, 

2014, p. 4). The artefacts I share unfolded in the moment, of me being in that space in 

the world, learning with and from the materials that supported my role as the nurse in the 

window. (Kuby et al., 2015). It was my encounters and intra-active relationships with 

materials, time, space, family, and community – the material-discursive – the 

heartmindbodytimespacematterings that became the “dance of my play.” By providing 

children with time, space, materials, and choice, we co-construct the space, means, and 

ways in which children can express and communicate their understanding of the world 

around them.  

And The Infinity of Touch Continues 

 

I am retracing, re-imaging and remembering images of my grandmother as I rub my 

finger along the quilting stitches of my favourite quilt gifted to me. Her quilts frames, an 

image of her literate identity. They offer a window into her literate self and her ways of 

communicating with the world. The meaning and warmth of the quilts spread far beyond 

the layers of fabrics. It is my memories – the intra-actions - the material-discursive – the 

heartmindbody entanglements that creates the stories of her quilts and her, the quilter. 
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         Figure 40. Sam and Jack (Stewart photo, 2016) 

 

When our sons, Sam and Jack, were younger, they spent many Saturday 

mornings at gymnastics. Sam and I would wait for Jack’s session to finish. One 

Saturday, I glance over at Sam and he is completing the winter registration form (Figure 

50): Email: “1, 2, skip a few, 99, 100”, home number 911, province: potato, Age: 100. 

My son’s response to the registration form, like my childhood responses to forms is 

play-full as he orchestrates a playful moment in the waiting, illustrating once again how 

children enact literacy desires within and upon official spaces. 

 

 

 

 

 

 

 

 

  

Figure 41. Play artefact (Stewart, 2010) 
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CHAPTER SIX - ENTANGLEMENTS: THREADS AND VEINS 

MOTHERHOOD 

 

Moments after each of us is born 

the umbilical cord is cut 

But other fibres that tie us to our parents 

commence at once to stretch 

into bands that feed us and join us to the rest of the room 

and beyond. We remain enmeshed our entire lives, 

pulling the nets this direction and that 

as we travel and age, the web that holds us 

flexible enough to let some of us journey to the moon. 

Yet the anchor 

of each of the million cords that wrap me, 

that connect me to justice and injustice, 

remains that closely-wrapper, pulsing ball 

of global string. 

(Wayman, 2007) 

  
“Everything is a natural progression as long as you do not fight it. I will 

try to remember that when I am getting ready to have you.” 

 
Figure 42. Personal journal entry (Stewart, 2006) 

Unknown to me, these words would carry me through the first eight months of 

Jack’s life. This journal entry was written four days before our youngest son, Jack was 

born Feb 9, 2006. When the umbilical cord was severed, separating Jack’s physical 

connection to me, Jack’s heart started beating independent of mine. That was the 

moment in the delivery room when he told us that something was wrong. Horrible infant 

screams filled his birth room at the Doctor Everett Chalmer’s Hospital in Fredericton, 

NB.  

Unknown to us or his doctors, a vascular malformation was attached to Jack’s 

right hand causing his heart to beat twice as fast. Within thirty-six hours of his birth, 
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Jack was airlifted to the Izaak Walton Killam (IWK) Hospital for Children in Halifax, a 

hospital that neither of his Brad nor I, had ever visited. We followed Jack’s plane flight 

by car– a six-and-a-half-hour drive through snow, sleet, freezing rain, and hail.  

Jack’s health crisis required the collaboration of numerous doctors from around 

the world because there was no recorded history of such a crisis. In fact, the medical 

doctors didn’t know exactly what to do for Jack. Narrating the artefacts associated with 

our time in the hospital, I uncover how new literacies were being produced through new 

entanglements. (Jones, 2019) allowed me to navigate the challenges and complexities of 

unpredictable entanglements. Doctors labeled Jack, “one in a million.”  

Thirteen years later, at the Harvest Jazz and Blues Festival in downtown 

Fredericton, Jack and our family, bumped into Dr. Krishnaswamy, the pediatrician who 

was responsible for rushing Jack to the IWK and to his continuous care when he 

returned to Fredericton. Excited to see Dr. Krishnaswamy we thanked him once again 

for his responsive care of Jack. He gave us that same smile I remembered from the 

Frederciton Neonatal Unit before Jack was airlifted to Halifax. He reminded us, “Your 

son survived because of his determination. It was always his strong will.” This 

heartmindbody entanglement between him and I, transported me back to that dusty rose 

chair where I sat in the neo-natal unit when Dr. Krishnaswamy told Brad and I that Jack 

would survive this event because of his determination. His words were, “You have a 

very, very determined boy. He will survive but we must get him to the IWK.”  

When this life altering situation occurred, I lived within a heighten sense of 

awareness and alertness of the space around me. Because my child’s life was at risk, I 

lost all sense of time. This alertness took me to another way of being where I cared for 

Jack, attending to his physical, emotional, and medical needs, with heartmindbody for 
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days, weeks, and months. As I reflect on this situation, I realize that humans were not 

enough. In the critical space between dying and living, everything that once mattered, no 

longer matters. I resided in the sacred space of living and caring for my son’s life.  

As I searched for daily meaning it was material artefacts such as my personal 

journals, a package that arrived in the mail from family in Quarryville, New Brunswick, 

and a favourite quote from the movie, Shawshank Redemption: “That’s all it takes, 

really. Pressure and time” (Marvin & Darabont, 1994). These are provoking lines of 

flight that grounded me in unsuspected and unanticipated ways.  

At that same time, his doctors, nurses, and ourselves as his parents followed 

Jack’s lines of flight that would map what our directions in caring for him. Dr. 

Krishnaswamy, the pediatrician on call, took Jack’s lead seriously within the first 

twenty-four hours of Jack’s birth (Richardson & St. Pierre 2005). And so, we followed 

and today we continue to follow Jack as he is one of our leaders within this uncharted 

medical landscape. Jack’s responses to the conditions and procedures presented to him 

told the doctors their next steps. The doctors having never experienced this before, had 

no blueprint or universe set of practices to follow. Together entangled, they co-authored 

a skilled plan as they went, responding to Jack’s reactions. Jack became their text. 

Perhaps, Jack has shown me, it is that simple; children are the text. We, as educators, 

should be observing children to make plans for their learning, just as Jack’s doctors co-

authored plans for his heartmindbody and very survival.  

During that critical time in Jack’s life, writing served as a sacred space 

(Richardson, 1997), a space to understand and make meaning, providing me with ways 

to control my fears while participating in the entanglements of Jack’s narrative. Writing 

normalized my days and helped me search for understanding. Unfamiliar language such 
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as central line, pick line, blood gases, echo and lipids were unknown terms to me that 

had become vital vocabulary, connected to Jack’s survival. I documented these medical 

terms to better understand and communicate in this new landscape. The hospital was a 

new text, with different demands for making meaning.  

As parents, we were included and welcomed during the rounds, three times a day 

when doctors, nurses, gathered around Jack and his station to discuss, problem solve, 

and update his case.  

“Brad, let’s have our breakfast after the doctor’s rounds, so we don’t miss them. I’ll go 

to the unit now to find out if they have started.” Walking through the double doors that 

separates our parent room from the neonatal unit, the anxious feeling in my stomach 

amps up. I wonder what “Jack-news” are we waiting for and what direction would it 

take our lives today. 

 

“Kim and Brad, do you have any questions?” asked the ward clerk who documented and 

chaired the doctor’s rounds and signified the beginning of this round.  

 

Starting with us, reassured our involvement in this uncharted entanglement 

which during some rounds meant that ten professionals stood with Brad and I as we all 

surrounded Jack. Dr. Allen a pediatric specialist – a quiet, humble man whom we were 

told had spent his life-time dedicated to serving children at the IWK looked at us with 

patient, knowing eyes, offering us hope. Dr. Wilson, a plastic surgeon, known for his 

impeccable style and precision, made us believe that anything was possible. Dr. Chin a 

cardiologist who agreed to accept the challenge of Jack’s case never meet our eyes. Even 

with his many years of experience, he had never performed a surgery of this type on an 

infant this young. Residents and interns varied, across the weeks, but one remained 

constant throughout Jack’s care. I watched her final procedure for Jack performed the 

day before he left the IWK. Her hand guided the needle and thread that stitched together 

the tiny opening of skin in his belly button that had become a site for tubes to allow the 
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medication to flow through Jack’s veins, to keep Jack’s body stable, and alive. Much 

later at home, for days, months, and years whenever I changed Jack’s diaper or gave him 

a bath, my eyes were captured by those tiny stitches. I could see the thread, the needle, 

and I could hear her voice talking to Jack, caring for him, like Jack was her own. The 

remembered images of care gave me strength and encouragement in moments when I 

thought I was alone. 

 Jack’s regular nurses, Clarissa and Nadia, provided us with as much care as they 

did Jack. We needed their shared knowledge, expertise and experience about the 

multiple cords entangling Jack’s body, the sound of the alarms that regulated Jack’s 

body, and his response to their procedures all combined with the sterilized smell of the 

neonatal unit that keep us positive. This was their space, their text that they were sharing 

with us so we could be and becoming with Jack.   

Figure 43.IWK journal (Stewart, 2006) 

Once again, I turned to the scared space of writing to capture phrases or 

situations from the world beyond that hospital space, that gave us hope. I saved 
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newspaper articles that shared life outside this space. I wrote lists of family members, 

visitors, friends, and colleagues who connected with us. I recorded the names of the 

doctors and nurses that came to Jack’s bedside and those that were with him from 

around the world. I remember thinking that if I kept writing I would write my way 

through this experience. I wrote to remember so I could one day tell Jack the story of his 

complicated beginnings should he ever want to know. I was trying to be present in each 

new situation but “realizing we are not only becoming in this moment as humans and 

[more than] humans read one another and their intimate surroundings in the doing of 

something that always includes responsibility for what is produced.” (Jones, 2019, p. 

112). I saved notes that communicated Jack’s needs, acknowledging and verifying his 

presence in our world. I was writing, negotiating, and documenting my/our world and 

our responsibility to Jack. Re-visiting and re-examining these artefacts, I am reminded, 

once again, that this is my normal way of being/knowing/doing within that sacred space 

on the page, writing, to make sense of my ways of being and becoming. 

“Brad Sturgeon, please report to the information desk in the main lobby, Brad 

Sturgeon.” were the words that echo over the speakers of the IWK hospital escalating 

Brad and I into an elevated state of panic. Following the advice of Jack’s nurse, we had 

taken a break, and left Jack’s neonatal unit while he was sleeping. I was in the gift shop 

looking for something, although I didn’t know what. Brad was in the library researching 

vascular malformations.  

 

Meeting in the hallway, initially neither one of us said a word. Our eyes met, and we 

knew each other’s thoughts. “Do you think something has happened?” I ask Brad, 

wanting him to provide the support I needed in these moments. 

 

“No, I don’t think so but it must be about Jack or why would they call us?” shares Brad. 

“We better get moving.” 

My legs won’t move. My heartmindbody thinks it can’t handle one more detail about 

Jack. In that moment, it was Brad’s strength that enveloped me and pulled me forward, 

to move closer and closer to the information desk.  
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“Hi, my name is Brad Sturgeon.” Not allowing him to finish, the women behind the desk 

says, “Oh yes, we have a package here for you,” and eventually passes Brad a 

rectangular package wrapped in white paper. 

  

Within seconds of that exchange, relief left our bodies and we both began laughing, 

almost uncontrollably and even more when Brad shared the name of the sender - Cheryl 

Stewart, my eccentric, thoughtful, cousin. The act of unwrapping the package 

metaphorically wrapped us in a warm quilt of love and proof that the world beyond the 

hospital cared. Inside the package was a Valentine’s teddy bear for Jack and chocolate 

for Brad and I, lifting our spirits on a day when it seemed like we needed it most. With 

our circadian rhythms out of sync, we had forgotten, all about Valentine’s Day.  

 

 

 

 

 

 

 

Figure 44. IWK Journal (Stewart, 2006) 

Sometime that same afternoon, we received a telephone call from Mother Tuckers, a 

restaurant that normally does not do deliveries, letting us know that a special Valentine’s 

meal would be arriving at our room. My parents, with the help of another cousin Brenda 

had convinced Mother Tuckers, on Valentine’s Day, one of the busier day of the year for 

restaurants, to prepare a meal for us. While we ate that meal sitting on the side of the bed 

in our parent room, we agreed that there would never be another meal that tasted as 

delicious as that one.  

 

In contrast, what is left undocumented are our suppers each night at Subway. It 

was the one time of the day when we pushed open the double doors, leading to the other 

facilities of the hospital. We walked through what seemed like the longest tunnel until 

Subway emerged on the first floor. The smell of the yeast; the sound of unwrapping the 

sub and the sight of the sauce oozing onto the paper napkin, made me nauseous each 

night. My heartmindbody could not separate those two spaces within that hospital: the 
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sauce, Jack’s veins, the long tunnel, Jack’s life, unwrapping the sub, Jack’s body 

wrapped in cords. 

Fourteen years later, I still find it difficult to eat at Subway. It is the embodied, 

emotional, intra-actions to that time, the material-discourse practices, and the space that 

call up a different meaning for me when someone asks, “What about Subway?” 

A few weeks before Jack was born, Brad and I had re-watched Shawshank 

Redemption, one of Brad’s favourite movies. The final scene after Andy Dufresne 

escapes and makes it to Mexico, Red shares the story of Andy’s escape from Shawshank 

Prison. It was a quote in that movie that kept us grounded and like Andy, kept him-us 

focused on a goal; “That's all it takes, really. Pressure, and time” (Marvin & Darabont, 

1994). Each time we were waiting for procedures to be completed, results to be 

communicated or alarms to be turned off, it was about time and pressure. As Brad and I 

were leaving our parent room in the neonatal unit for the last time, carrying only the few 

bags we had arrive with, Brad stopped and said, “Above the door frame, we should 

carve ‘Jack was here’, like Brooks in Shawshank”. 

 

 

 

Figure 45. Book cover (Stewart photo, 2019) 
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Years before Jack was born, Sally Hirst a friend and colleague, gifted me with 

this unique picture book On the day you were born by Debra Fraser (2006). The words 

and illustrations echo what I have come to understand as a re-searcher. It takes more 

than humans and more than humans to bring a child into this world and it is the 

entanglements of being and becoming, the epistemologies of life, “While you waited in 

darkness, tiny knees curled to chin, the Earth and her creatures with the Sun and the 

Moon all moved in their places, each ready to greet you…” (Fraser, 2006). 

 

 
 

“I feel so alone in the house as I listen to the breathing of everyone else 

Brad, Sam and Jack. It will be awhile before I can breathe again, like 

them, in the middle of the night.”       

(Personal journal entry, 2006) 

 

Figure 46. Personal journal entry (Stewart, 2006) 

I wrote this journal entry during Jack’s first night sleeping with our family, in our 

family home. I do breathe again in the middle of the night, but today, in this moment in 

time, my heartmindbody returns to our bedroom on Fallow Lane as “human bodies are 

never separate from the bodies of other matter-such as materials, space, discourse, 

nature-but instead make-meaning through a mutual entanglement of manifestation and 

signification” (Thiel, 2016, p. 91). I can smell the air in that room and hear the sound of 

the floor as I got up, walked across the hardwood floors to check on Jack. The sound of 

his cry for a want and desire that many times, I could not fulfill. I could not sleep 

because I could not believe that he was finally home and I did not want to miss anything 

that might happen as Jack slept.  “What do bodies have to do with literacies? Everything. 
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Like visceral and physical responses, literacy practices are produced in bodies and by 

bodies to try and elucidate what people do with bodies” (Thiel, 2016 p. 91). The literacy 

practices that were produced within this autobiographical/artefactual narrative resulted 

from an entangled enactment of bodies, both human and non human – Subway, a 

Valentine’s package, pick lines, multiple cords, doctor’s rounds and Jack’s care. 

Entanglements: Scared and Sacred 

 

I wrote this journal entry ten months after Jack’s birth while attending a school 

district Enrichment Committee meeting. I was given the following quote to respond to in 

writing: “Our lives are woven by the weavers of time in a pattern we cannot see” 

(Flavia) Reading the quote, my heartmindbody returned to those day and weeks with 

Jack in the hospital and I wrote: 
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Figure 47. Personal journal entry (Stewart, 2006) 

Unwritten Music 

 

From the moment, he entered this world he chose to dance. 

He determined the rhythm and style,  

one moment at a time,  

one breath at a time. 

His path was entangled by the spirals that intertwined and looped 

throughout his world. 

The challenges that entered and knotted his being were many,  

but he kept searching. 

His partners varied, depending on the dance. 

 He needed us to be in time,  

able to keep the rhythm. 

We had to allow him to lead. 

With dance steps unknown,  

he maintained and continued the dance. 

(Personal response, Oct. 2018) 

 

Deleuze (1997) reminds me that writing is always becoming and incomplete. “It 

is a process, that is, a passage of life that traverses both the livable and the lived” (p. 34). 

Jack’s first year of life was turbulent, livable and lived. As I wrote during the district 

enrichment meeting, I was re-living our shared embodied, material-discursive moments. 

These moments and memories will never be removed from the depths of my skin (Thiel, 

2016).  But again, I turned to that sacred space on the page to write, to theorize, and 
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understand new ways of knowing/doing/being and becoming with my experiences with 

Jack.  

 

In closing this autobiographical/artefactual narractive I reflect on how my 

conceptualization of writing as sacred space may be riddled with fear. Ironically on 

more than one occasion, as I type the word “sacred” I have mistakenly typed the word 

“scared”. Each time I tap the delete key to correct the word, scared, I have thought, yes 

sometimes a “sacred” space is a scared space as were the spaces of Jack’s care and 

hospital routines. Writing as a sacred space is an invitation to take risks and embrace our 

vulnerabilities. If scared is an important component of sacred, we may need to think of 

writing in schools differently. We may need to value the entangled muchness of 

heartmindbodytimespacematterings that unfold as writers are becoming. In this chapter, 

I narrate how writing unfolded and sustained us by offering loving recognition, joyful 

acceptance, and holding gentle possibilities in the face of adversity (Mitchell, 2019). 



128  

CHAPTER SEVEN: WRITING ENTANGLEMENTS: “SOMEDAY WE 

SHOULD WRITE A BOOK.” 

 
This chapter examines the multi-generational entanglements of multimodal 

composing. The autographical/artefactual narratives include: imagine a day; papa, my 

grandfather; entanglements of being and becoming a writing teacher; composing spaces 

within leadership; composing spaces with students; and composing spaces with a 

teacher. In each narrative, I attend to the heartmindbodytimespacesmatterings that 

contribute to the muchness of composing. The narratives illustrate how educators and 

children follow lines the flights of being and becoming as composers. In this chapter I 

use the term composers to value multimodal meaning making that may, but not 

necessarily, include the written word. These narrative illustrate how an awareness for the 

infinity of touch invites carpentry, horse, digital, game, school, and art literacies into 

affirmative, lively entanglements that often flow intra-acting between communities, 

home, and school.  

Imagine a Day 

 

Long-time friends and the picture book, Imagine a Day (2005) written by Sarah 

Thomson and illustrated by Rob Gonsalves inspired me to write my version of “Imagine 

a Day” for writers and educators in classrooms. 
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Figure 48. Book Cover (Stewart photo, 2019) 

 

Imagine A Day 

 
Imagine a day, when you are not bound by formats and forms. 

Imagine a day when you jump out of bed, to remove the words from your 

mind. 

Imagine a day when you write until you have no more words. 

Imagine a day when a blank page is your only sentence starter. 

Imagine a day when your world is a river of reading and writing. 

Imagine a day when spelling bees are replaced with idea bees. 

Imagine a day when the five-paragraph essay becomes extinct. 

Imagine a day when imagination trumps conventions. 

Imagine a day when a sentence can begin with because. 

Imagine a day when your thoughts are like a waterfall on paper. 

Imagine a day when you write more than just essays. 

Imagine a day when the freedom to write happens when you believe in the 

power of your words and life. 

                                                       (Nov, 2016) 

 

Playing with Sarah Thomson’s text can also be a collectively composed text. 

During a workshop about play, educators were provided with time, space, choice, and 

materials to play, compose, and reflect on their classroom pedagogies. To conclude the 

day, I read aloud Imagine a Day (2005) and passed out small strips of paper, inviting 

educators to write one sentence for their “imagine a day.” I explained that they would be 

sharing their writing. My intention was to model that authors of picture books act as 

writing mentors for us as composers and teachers of writing. I was making explicit the 
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intra-activity of reading and writing while positioning the educators as writers on 

demand – a stance that children frequently experience in school. My goal was for 

educators to experience the complexities of composing a text, on demand, and sharing 

that text aloud with peers, an experience that would contribute to the empathic 

understand of the challenges younger composers may experience. Collectively, they 

wrote: 

Imagine a Day 

 

Imagine a day where the quietness wraps around you like the softest 

blanket you’ve ever felt. 

Imagine a day where smiles are a must. 

Imagine a day where there is no fighting, war, or children going without 

basic needs. 

Imagine a day where time stood still and we could be 6 years old. 

Imagine a day when your family is always by your side. 

Imagine a day when the sun’s heat beats down and warms everyone’s 

hearts with kindness. 

Imagine a day when a child’s smile is reflected on the faces of everyone. 

Imagine a day when your dreams become like rain, falling for the world 

to see. Let you be your cloud! 

Imagine a day when every mountain you climb you reach for the top. 

Imagine a day when there are no clocks, just you and a full tank of gas, 

and your favourite music. 

Imagine a day when the feeling of excitement and happiness for Christmas 

lasts 365 days! 

Imagine a day when the world is white and the adventure outside awaits 

you…to build snowy friends to help you explore and take shelter in sturdy 

snow shelters. 

Imagine a day when you feel as free as a bird breaking free from its’ cage. 

Imagine a day where there is peace. No wars, no racial comments. 

Everyone is happy and love one another. 

Imagine a day were heaven meets the earth 

Imagine a day when your pencil never needs sharpened and it is strong 

enough to not bend/break under pressure as we freely turn another page. 

Imagine a day when we can just be. 

Imagine a day when your heart is exposed and your feelings are accepted 

as they are. 

Imagine a day when your child appreciates that you were the wind 

beneath their wings – and thanks you. 

Imagine a day where we grow younger and wiser. 

Imagine a day where…no alarms, no obligations, free play, a trip to the 

beach, a stop for ice cream, pancakes for dinner, a late-night movie under 

the stars.  
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Imagine a day where the fighting has stopped and resources are shared 

freely. 

Imagine a day when time has no meaning and we can do all that we 

dream of. 

Imagine a day spent with all your favourite people. 

 

(ASD-N Educators, Nov. 20
th

, 2017) 

Each educator read their writing aloud, creating a co-constructed performed 

poem. They were touched by their entanglement, performed composition. Pam 

Underhill, the literacy coordinator who initiated the day, decided to print the poem as a 

poster. Teachers received the coauthored poem as a reminder of their entangled 

experience of composing.  

 Teacher researcher and published author Jeff Anderson (2011) understands the 

value of mentor text such as Imagine a Day (Thomson,2005) for teachers of writing, 

“Every time you browse in the library, every time you read a book or an article, ask 

yourself, how could I use this as a writer?” (p. 24). Eight years ago, I shared Imagine a 

Day (Thomson, 2005) with a group of children from grades four to seven who were 

unfamiliar with each other. They were participants in an enrichment program titled, 

Creating the Visual, Written, and Spoken Word (Stewart, Feb, 2011) which I developed 

and facilitated. We met Thursday mornings for eight weeks. They composed 

multimodally with wire, fibres, found materials, on paper.  Sculptures, inventions, 

masks, and costumes created by the children were presented during a celebration event 

to an audience of families, educators, and friends. Their poem, Imagine a Day was read 

aloud to close the presentation. 

 

 

Imagine a Day 

 

Imagine a day where the next step will be the first step of something new. 

Imagine a day when you are paid to live life. 
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Imagine a day when a tiger is as harmless as a snail and a butterfly can 

destroy the strongest building. 

Imagine a day when you can walk off the edge of the earth and wave to 

your friends. 

Imagine a day with no fears. 

Imagine a day when you could hold the world in the palm of your hands. 

Imagine a day when you can’t wake up. 

Imagine a day where dreams become reality. 

Imagine a day when there are no rules. 

Imagine a day when dancing is as easy as floating on a cloud. 

Imagine a day where every grey sky in the world turns the brightest colour 

of blue. 

Imagine a day when a dog is your owner. 

Image a day when you are not judged. 

Imagine a day when kids were adults and adults were kids. 

                                                     

                                 (ASDW Students, Feb, 2011) 
 

 

These writing experiences, regardless of the age of the writers, permitted writers 

“to shed their weighty skin of institutional requirements and script and open 

[them]selves to being with each other…and with writing differently and noticing how 

that difference emerged” (Jones, 2014, p. 7). The sacred space -an inspiration for these 

three pieces of writing emerged from the same picture book which supported a learning 

environment where writing created moments of muchness. T. S. Eliot has been credited 

with saying, “Mediocre writers borrow. Great writers steal” (Culham, 2014, p. 6). As 

writers, we were stealing and borrowing ideas and inspiration from images like those in 

Imagine a day, and from text created by authors like Sarah Thomson, and from the 

world around and within us. Lester Laminack shares that as a writer, when he hits a wall 

in his writing, he steps away from writing but turns to writers whose “writing I keep 

close at hand: Ezra Jack Keats, Mem Fox, Particia MacLachlan, Cynthia Rylant and 

Jacqueline Woodson” (Culham, 2014, p. 8). I wonder if we teach writers in schools to 

keep favourite authors close at hand as they write? Do we ask them to dig into the texts 

they are reading to learn the writing moves of their favourite writers? How do we create 
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opportunities for writers that support and honour reading and writing entanglements 

rather than breaking apart and isolating reading and writing to separate blocks of time on 

a timetable, during the ninety-minute literacy block or across the early years of 

schooling?   

Composing one sentence on demand on small strip of paper is less intimidating 

than confronting a full size blank page. They had the support of the author and illustrator 

of Imagine a Day and the collective support of each other. These examples speak to my 

desire for educators and students to experience the process of writing where embodied 

intellectual fullness occurs through the muchness of co-composing. The being and 

becoming a writer is entangled with writers and illustrators beyond our immediate 

community. The mentoring artefacts are abundant: notes, bits of fabric, buttons, images, 

toys, painting…really, the world is a text.   

Papa 
 

 Through the following poem, I introduce Papa, my paternal grandfather. 

 

The Man Who Called Me Timberly 

 

You could find him on the street corner in Sunnyside Beach, Florida 

with his wooden dancing man and his guitar fashioned from a cast iron frying pan 

Playing tunes from his days on the Miramichi, working in lumbering camps 

Homemade guitar case wide open, ready to accept spare change. 

 

“James, you have to talk to him. He’s sitting on the street corner by the entrance to the 

beach. I had to pass him yesterday on my way to the mall with Vye and Lillian. 

Vye said, ‘Louise, isn’t that Colin sitting on the corner in the straw hat?’ 

I thought, if I pretend this isn’t happening maybe it will go away.” 

 

How do I begin to tell you the story of his handcrafted oven that 

he set up on Lakeshore Boulevard in Toronto 

cooking sour dough bread for those who were hungry. 

The police got involved that time and James had to come to his rescue. 

 

He wrote Trudeau more than once, to share his concerns about our country. 
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The year they celebrated their 50th wedding anniversary, a signed certificate from Pierre 

himself was gifted to them. 

Papa propped the framed certificate up on the head table, at their celebration. 

He was convinced Trudeau knew him by name. 

 

He and the Mayor of Etobicoke were on a first name basis. 

How proud he was the year his design was chosen for the emblem of the city. 

He collected nylons from the women in our family. 

Using Louise’s pots, he brewed natural dyes to create colours for the city. 

His hand hooked rug hung in city hall for a year, a testament to his talent. 

 

Each year he created homemade Christmas presents for his grandchildren- 

A ditty here, a ditty there, they all added up. 

Before we knew it, we had enough ditties to line the walls of our homes. 

The last present he gave me was a card made from toilet paper. 

It kept unfolding and unfolding with ditties, his messages to me. 

 

No family gathering passed without a visit from one of his characters 

The old year and the new year baby, the old fighting bear 

The one I remember best was the time he used Louise’s clothes and shoes to disguise 

himself as my grandmother. 

No costume could even replace the Stanfield underwear he wore year-round. 

 

The day came when he thought it best to sell their houses, in case he went first. 

He told James, he didn’t want Louise to have to deal with all that. 

In their two-bedroom apartment looking over the Queensway, he turned a closet into a 

workshop housing his tools and supplies, as neat as a pin. 

He petitioned the owner of the building for garden plots on the surrounding grounds 

He appointed himself, the head gardener. 

 

Sundays were spent in James’ garden, weeding the ones that James missed, around our 

dining room table for supper, telling Stella her butterscotch pie was delicious and 

thanking God for that.   

         (Stewart, 1990) 

 

 

 

 

My grandfather, Colin Stewart was a carpenter, artist, inventor, and a writer. 

When Papa died, he gifted me three cardboard boxes containing his collection of 

personal journals made from recycled materials, duo tang documenting his life story and 
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two binders of political cartoons gathered over several years when Pierre Elliott Trudeau 

was the Prime Minister of Canada. My grandfather’s words, “Someday, we should write 

a book” and the contents of those cardboard boxes continue to touch me. My Papa 

continuously composed with pencils, pens, wood, wool, nylons, found materials, 

homemade instruments, flour and yeast, and soil and seeds. Without a doubt his 

composing fueled my desire to compose through quilting, embroidery, cooking, and 

hooked rugs. I am confident that his touch was present during my play-full composing as 

the nurse in the window.  

I would say my grandfather fell into writing later in life. As he witnessed the 

world changing, he embodied a strong desire to share his stories. Perhaps he understood 

that once told, his stories would be loose in the world (King, 2003). Like the character 

Vashti in the picture book the dot (Reynolds, 2003), my grandfather wanted to make his 

mark and see where it took him. What I think my Papa didn’t realize was that his stories 

were already composed through his vast collection of hand-made artefacts from found 

materials: his hand dyed, hooked rugs, originally designed embroidered images, a 

constructed replica of a lumbering camp, his lumbering camp style of cooking, and his 

hand carved wooden figures and ditties (messages) all texts that would remain with us 

long after his passing.  
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Figure 49. Book cover (Stewart photo, 2019) 

Sharing quotes from the picture book, A life made by hand- The story of Ruth 

Asawa (2019), I feel Papa’s touch in D’Aquino’s re-telling of Asawa’s remarkable life 

as a sculptor: “Working with [his] hands was an ordinary thing to do. It was what all the 

hardworking people around [him] did…. [His] hands were always busy making things 

out of anything [he] could find” (D’Aquino, 2019, p. 8). This is reminisce of my father’s 

desire to see our hands always busy as shared in chapter two. Asawa’s definition of an 

artist, “[a]n artist is an ordinary person who can take ordinary things and makes them 

special” (dust jacket flap), describes my Papa was an artist. I always had a sense that my 

grandfather didn’t value his artistry or perhaps he was taught to devalue his funds of 

knowledge through schooling that failed to value the intersectionality between texts, 

society, words and the world (Gonzáles, Moll & Amanti, 2005). He understood that the 

written words, spoke and spoken language was power. As a culture, we privileged the 

written and spoken word. He longed to be a member of the print literacy community.   
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 Figure 50. Papa's recycled journals (Stewart photo, 2019) 

His later years were spent composing on the page, keeping a daily journal with 

ditties, anecdotes, and memories from his days working in New Brunswick lumber 

camps, a Detroit car factory, and living in an apartment in Etobicoke, Ontario, far away 

from his New Brunswick home and birthplace. His writing mentors were the monthly 

copies of the Reader’s Digest and daily copy of The Toronto Star newspaper.  Re-

reading and moving through and with his journals, I discovered changes in his writing. 

Initially, his early entries were mainly copied published poems, ditties, and stories from 

the Reader’s Digest. Over time he began taking risks as a writer and writing his own 

stories. He was writing about the everydayness of his life, who visited, what his wife 

Louise cooked for supper, and who called to talk on the telephone. Then, he began 

writing his memories of growing up. I believe that his writing and his confidence in 

himself as a writer changed because of his desire to be a writer, learning from his 

mentors, the Toronto Star and the Reader’s Digest, and the daily time he spent writing in  

closet that he converted into an office/workshop space. Through journaling and 

collecting political cartoons and newspaper clippings, he was teaching himself how to be 

a writer, illustrating the entanglements between reading and writing. I can’t help but 
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make connections to my grandfather’s sacred space, his office/workshop closet and my 

sacred place to write as a child, the freezer room where I too, taught myself how to be 

the writer as the nurse in the window. I am also stuck by how he found his own mentors 

to teach himself writing skills. 

While teaching in New Brunswick, I returned to Ontario for the Christmas 

holidays and visited my grandfather during his final year. He led me to his closet that he 

had transformed into a combined workshop/writing space. He shared sections of his 

journals with me. At times, I felt vulnerable, like I was seeing too much. However, he 

wanted me to learn about him through his writing. He showed me how he was collecting 

paper to recycle for his next journal. That day, he talked about his love for New 

Brunswick and how many of his dreams take him back there, to his home. When I was 

leaving, he walked me down the hallway to the elevator and said, “Someday, we should 

write a book.” 

Consider these words, coming from a man who never had the opportunity to 

complete high school or attend college or university. His formal schooling ended at 

grade six but his education did not. He was writing for himself in a closet. At that time, I 

had a Bachelor of Education degree, and was an educator enrolled in additional 

university courses towards my next certification level for teaching. I wondered what 

opportunities I provided learners with that allowed them to compose with materials, 

making their mark on the world, composing that honour more than the written and 

spoken words? How was I co-creating a composing environment that was open to the 

mentors writers bring with them in the intra-active flow between home, community, and 

classrooms.  
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Entanglements of Being and Becoming a Writing Teaching  

 

I understood from my life as a composer of words, rugs, quilts, gardens, and 

meals that engagement becomes richer if we follow the passions and interests of the 

writers in the classroom. As an educator, within my heartmindbody I understood that 

providing writers with one topic and one genre to write about would not create 

passionate writers. Like my grandfather, my experiences as a reader and writer taught 

me that the entanglements of reading and writing cannot be separated. For example, 

during my second maternity leave, I was reading the novel, The birth house by Ami 

McKay (2007), a Canadian novel about midwifery in the 1900’s in Nova Scotia. This 

was one of the first novels that I had read with multiple genres embedded within the text. 

Or perhaps this was the first time I noticed this writing strategy in a novel however as 

Dr. Rose, my supervisor shared with me, my grandfather’s journals were also written 

with a collection of multiple genres. Within the novel’s narrative and my grandfather’s 

journals, there were advertisements, invitations, personal letters, newspaper articles, 

journal entries, and recipes. An invitation in the novel was my inspiration when I invited 

friends to a bonfire. With the birth house (McKay, 2007) as my mentor text, I re-created 

the original invitation written by Ami McKay. It was the language of that period and the 

voice in her writing that I desired to hear in my writing. I identified with the strength of 

the midwife, Miss Babineau as I had recently given birth to our second son Jack. 
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Figure 51. The Birth House, page 243 (Stewart photo, 2019)

  

Figure 52. Invitation (Stewart, 2006) 

As educators, do we model these deeply personal writing moves with students? 

Do students have the freedom to dip into reading to support their writing?  Do they have 

time to reflect on their ways of doing so? As a writer, I knew that Ami McKay’s writing 

would support me as I wrote. After reading the novel, I went back to the book to locate 

the invitation. Is this any different from my grandfather who wrote from and with 

Reader’s Digests and the Toronto Star? I wrote with Ami McKay’s language beside me. 

But in schools, we provide separate time slots on weekly timetables for reading and 

writing. Plus, the lack of freedom and restriction of independent movement within a 

classroom may not permit children to have access to a mentor text during the writing 

process. 

 Approximately ten years ago, New Brunswick’s School District 18 mandated 

the scheduling of sixty-minute writer’s workshop for all elementary classrooms in 

addition to the ninety-minute literacy block. Lucy Calkins’ Units for Study K -5 Writing 
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(2003) was purchased for every kindergarten to grade five classrooms. Elementary 

educators attended professional development sessions where they were given the 

scripted lessons that were to be followed for units of study for teaching writing. This 

was a direct response to the low provincial assessment scores on the New Brunswick 

Provincial Writing Assessment. This standardized writing instruction and its format 

“support[ed] the traditional notion of writing instruction. As a result, many schools have 

returned to the traditional model, in which form takes precedence over ideas and 

thoughtful revision is considered too time-consuming a task” (Fleischer, C., 2004, p. 

26). Teachers and school district officials felt the pressure of teaching to the test. This 

over an over emphasis on consistency from classroom to classroom was directly aimed 

to “standardize curriculum pedagogy and assessment and bracket out the lived 

experiences of students and teachers (Comber, 2016, p. xiv). School District 18 

designated a writing coach to travel from school to school, throughout the district 

indoctrinating educators into the Lucy Calkins scripted method of teaching writing. 

Over time children became “sick and tired” (Personal communication, 2011) of 

writing about small moments and realistic fiction as teachers were following scripted 

unit lessons from Lucy Calkins’ Writing – Units of Study (Calkins, 2003). This program 

situates adults as experts and provides a scripted teacher’s manual for each mini lesson 

to ensure that all writers are taught how to write each genre. However, in a writer’s 

workshop that recognized that children can compose in a range of forms, modalities, 

mediums and outlets, where writing is understood to be about more than words, the 

educators must become co-learners, children often write a blend of fact and fiction. For 

example: when a writer is composing about gaming on the page, the educator may be 

required to research the game, or find another writer who is a gamer to become a peer 
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editor which values the child composer as a mentor, learning the composing strategies 

that are unfamiliar (Stockman, 2018). 

Writing became standardized and the voices of children could not be heard in 

their writing. In some situations, children were being forced to write at a desk with a tri-

fold display board around them, blocking their neighbours beside them and the outside 

world, similar to my experiences in Mr. Price’s math class. The strength of the district 

decision is that it established a designated time for writer’s workshop. However, many 

teachers and students were simply going through the motions of writing. What was 

missing from this mandated program was the teachers’ understanding and experiences 

about what it means to be a writer, the muchness of writing and the entanglements of 

heartmindbodytimespacemattering. 

In contrast, my heartmindbody will never let go of the entanglements of my 

literacy learnings during an eight-week professional learning experience called Teachers 

as Writers (2000). As the Enrichment Coordinator, I recognized and valued the need for 

teachers of writing to be writers themselves however I knew from my writing 

experiences, that teachers needed the time, space, and materials to embody the act of 

writing – I believed to be empathetic and creative educators of writing, their 

heartmindbodies needs to experience first-hand the struggle, risk, vulnerabilities, and joy 

of writing. Therefore, emboldened with my grandfather’s words, “Someday we should 

write a book”, I asked Anne Mitton, a teacher, published author, and friend, if she would 

be interested in facilitating professional learning sessions for teachers to experience 

being writers themselves.  
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I remember arriving that first morning. Anne had hard-covered journals waiting 

for each educator. As a writer, this was my first experience with a journal. Kate 

DiCamillo’s squirrel Ulysses, from her book Flora and Ulysses (2013) understood how I 

felt writing in that journal. “The words were good words, Ulysses felt, maybe even great 

words, but the list was very incomplete. He was just getting started. The words needed 

to be arranged, fussed with, put in the order of his heart” (Dicamillo, 2013, p. 166). This 

journal had me arranging words with my heart. This one simple act of valuing me as a 

writer by gifting me with a journal, gave me agency as a writer. It was the first time 

anyone had told me that I was a writer. My grandfather 

words, “someday, we should write a book” are again, 

pulled to the front of my mind.  

 

 

 

 

Figure 53. My first writing journal (Stewart photo, 2019) 

 

School District 18, at that time, valued these learning experiences for teachers 

enough to provide release time from teaching and space, to live in the moments of these 

writing experience. Today, I know exactly where I keep my red, canvas bag, the home 

for my writing from Anne’s course, Teachers as Writers. Within the red canvas bag is a 

home for the many pieces of writing from Anne’s session that are completed but remain 

unpublished, unread. Other pieces, I have re-visited, re-wrote and as Ulysses said, 

“arranged, fussed with, put in the order of my heart.” One piece titled Red Apples, 
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remains unchanged, even after twenty years, and I still share this piece with writers. 

During professional learning workshops, I read Red Apples aloud because as an educator 

I am sharing my life as a writer. Red Apples was inspired by the writing prompt. Sharing 

Red Apples supports educators with understanding that writing can be an opportunity for 

us to live a life that is far removed from our lives. It is what Vivian Gussin Paley said 

when she talks about children playing out the complexities of life through play to 

understanding life better. As the author of Red Apples, I was playing on the page as I 

became that woman watching the light circle around and around.  

 

Figure 54. Red Apples - Demand Writing (Stewart, 1997) 

 

Within the sacred space of Teachers as Writers, my writerly self, my literate 

identities thrived in that space because I knew I was free to write, without judgement or 

evaluation. Do we give children in classrooms enough freedom without judgement or 

evaluation to write freely? There are ample writing restrictions in schools such as: webs, 

outlines, drafts, rough copy, assigned genres, limited choice in size, word counts, and 

paper restrictions, expected number of literary devices to be used within a text, double 

spaced, Time Roman font only- restricting writers, restricting freedoms.  
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I have one uncompleted piece of writing from Anne’s sessions that I will 

someday finish. At this point, it is a ten-page script title The Miramichi Fire of 1827. I 

will return to the script and continue writing with these characters one day. As an adult 

writer, I have the autonomy to make this decision about my writing. What are the costs 

to both educators and the writers in classrooms when we deny children this autonomy? 

Once a month, for twelve years, I attended meetings for School District 18 

Enrichment Committee. Barb Buckley who was an educator, friend, and coordinator of 

this committee, scheduled time at the beginning of each meeting for us to write. She 

structured this writing time by inviting us to respond to a quote, a question, an image or 

a YouTube video. Over the years, like the autobiographical/artefactual narratives of this 

re-search, I have a collection of writing from the Enrichment Committee meetings. Once 

a month, I was guaranteed writing time with no restrictions upon me as a writer. This 

writing encounters fed my heartmindbody. It was during one of the enrichment meeting 

that I wrote Unwritten Music on pages 126 and 127. 

I remember well, the words from Unwritten Music, as they left my 

heartmindbody and dripped onto the page about our courageous Jack. I wrote over the 

allotted time writers in the room sensed that my heartmindbody needed that release of 

words. Like Ron Pelias (2010) I “let my body speak with its heart exposed. I must be 

raw, raucous, rabid…I must cry out, cry in. Then I must ask the reason. I must be sure I 

can deal with the mess after I spill my guts” (as cited in Gale et al., 2012, p. 4). My 

heartmindbody sought balance after the entanglements Jack’s birth.  

I did not write with this intensity during all meetings. Teacher and published 

author of several literacy teacher resources, Donalyn Miller (2015) understands that the 

intensity of writing shifts and together with her I ask do teachers of writing consider 
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these shifts for writers in their classrooms? “Writers pressured to write on demand at all 

times miss opportunities to follow threads to where they learn. To everything there is a 

season. Writing and reading have seasons, too” [Donalyn Miller]. My experiences with 

the birth of Jack, the timing of the meeting, the collective wisdom of colleagues that 

surrounded me in that room, gifted me with the season to write. It was the writing in 

concert with many bodies, humans and more than humans-valuing the ethnic-onto-

epistemological nature of writing.  

I draw parallels to the book, How Writing Touches: An Intimate Scholarly 

Collaboration (Gale et al., 2012) which shares the stories of five academics who meet to 

write together for four years. The authors Gale, Pelias, Russell, Spry and Wyatt found 

that several procedures emerged:  

First, we carried an obligation to write… Second, we wrote allowing our 

emotional and vulnerable selves to be present… Third, we created a caring space 

by being non-evaluative, empathic, and generous with each other. Fourth, we 

wrote, as best we could, tapping into our literacy sensibilities. Fifth, we allowed 

ourselves to be constituted by our writing. As we wrote about caring, we became 

more caring people. As we claimed we mattered to each other, we acted with 

concern and love. We became what we wrote- a community of friends who 

remain committed to one another and who are filled with the joy of each other’s 

presence. (2012, p. 6) 

 

Like these five academics, over time, my writing groups became an “inquiry into 

friendship and love” (Gale et al, 2012, p. 2). The sharing of our writing, and the 

entanglements of our writing praxis offered a way of “being with one another in ways 

that transform[s] our personal and professional lives and continue to do so, in a 

Deleuzian process of becoming (Deleuze and Guattari, 2004 in Gale et al., 2012, p. 2). It 

is this entanglement of heartmindbodytimespacematterings and relationships that I long 

for and I reach for with writers in university classrooms and schools.  
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If teachers are to be teachers of writing, experiencing, and living with the 

complexities of writing, they need to be writing. Katie Wood Ray (2002) former teacher-

researcher, former associate professor, and currently an editor with Heinemann 

Publishing shares her construction of teachers as writers: “We don’t need to have these 

incredible active writing lives to understand the process of writing as insiders, but we 

need to have tried, at least once, to do the things we are asking our students to do” (p. 5). 

I had a desire for teachers of writers to be “insiders”, to experience writing communities 

that I experienced, to understand that writing is also an inquiry into friendship and love.  

Entanglements of Leadership 

 

My heartmindbody has never forgotten the first newsletter I wrote as a principal 

of Saint Dunstan’s Elementary School. That year when administrative assistants were ill, 

they were not replaced therefore I wrote, typed, copied, and delivered the first newsletter 

of the year to families. As a first-year principal, new to this school community, my first 

newsletter went to homes with the sub-title as Principal’s Massage, rather than 

Principal’s Message.  This speaks to the vulnerability of writing and writing in isolation 

without a community of writers. A community of writers understand the collaborative 

support of proof reading. 

 Within the first week as principal of Barkers Point School, Anne Mitton the 

facilitator for the professional learning sessions, Teachers as Writers, stopped by and 

gifted me with another journal. It was a larger than normal, a red hard covered journal 

embossed with gold.  She told me, “You should spend moments each day writing in this 

journal. I bought this one because it that looks like a ledger and it is big enough so you 
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won’t lose it. If someone stops in, a parent or district office person, like myself, it will 

look like you are working on a budget. You know, acting like a principal”.  

  

 

 

 

 

 

 

 

 

 

 

Figure 55. Principal's ledger (Stewart photo, 2019) 

Each time I picked up that red ledger, I heard her words that gave me permission 

to stop everything and write. Again, the agency of the “ledger” allowed me to write 

privately in a public space. What happens to children who never have this same 

permission and agency in classrooms? When form and format are assigned, how does it 

shape their likes/dislikes of writing, their vulnerability as a writer? Like fake reading, 

how many children are fake writing to match the requirements of writing in schools? 

How many children are hiding what they are writing for themselves and who they are as 

writers? How many of them have impressive writing lives that they keep for home such 

as my childhood writing as the nurse in the window or tucked away in a “ledger” as I did 

in my role as principal? 

I learned from Anne the value of providing journals for educators. Like the 

Booth Bay Writing Retreat (2016) I attended, as a principal and literacy coordinator, I 
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began the first meeting inviting educators to choose a journal. Prior to the meeting, I 

purchased a range of journals; lined, unlined, pocket and notebook size, soft and hard 

covered, pink, purple, orange - there were never two the same. As a writer, I prized 

specific features for my journals.  I desired the opportunity to choose for others. 

“Getting a journal is like buying shoes. You have to find the one that fits. And you are 

the only person who can tell if it pinches” (Little, 1990, p. 74). I was hopeful that these 

educators would experience the sense of authorship, agency and materiality that I had 

experienced when I received my journals from Anne and from the Booth Bay writing 

retreat. I also hoped this opportunity would carry forward to the writers in their 

classrooms. 

The more I read about the teaching of writing, and the more I witnessed writing 

in classrooms, the more I realized that many educators appear to not understand the 

material-discursive entanglements of being a teacher of writing who writes. I visited a 

grade one classroom and a student told me that he hated writing in school. When I asked 

why, his reply was, “Because we aren’t allowed to have any violence in our writing. 

They don’t understand the difference between action and violence. Do they think we 

don’t know the difference between real life and imagination? At school, stories always 

have to end happy” (Grade 1 Child). Perhaps, like me when I wrote Red Apples, this 

child had a desire to write about a life that was different than his. 

[M]any teachers find writing a bit frightening. Many are uncomfortable as 

writers, especially if asked to stray beyond a few low-risk genres. Far too many 

say that they rarely write as adults, and, if they do, it’s purely in service of such 

activities as writing shopping lists and lesson plans or crafting responses to 

emails.” (Fleischer, C., 2004, p. 26)  
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Educators need opportunities to experience being a writer. They deserve time, freedom, 

and space to write, similar to the learning opportunities I had experienced. These 

opportunities change how you teach writers. 

Katie Wood Ray (2002) said, that as teachers of writing “…we need to have 

tried” (p. 5) to write and to understand what it feels like to struggle to find a topic to 

write about or that there are times as a writer when I do not want to share your written 

words with others. When I ask students if they would like to share their writing, they 

have a choice as to what and how they share. They could: share a phrase or line from 

their writing, or share their entire piece of writing or, share their writing process about 

how they arrived at what you wrote. There was no pressure to share however over time, 

it was through these shared writing experiences that we became a community of writers, 

increasingly being and becoming more comfortable to compose in the presence of each 

other and our writing became an inquiry into friendship and love (Gale, 2012). 

Today, when I re-connect with these educators, they re-remember and re-live 

writing entanglements within that community of writers. They remember the written 

narratives shared by colleagues. Many speak about the sacredness of their journals, 

similar to how I speak about my red canvas bag, my red ledger and first journal I was 

gifted.  

Composing with Students  

 

Like Daniels, et al. (2011). “By reading and writing about what matters to us, we 

pass it –what we have learned, what has shaped us into who we are – forward” (p. 86). I 

knew that as a writer, I needed the agency to choose what I wrote and the structure of 

how it would be presented. I understood that this agency must be present for children 
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within my classroom if they were going to create texts they authentically valued, ones 

that would communicate their learnings and their beings and becoming. As a composer 

using paper and pencil, markers, fabric, wool and recycled materials and other fibres, I 

didn’t always know where the materials would take me but instead I went with the 

materials. 

The materials we put out for children to use as writers and literacy learners 

matter for learning. Materials and children pose questions to each other. The 

materials speak back to children in the entanglement of intra-activity. By 

restricting children to using lined or white paper to make books and a limited 

range of writing utensils (e.g., pencil, crayons), we restrict the possible enacted 

agency between child and objects. This restricts what writing comes to mean for 

a child, the ways children envision using writing, and what they can (might) 

produce. Writing in this scenario, has fewer possibilities and potentialities. 

(Kuby & Rucker, 2016, p. 43) 

 

I longed for children in classrooms to experience entanglements of intra-activity. 

Within my heartmindbody, I understood that they needed uninterrupted periods of time 

to create. I knew this from my play as a child as the nurse in the window, from my 

grandfather’s writing in his office/workshop, from mentors like Anne and Barb, and 

from many scholarly practitioners. How is does an educator provide children with 

uninterrupted periods of time? One possibility is children can write throughout and 

across the day. There were times in the day when whole class teaching happened, 

followed by required activities. However, there was always freedom, always large 

chunks of time when students could negotiate their schedules based on what they wanted 

to accomplish that day. Some days, a child would read and write for half the day. 

Children were at different stages within their writing projects, topics and genres varied, 

making it important for me as a teacher to have conversations, conferring with them 

about their reading and writing plans. I recall how students wrote a graphic novel, 
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magazines about horses, current events, picture books, rewriting fairy tales, or joke 

books and novels.  

One student, Jesse began writing a chapter book titled Dusty Beaches. When the 

school year ended, Jessie hadn’t completed his book. Two years later, Jesse and his 

family were moving to Ontario. Before they left, Jesse arrived at my house with his final 

copy of the first three chapters of his book Dusty Beaches. As a writer, Jesse understood 

that he could return to this piece of writing on his own time and that the confinement of 

the school year did not dictate who he was as a writer or his commitment to this 

particular text. Jesse taught me that it was never too late for a student/writer to return to 

a piece of writing. It was within the tenderness of those moments of the intra-action 

(Barad, 2012); of me answering the door, surprised to see him on my doorstep, and him 

passing me the copy of Dusty Beaches that taught me a writer’s life regardless of their 

age, can happen beyond the walls of a school.  

Figure 56. Dusty Beaches #1 (Stewart photo, 2019) 

Figure 57. Dusty Beaches #2 (Stewart, photo, 2019) 
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His actions as a writer taught me to be “open to the unpredictability” and 

embody “a willingness to lean over the edge of predictability and be open to what might 

emerge beyond what has been in the past” (Jones, 2014, p. 7). Stephanie Jones calls this 

critical pedagogy. I wonder as educators if we give students time to re-visit writing? Can 

writing span from year to year? What might be necessary to encourage educators’ 

willingness to lean over the edge of predictability with writers in their classrooms? 

Educator and published author, Matt Glover recently published a teacher 

professional resource book Craft and process studies (2019) with an accompanying 

website where he interviews authors. Matt interviewed Lester Laminack, an elementary 

teacher and published author who shared his life as a writer in contrast to writing within 

a classroom. He stated, “[w]e don’t ever give children the time to reflect, or look back, 

or develop the way I believe writers get to in the world outside of school.” 

(https://vimeo.com/363643980/2a7aed6d9f) Is it ever too late to pass in a piece of 

writing to an educator? Is it possible for schools to “open up new ways for us to be with 

one another, with our students, and in the world” (Jones, 2014, p. 11)? Jesse understood 

that writers need time. Like Jesse, I trust that within my heartmindbody entanglements, I 

will return to my play about the Miramichi Fire and be open to where the writing takes 

me. 

 Another inspiring writer in that same class was Stefan. He had a deep passion for 

horses and harness racing. Therefore, his learning, and mine, was related to horses. 

Below is an example of a magazine series with multiple volumes of titled Horse Talk 

written by Stefan.  
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Figure 59. Inside pages of ‘Horse Talk’ (Stewart photo, 2019) 

 When Stefan began writing, reflected on horse experiences as he wrote, relating his 

experiences at the horse track and his learning from reading horse racing magazines. 

These magazines traveled from home to school, supporting him as a writer. As the 

educator, I provided access to materials: markers, lined, unlined and cardstock coloured 

paper, staplers, staples, glue, tape, pencil crayons, pencils, and water colour ensuring 

that I didn’t restrict the enacted agencies between writers and materials. He had space 

and time throughout the day to write. It is in moments of working-with-the-world that 

Stefan’s magazine came to be.  

Katie Wood Ray shares a story she heard from novelist Billie Letts who found 

inspiration for her novel Where the Heart is (1995) from spending time in Wal-Mart. 

She concluded that people could live in Wal-Mart because it had everything they 

needed. The novel was made into a film in 2000. “[W]riters get ideas for writing when 

they are away from their desks. Writers can get ideas at Wal-Mart” (Ray, 2002, p. 4). 

Figure 58. Magazine cover (Stewart photo, 2019) 



155  

Stefan’s ideas came from his passion for being with horses, like Letts, away from his 

school desk. 

That year, Stefan and I arranged for his co-owned horse “Tis A Lonewater” to 

spend a morning tied to the front doors of our school. Every child was invited to visit the 

horse and Stefan gave presentations about horse care and the responsibilities of owning a 

horse. Stefan organized the horse visitation himself, writing a letter to the principal of 

our school for permission for Tis a Lonewater’s visit, arranging the trailer to haul the 

horse to our school, planning a scheduling of class visits, and caring for the horse during 

the day. Stefan had authentic reasons to write, he had an audience in the principal. 

Through the horse’s visit he was sharing his passion with his educators and peers.  

 Today, Stefan is a constable with the Fredericton Police. In August of 2018, our 

city of Fredericton, NB had a horrific tragedy as four people were senselessly shot and 

killed, two were Fredericton police officers. Unknown to me, Stefan and Const. Sara 

Burns, one of the officers killed, were friends and co-owned a 10-year-old Standardbred 

racehorse named Grimsby. As I watched the funeral procession on television, I watched 

Stefan march Grimsby behind the hearses. Stefan’s passion for horses continues. 

  

 

 

   
 

     Figure 60. Daily Gleaner photo (Maria Jose Burgos, 2018) 

A concern that I have heard from educators who teach children like Stefan is “he 

only wants to write about horses or hockey.” My answer is always the same, “Why can’t 

they write about what they are passionate about?” How are children to become more 
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skilled at writing about a topic unless they wrote and rewrote about a passion topic? 

How does anyone become an expert on a topic if they don’t write, read, and discuss their 

knowledge about that topic? Do adults write about the same topic for years? What limits 

our capacity to recognize expertise in children? 

Children’s author Steve Jenkins (2013) was a writer like Stefan and he 

remembers, his six-year-old self, cutting out pictures from a magazine about animals and 

pasting them into a blank journal and adding captions.  

My interest in books and animals didn’t begin with that magazine. I had, in fact, 

already written and illustrated a volume titled 103 Animals. At the time, I 

imagined these stapled-together sheets of graph paper to be an in-depth survey of 

the animal kingdom.… Reading and writing about animals over the years has 

introduced me to some extraordinary creatures. And I’ve learned that many 

familiar animals have extraordinary abilities. (p. 2-3)  

 

To date, Steve Jenkins has published more than thirty books about the natural world. 

Like Jenkins and other passionate learners such as Jane Goodall, Stefan, almost thirty 

years after he wrote his magazines and tied his horse, Tis A Lonewater to the doors of 

Liverpool Street School, is still holding the reins of another horse he loves. Passions run 

deep in the veins of children establishing their own expertise. 

    

 

 

 

Figure 61. Pages from Shawn's Book (Stewart photo, 2019) 
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Shawn, a student in that same grade four classroom as Stefan with a passion for 

Pac-Man (1980) wrote a fifty-four-page book about Pac-Man (1980) which is a maze 

video game. He was an avid player of Pac-Man. Shawn worked on the same piece of 

writing for four months sitting with a ruler and pencil in his hands, drawing lines on 

each specifically cut paper, in preparation for writing the words. Fueled by his video 

game playing the previous night, he arrived at the classroom door, before the morning 

bell rang, full of ideas as to where he was going next in his writing. Video games or 

topics that are perceived to be too violent make some educators uncomfortable. Together 

with Kuby and Rucker, 2016; Dyson, 1997; Fletcher, 2001, 2006, 2015; Newkirk, 2017; 

Wohlwend, 2013; it is important to recognize these theme can be important literate 

resources for children as they navigate school literacy practices. Opening space for 

outside experiences communicates to children that we value their lives, interests, 

imaginings and possibilities? 

Regularly I conferred with Shawn about his writing but, because I did not share 

the depth of his knowledge or interest in Pac-Man, it was children in the classroom who 

read his book and asked him questions to clarify his writing. It was the entanglements of 

Shawn, gaming, his peers, his ruler, paper, pencil; the desk where he always wrote; my 

role as the educator and the “time to move together, where children and educators are 

there but not always in charge of what goes on, and where something we can’t fully 

comprehend is happening” (Pacini-Ketchabaw, et al., 2107, p. 81). 

Composing Spaces of Mutual Entanglements 
 

My monkshood was the oldest flower in my garden. She was gifted to 

me from my cousin’s garden who dug her plant up from the land 

where my great grandmother lived. That first year in my garden, I 

left her alone to grow as she wanted, not pulling the grasses or weeds 

that grew around her stem. I wanted her to feel comfortable and to 
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make her roots part of my garden. She bloomed slightly that summer 

but the flower never completely opened. 

 

The following Spring, I thought that she had made the decision that 

she didn’t want to be in my garden. Each day I visited her space in 

the garden, I watched to see if she was poking her head through the 

warmth of the earth and into the Spring air. Eventually her stems 

poked out, making her the last perennial to reappear that Spring. 

 

I remember kneeing down on my knees and pulling out the weeds 

that had established themselves around my Monkshood. I didn’t 

take care to pull the weeds out gentle but rather I pulled clumps and 

handfuls at a time. I was weeding my garden, a job most gardeners 

dislike but a task that is essential if a garden is to look its’ best. I 

took pride in the growing pile of weeds beside my flower bed.  

 

Without any warning, one of the stems of the Monkshood began to 

drop. Removing myself from the process of weeding, I brought my 

mind back to gardening. As the mother of my garden, I was 

removing all the supports that were holding the Monkshood in place 

I needed to leave some weeds or find a flower to plant around her 

that would offer support without overtaking her. I could stake her 

and hold her firmly in place with a tie until she became strong 

enough in this space. Maybe this would give her another year to be 

solidly grounded in this space.  

     (Personal journal entry, July, 1998)  

 

I turn now to autobiographical/artefactual narrative, from my experience as a 

first-year principal. I was eager about many of my upcoming new experiences but I was 

especially curious about one teacher because I knew her as an artist in our community 

using materials to compose and make meaning of the world. I envisioned her classroom 

as a sacred place for children to be with materials, time and space. I expected vibrant 

colours, artistic images on the walls, a space I would want to stay. I remember the shock 

when I entered. Faded posters of verb congregations with seasonal Scholastic poster on 

the walls, student desks in rows and her desk looked like an enormous secretarial work 

station. Outside her classroom, in the hallway, stapled to the bulletin board were witches 

made from construction paper with every witch the same, a craft with all artists using the 
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same materials and with decision making about colours, design and made decisions 

made for the adult. 

I remember thinking to myself, but she is an artist who composed with chicken 

legs, a sculptor, and a painter. One of her art exhibitions that I attended was a wedding 

dress made from homemade rice paper. She planned the exhibition outdoors for viewers 

to witness the deterioration of the wedding dress within natural elements.  

Throughout September and October, I was intentional visiting classrooms to 

observe teachers – their interactions with students, teaching pedagogies and the 

classroom environment. As a new administrator, I had a desire to become more familiar 

both children and teachers. As I observed Lucy, I was watching for the artistry within 

her teaching.  

I had read an article in our local newspaper about an art exhibition where her 

work was featured. Her work was chosen for the poster that was made to advertise an 

upcoming artistic event.  I asked if I could hang a copy of the poster in the office to 

celebrate her artist accomplishments and making visible her home literacies. She did 

agree and the poster was hung in a public space in our office. As the administrator, I was 

interested in finding a way to have her life as artist enter in to the public space of school.  

As months passed we developed a relationship based on early morning 

conversations. “We are habitual authenticators of our own lives. Every day we are 

confessing and constructing personal narratives in every possible format: on body, on 

the air, in music, in print, on video, at meetings” (Smith & Watson as cited in Tye, 2010, 

p. 32). Through these everyday narratives I learned about her respectful relationships 

with children. I learned that she was conscientious about covering the curriculum. She 

had definite timelines for each unit, and subjects were taught in isolation of each other. 
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She had high expectations for students and she used a points system to control 

behaviours. 

Some mornings we spoke about her life as an artist. I remember our  

conversation about her research into the cod fishing industry in the Atlantic Ocean. She 

felt terrible for the fishermen and decided that her next art installation would be about 

the cod fishing industry. Thinking that this was my opportunity to make connections to 

her classroom, I asked her if she had shared her research about the cod industry with her 

students as the grade four Social Studies curriculum focused on New Brunswick. I 

thought this would balance her creativity and her consciousness about covering the 

curriculum, connecting her life as an artist and hopefully bring her heartmindbody into 

the classroom. When I asked, she only laughed and said that she didn’t have time as it 

wouldn’t fit into the curriculum.  

Later that day, I left a card in her office mailbox that said, “Imagination is more 

important than knowledge” (Albert Einstein, 1939). Boldly I added my question, “Do 

you allow your students time to imagine?” 

The following morning, she didn’t stop by my office for our usually time before 

the day began. I did see her at recess and to break the silence I asked her a question. She 

did answer me and then asked if she could speak with me. A meeting was scheduled for 

1:30 Wednesday afternoon when students would be home, which I thought, would give 

us time as there were no students in the building at that time. 

We talked and talked sharing stories. She shared that she was a former art 

specialist and because of government cutbacks she was re-assigned as a classroom 

teacher. She was afraid to share her artwork with children because she was feared losing 

control. As an artist, she was free with timespacematterings but being displaced as an art 
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teacher disrupted her freedom that was grounded in her expertise. She told me that some 

nights she went to bed with knots in her stomach. She expressed that she was over-

regulated by principals. As an art teacher relocated to the classroom, she ended by 

telling me that she never calls herself a teacher. Her anxiety calls up Eisner’s (1983) 

point that “Artistry in teaching is always likely to be rare but it is even rarer when one 

works in an educational climate that is so concerned about academic achievement that it 

often stifles intellectual risk-taking on the part of both students and teachers (p. 11).  

My mind was racing with questions. How does this happen to a competent 

individual? How did displacement from her knowledge and expertise in teaching art 

allow her diminish her power?  How could I support this teacher to bring her home 

literacies to the classroom? However, the institutional material-discursive practices 

separated her heartmindbody from her passion and expertise. 

I said to Lucy, “Let your imagination roam, what would you love to teach 

students?” 

Two days later, she came back to me and said, “I want to teach them how to 

paint because I think this group of students would enjoy painting.” 

I knew she would teach them the steps by step method of painting and hoped she 

and the children would “dance” with the paint (Slattery, 1995). “Teachers need the 

psychological space and the permission to maintain a sense of excitement and discovery 

for themselves as teachers so that excitement can be shared with their students” (Eisner, 

1983, p. 12). 

“What about a mural. Do you think they could create a mural in the hallway?” I 

suggested. I could see an awake-ness, excitement in her eyes.  
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What she said next made me stop in my tracks. “You mean you would actually 

let us do that? It would take a long time. Aren’t you worried about this time it would 

take from curriculum?”  

Without waiting for an answer, she began to plan, “We will need paint. I know 

the cost of the paint and numbers of brushes that we would need. With the wall as the 

canvas that will save us money.” As she was talking, she was calculating the cost and 

she had tallied the total dollar value before taxes. 

When educational changes are proposed, it is administrators (more often men) 

who are consulted more often than teachers. It is those furthest from the 

classroom who have the resources and the time to make sure they are heard. 

Classroom teachers too often feel ignored and powerless to control the 

environment in which they teach. Respecting the teacher in the classroom, 

however, remains the best way to ensure good education for children. (Gaskell, 

1988, p. 21) 

 

The following Friday afternoon, I visited her classroom. I stood outside her door 

before I entered. With the door open a crack, I peeked through and listened.  Her 

students were crowded around her desk. Her desk had turned into a painting surface. The 

room was completely silent; the focus was on her paintbrush. She was teaching the 

students how to use their brushes to apply acrylic paints. I never entered that sacred 

space but I could sense the heartmindbodytimespacematterings. 

The aesthetic in teaching is the experience secured from being able to put your 

signature on your own work – to look at it and say it was good. It comes from the 

contagion of excited students discovering the power of a new idea, the 

satisfaction of a new skill, or the dilemma of an intellectual paradox that once 

discovered creates. It means being swept up in the task of making something 

beautiful. (Eisner, 1983, p. 12) 

 

After school, she came to the office with one of the paintings. As she told me 

about the painting, she was speaking faster and faster. Before we both realized, we were 
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upstairs in her classroom and she was sharing each student’s painting and the “dance” of 

each student. Each dance spoke to the muchness of the experience.   

The students’ paintings began to line the hallways displacing the construction 

paper witches. Parents and community members who visited the school couldn’t believe 

that the paintings were created by students. One painting was sold to the school health 

nurse who returned several times to purchase more painting by these artists.  

Every Friday afternoon, her class painted in preparation for painting the mural.  

They learned about different artists and how the time periods of the artists’ lives 

influenced their work. Each student developed his/her unique style. When I visited the 

class, the students told me about their paintings sharing their individual styles. Other 

visits, they didn’t want to talk, they painted as I watched silently. I sensed quickly 

whether I was invited to stay. I understood those moments were precious.  

For two full weeks, she and her students became totally engaged in the mural, 

working for hours at a time each day. Their studio became the hallway; they had ladders, 

drop sheets, paints, brushes, gel, images for inspiration, and styrofoam meat trays as 

their paint pallets. The students decided to rope off their space. They made 

announcements over the school’s PA system notifying other students in the school that 

this area was off bounds.  They had team meetings at the beginning of each day to make 

decisions democratically from the shades of orange needed for the tiger to systematic 

clean up routines at the end of the day. Many boundaries drawn between teacher and 

students were gone. They were artists, taking the lines of flight together.  

Through dialogue, the teacher-of-the-students and the students-of-the teacher 

cease to exist and a new term emerges; teacher-student with student-teachers. 

The teacher is no longer merely one-who-teaches, but one who is himself taught 

in dialogue with the students, who in turn being taught also teach. They become 

jointly responsible for process in which all grow. (Freire, 1995, p. 61) 
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Watching each day, I decided that the ropes that protected the mural area created 

a sacred space like my sacred space on the page in which the boundaries that defined 

school had been removed for these students and their teacher. 

Within this chapter, I re-searched and re-examined the multigenerational 

entanglements and collective wisdom (Comber, 2015) of the many composers who have 

taught me about being and becoming a writer. When we compose, whether with paint or 

words, horse or games, we are never writing or creating alone. Humans and more than 

humans write/compose within us, beside us and before us. As educators if we are open 

to consider pedagogical possibilities and imaginings for writers/composers in our 

classrooms perhaps composing would not be defined in linear ways, limiting the 

potentiality of writers and the varied ways in which we write (Zapata et al. 2018). Like 

my grandfather, myself, Anne, Barb, Stefan, Jesse, Shawn, and the many educators I 

have learned with and from, writing entanglements thrive in 

heartmindbodytimespacesmatterings of muchness.  

I end this chapter by sharing details from a paper written by an early childhood 

researcher who spent her life studying young children and their play, Vivian Gussin 

Paley (1989). She shared a story about her eighty-nine-year-old mother. She asked her 

mother who lived in the same city, to write her a letter at least once a week. Her main 

purpose for asking, was to exercise her mother’s fingers which had become quite 

arthritic. The gift this gave Vivian was that these letters reconstructed her mother’s story 

about being a young immigrant girl who dreamed of being a schoolteacher but left high 

school to help support her struggling family. It was through the letters that Vivian 
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discovers that her mother was a writer. Vivian shared, “When I tell her this she says, 

‘How can that be? Anyone can do what I do.’  

‘You’re right Ma,’ I reply. ‘This is exactly what I want to tell every teacher I 

meet.’” (Paley, 1989, p. 17).  

Touché Vivian! 
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CHAPTER EIGHT: CONCLUSION FOR NOW… 

 

This is why I am certain 

 what passes through our lives 

inextricably links us with each other. 

and that nothing we encounter is ours alone. 

(Wayman, 2007) 

 

Entering the PhD program at the University of New Brunswick, within my 

heartmindbody, I held over fifty-five years of educational experience as a child, 

educator, mother, curriculum developer, elementary principal, district literacy 

coordinator and university instructor. Like Wayman’s (2007) poem, the experiences that 

I have analyzed have passed through my life articulating the entanglements of humans 

and more than humans, materials, time, and space of literacy learning in and across 

home, community, and schooled spaces. As an educator, I have learned to offer a 

broader definition of the literacies. Digging deeper into the following re-search 

questions: How do literate identities thrive within the fullness of muchness (Thiel, 

2014)? How do we value children’s literate resources from home? How might adults 

follow and support children’s “lines of flight” (Deleuze & Guattari, 1987), as literate 

beings? 

Thinking with posthumanist concepts of entanglements, infinity of touch, 

materiality and muchness I re-searched specific literacy encounters and collected 

artefacts such as personal journals, informed by conversations and life experiences. I 

theorize how literacy pedagogies might take seriously the ethic-onto-epistemologies 

learners bring to literacy encounters. I conceptualize that 

heartmindbodytimespacematterings are a key feature of a socially just literacy pedagogy 
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that values home literacy practices while recognizing that working class literacies are 

complex and worthwhile resources for learning.  

I articulate (Jones, 2016; Kuby, 2018; Rose & Whitty, 2010; Spector, 2015; 

Thiel, 2019) an expansive pedagogy, one that takes seriously the agencies of materials, 

time, and space, one that honours the relational touches that reside within each of our 

efforts to make multimodal meaning. My goal was to tease out literacy practices that 

value children’s and educators’ literate resources, recognizing the potentiality within  

intra-actions across a broad conceptualization of texts, the recognition that learners often 

bring their own mentors, and the impact of intergenerational communities (Cummins & 

Early, 2010; Dyson, 1993,1997; Gallas, 2003; Ray & Glover, 2008) on affirmative 

literacy encounters.  

As the re-searcher, I considered the entanglements of my literate play and 

composing as a child, mother, teacher, principal, coordinator, and university instructor. I 

composed autobiographical/artefactual narratives recognizing how the material-

discursive entanglements shape literate identities. One of my goals in reconceptualizing 

literacy pedagogies was to engage readers, in a respectful appreciation of literacy 

pedagogies that value the varied ways of being, knowing, and doing literacies. These 

narratives help me to understand and reveal who I am and continue to become as a 

literate learner learning in relation with others. 

Karen Barad’s (2012) research about the infinity of touch continues to echo 

within my heartmindbody moving me to a conscious consideration of what happens in a 

touch: the material-discursive entanglements of connecting with others - human and 

more than human. In chapter one I shared Jack’s connections with the picture book, 

Borrow Black: A Labrador Fantasy (Obed, 1979) and Sam’s experience with the novel 
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Harry Potter and the Philosopher’s Stone (Rowling, 1997). These 

autobiographical/artefactual narratives share the infinity of touch, Sam and Jack were 

touched by multiple literate encounters and their encounters with these texts continue to 

touch me today. Throughout my re-search the touch of various family members is 

evident in my childhood composing of the nurse in the window, my adult composing of 

a quilt block for the 2019 Story Telling Conference and my journal entries as a mother 

trying to understand and make meaning of Jack’s complicated birth. The touch of many 

through children and educators is evident in chapter seven where I critically reflect on 

the mutually responsive entanglements that cultivate strong literate identities between 

children and adults within and beyond schooled spaces. It is my hope that this 

dissertation will offer and connect with an infinity of touch that readers each embody as 

they touch the literate lives of children in their care.  

 Structuring this final chapter I will share the limitations and implications of my 

re-search. Finally, I return to my re-search questions to make recommendations. 

Limitations and Implications 

 

I began this chapter sharing details about my fifty-five years of educational 

experience. These years are an advantage for my dissertation, as they have gifted with 

insider institutional knowledge and multiply learning experiences both as a student and 

as an educator. However, these years may also limit this re-search because the 

institutional rituals, standardized practices, and embodied material-discursive moments 

of the public-school system will never leave my heartmindbody. I am aware that I am a 

researcher positioned by a desire to resist the rituals and standardized practices that 

narrow literacy learning while failing to recognize the many resources every child and 



169  

educator brings into the classroom. I am also a researcher positioned with the privilege 

of learning with so many children and educators, learning that has provided me with 

experiences or data that enabled me to conduct this re-search project.  

I composed autobiographical/artefactual narratives because it is an ethical 

decision to re-search myself rather than others. However, even as I selected artefacts and 

educational encounters, I realize I chose what was told, the words, and shared the layers 

of personal connections, perspectives, and relationships. As I lived these narratives I was 

always in relationship. And so, as I wrote, I was not alone. There is always an affinity of 

others with us as we write alone at the computer. I wrote in concert with other bodies, 

turning my narratives upside down thinking through intersections of them across 

classism, ageism and institutional structures and processes. Just as Dyson (2016) reflects 

on her global research of children composing, I believe, “no child should be reduced to 

her or his test results, nor should any child be assumed to be known because of the house 

they live in, the neighborhood they call home, or their physical features and home 

languages” (p. 178). Because I compose with an affinity of others, I have implicated my 

family, colleagues, myself, and former students in this re-search. However, the partiality 

of the narratives that are presented here are mine. They are written and shared with the 

ethical intention of cultivating literacy practices that strive for the flourishing of every 

learner.  

This re-search challenges one prescribed, standardize method of teaching 

literacy. I am not suggesting generalized ideologies that define a literate learner. Each 

literate encounter that I re-visited, re-considered, and re-wrote for this re-search has re-

confirmed that there is no linear, singular pathway to define the achievements of literate 

learners (MacKey, 2016). I offer a more complex way of thinking about literacies and 
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how literate learners come to know/be/do literacies with humans and more than humans 

(Kuby, Spector, and Thiel, 2019). This re-search offers the following additional 

complexities: the ethical necessity of respecting children’s home literacies, cultivating 

environment that value their agency, honouring play as literacy, and attending to the 

entanglements of heartmindbodyspacetimematterings. Educators are important in this 

process as they make a difference for individual learners by following the lines of flight 

that children take in intra-action with materials and the infinity of touch. Educators can 

navigate schooled practices and spaces to construct sacred spaces that potentially enable 

literate moments of muchness. 

Recommendations 

In this re-search, when literate identities thrived each were given the autonomy to 

represent and engage in literacies using multiple materials. There was no single, 

predetermined way to be literate or to be with materials and experience 

timespacemattering entanglements.  My grandfather, teachers participating in Teachers 

as Writers, myself as the nurse in the window were all gifted with uninterrupted periods 

of play-filled time, free of deadlines and assessments, free to re-visit and re-enter play, 

writing, reading, sewing, painting and list goes on and on. As a child, playing the nurse 

in the window I could create with freedom, had access to space and material resources, 

both concrete and lived, that I could repurpose in support of my literate play.  My 

grandfather composed across his life in a similar way, repurposing panty hoses, wool, 

fabric, cardboard, and wool, only arriving on the page as a writer in his seventies. Each 

of us imagined new possibilities and potentialities of spacetimematterings. We thrived in 

these sacred spaces (Richardson, 1997) and our literate identities were valued by 
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someone who was close by to add a dab of glue as needed (Paley, 2010) trusting our 

being and becoming. Autobiographical/artefactual narratives in this re-search share that 

Jesse’s mother was there when he decided to edit Dusty Beaches two years after it was 

written, video game players were available to Shawn when he needed advice about his 

PacMan book. My mother was close by to add her signature to patient records and my 

father found a typewriter to add to my nurse’s office.  

This re-search aligns with researchers Karen Wohlwend (2013) and Anne Haas 

Dyson (2016) who value play as literacy. Given long uninterrupted periods of time to 

create with the freedom to access and repurpose materials for my literate play, I 

recommend children be given the right to play and re-enter their play, over and over 

again. As educators, we must respect children’s literacies, recognize their agency and 

literate identities beyond the classroom, honouring play as literacy, being open to the 

new possibilities for literacy learning and moments of muchness. Being open to 

possibilities means we might have to disrupt schooling as usual to make space for a 

horse at the school doors, a communal mural project in the hallway, composing our 

vulnerabilities within scared spaces.  

For most of his life my grandfather composed three dimensionally using multiple 

materials. He composed on the page in his seventies. Outside of formal education, he 

imagined new possibilities and the potentialities of space, time and materials for himself 

as a literate being. He repurposed materials constructing a literate identity that has been 

celebrated by his family, friends, and community. We were proud of him but I believe 

there was always a longing in that line someday we will write a book. A longing that 
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countered how the institution of school stayed deep under his skin (Thiel, 2014) and 

expressed a desire to become a member of the writing community.  

The artefacts of my play are part of my literacy identities, but that identity was 

quite separate from school, similar to my family members whose literate practices 

included seamstresses, carpenters, quilters, and gardeners. Do we respect that children 

can be participants in many literacy contexts: home, school and other literate 

communities where they are members? Can we re-imagine schools where home 

literacies are informing and redefining schooled literacies so my grandfather, my 

parents, and my literacies, like the literate practices of so many, might be counted? 

 Regardless of class, ethnicity, religion, and ability; whether you are an eight-

year-old, or seventy years old, this re-search reveals that each of us carry mentor texts 

within our heartmindbodies. But we are always surrounded by mentor texts when we 

attend to the human and more than human entanlgements. Teacher researchers like 

Linda Rief (2018), Penny Kittle and Kelly Gallagher (2018) have broadened the 

meaning of mentor text to include the spoken word, YouTube clips, and TED Talks. 

However this re-search reveals that literacy learners embody many mentors that 

educators may need to listen for while learning children’s play preferences, social 

affinities, and the symbolic resources they bring into the official world of school (Dyson, 

2016). I have shared multiple narratives within this re-search offering an expansive list 

of mentor texts. For me, my grandfather was a mentor text, for Stefan, his horse was his 

mentor text; artefacts such as the smell of Subway, the packaging from a box delivered 

by Canada Post; a writing journal, the material-discursive entanglements of thread, 

needle and fingers working to bind a quilt were mentor texts. Other mentor texts include 

an infinity of touch, both ones we are aware of and those we have yet to discover. I have 
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learned that writing entanglements thrive in heartmindbodytimespacesmatterings of 

freedom, creativity, and imagination but also in the face of challenge, pain, and 

perseverance. How might we as educators make room for this complexity? It is a 

relational autonomy between and with humans and more than humans that supports each 

of us as composers of words, images, quilts, rugs, gardens, and lives.  

I have learned by re-visiting narratives about writer’s lives; former students, 

colleagues, mentors, my niece, to trust writers and respect that there are dormant periods 

when literate beings need time and space to be and become. We, like students in 

classrooms can’t produce all the time. My analysis of chapter seven has informed me 

that writing can be a scary but sacred space for writer to face adversity on their own 

time, when heartmindbodytimespacematters are aligned. This alignment of 

heartmindbodytimespacematterings may not always occur within a defined school year 

or match a grade level writing standard. Can we image a literacy pedagogy that would 

expand beyond the grade level and the school year, one that would follow the child’s 

literate lines of flight? At the very least, can we stand with Stephanie Jones’ (2014) 

research to recommend that educators be willing to lean over the edge and stand beside 

children giving writers/composers agency to make decisions about topics, genres and 

materials they will use for writing/composing?  

If educators are willing to lean over the edge with children, we have to be 

responsive to travel their lines of flight (Deleuze & Guattari, 1987) and follow them 

where they take us. Similar to the lines of flight the medical professionals at the IWK 

and we, as Jack’s parents, travelled with him and continue to travel today. His reactions 

were what informed our actions. He was our mentor text. Perhaps, like the painting 

teacher and her students who painted the mural on the walls of the school, like myself as 
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I played the nurse in the window and like the lines of flight I followed as an educator 

leaning over the edge with Jesse, Stefan, and Shawn, we were all in a state of muchness 

(Thiel, 2014). As educators muchness would allow us to stay with the challenges, 

conflicts, adversities, and the unknowns (Kuby, 2019) about literacies and literacy 

learners. 
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