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Introduction

In 2002, the Ministry of Education funded a professional development program
entitled ‘Provocations of Te Whāriki and Reggio Emilia’, to support educators in
four, full-day, early childhood centres in Auckland, Aotearoa/New Zealand. The
intention was to use the theory and practice of Reggio Emilia alongside
Te Whāriki (the New Zealand Early Childhood Curriculum) to provoke teachers’
thinking about curriculum implementation. At the completion of this innovative
initiative, a research study was conducted that examined the educators’ perceptions
about changes to their beliefs, attitudes and practices around teaching and learning.
This chapter reflects the growing understandings that have developed over a
number of years for this group—teachers, a professional development facilitator
and several academics—as we have worked together to make new meanings. This
growth has also been influenced by colleagues from across the Tasman. As this
‘community of learners’ worked together, a collaborative approach developed
which has meant we have gained from each other’s generosity, spirit and energy.
A well known Māori proverb reminds us that it is people who make the difference
in our lives.

He Tangata, He Tangata, He Tangata.
It is people, It is people, It is people.

Te Whāriki, the Aotearoa/New Zealand early childhood curriculum, has been
influencing teaching and learning in early childhood centres for nearly ten years.
Teachers in New Zealand who have been provoked by the theory and practice
of Reggio Emilia have found numerous connections between this philosophy
and that espoused in Te Whāriki. The way in which the curriculum document
has been written allows for multiple interpretations. The lens through which
teachers view the document determines the way in which they interpret it and
thus implement curriculum. Joy Cullen (cited in Hamer & Adams, 2003),
discusses the sociocultural nature of Te Whāriki and suggests that because teachers
don’t have a good understanding of the teaching suggested by this curriculum,
they may fall back on an ‘individual construction of knowledge and a more
passive teaching role’ (p 7) rather than engage in teaching practices that promote
group learning within a cultural setting which would be conducive to the teaching
philosophy promoted in the document. The way in which Te Whāriki is viewed
affects the way teachers engage in investigation and research with children,
initiate parent partnerships and undertake pedagogical documentation.

Pedagogical documentation makes learning and teaching within the community
of learners visible to children, teachers and parents. This form of documentation
can help us ‘see’ and ‘hear’ the learning that is happening around us and increases
the opportunities we have to share information with children and parents.
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It enhances ways for teachers to engage children in learning that centres on life
experiences. Malaguzzi (cited in Edwards, Gandini & Forman, 1998, p 83) wrote that:

Learning and teaching should not stand on opposite banks and just watch the
river flow by; instead they should embark together on a journey down the water.

Pedagogical documentation differs from other forms of documentation by bringing
teaching and learning closer together. It helps us get off the banks of the river,
idly watching the curriculum flow past, and allows us to embark on a journey
together down the river.

Pedagogical documentation is more than teachers showing pictures and
describing what children are doing. Effective documentation of children’s and
adults’ investigations and research is like an ongoing Learning Story (Carr, 2001),
which is made up of discrete, smaller Learning Stories that develop over time.
When skilfully used, documentation links learning from day-to-day, week-to-week,
and is created over many months. This way of documenting children’s learning
includes teacher reflection, conversations and questions, and also evaluates the
learning process over time (Dahlberg, Moss & Pence, 1999). Just as there is no
right way to implement curriculum, there is no ‘one size fits all’ when it comes
to documentation. The fact that curriculum is created by the people and the
community that come together, means that documentation looks different in
each setting. Just as curriculum is created, so is documentation.

The evolution of ideas

As teachers in the professional development program have become more familiar
with the theory and practice from Reggio Emilia and the theoretical knowledge
that supports a sociocultural approach to teaching, they have developed new ways
in which to make children’s and teachers’ learning visible to the community. Their
assessment practices are changing to reflect these new understandings, bringing
stronger and closer connections between assessment and documentation.

The Learning Stories framework developed in Aotearoa/New Zealand by
Carr (2001) supports teachers to identify five dispositions for learning. These
dispositions include children ‘taking an interest, being involved, persisting with
difficulty or uncertainty, communicating with others and taking responsibility’
(Carr, p 23), and are embedded within the strands of Te Whāriki—wellbeing,
belonging, contribution, communication, and exploration (Ministry of Education,
1996a). Teachers are also using Learning Stories to make other aspects of
children’s learning visible including their skills, knowledge and growing under-
standing of the wider world around them.

Learning Stories have been adapted in the four centres in the program to
reflect more of a sociocultural emphasis on assessment, by capturing children’s
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learning experiences in group situations, as opposed to only using them to
reflect on individual learning. This way of ‘listening’ to children’s learning, in
turn supports teachers to ‘see’ children within a sociocultural lens which, in turn,
changes the way they understand the learning process and respond to it (Cullen
as cited in Hamer & Adams, 2003). Pedagogisti from Reggio Emilia underpin
their pedagogy on the values and beliefs that they deem important for children’s
learning. In Aotearoa/New Zealand, the Learning Stories framework is providing
teachers with useful and meaningful ways in which they can assess whether their
teaching is supporting children to ‘grow up as competent and confident learners
and communicators’ (Ministry of Education 1996a, p 9). Teachers need to be
‘listening’ closely to children (both verbally and non-verbally), when they engage
in capturing Learning Stories. By bringing children’s voices to the fore, they can
go some way to ensuring social justice is taken into consideration, whereby both
the privileged and the silenced become active protagonists of curriculum
implementation. By connecting deeply to what is being said and not being said,
teachers can skilfully engage in strategies that develop all children’s learning
potential within the learning community.

Teachers in Aotearoa/New Zealand have struggled for many years to make
their assessment, planning and evaluation practices manageable, relevant and
useful in informing their practice. It is essential that planning has a direct impact
on what happens for children’s, teachers’ and parents’ learning, as opposed to
teachers spending many hours on planning that distances itself from children. If
teachers can put time into engaging in curriculum implementation, as opposed
to planning the curriculum, partnerships with children and parents will begin to
make stronger connections to learners and learning (Hill, 2003).

Te Whāriki defines curriculum as (Ministry of Education, 1996a, p 10):

… the sum total of the experiences, activities, and events, whether direct or
indirect, which occur within an environment designed to foster children’s learning
and development.

Learning Stories allow for assessment of children’s learning to capture this wider
view of curriculum. Te Whāriki was developed in partnership with Tangata
Whenua (Aotearoa/New Zealand’s indigenous people) and has been heavily
influenced by Māori ways of seeing the world (May, 2003; Reedy, 2003). Within
sociocultural theory, Māori pedagogy sees children’s learning as integral to
whānau (family) and community (Hemara, 2000). The principles from Te Whāriki
(empowerment—whakamana; holistic development—kotahitanga; family and
community—whānau tangata; and relationships—ngā hononga) are at the very
heart of Māori pedagogy and these principles give rise to the five strands:
wellbeing—mana atua; belonging—mana whenua; contribution—mana tangata;
communication—mana reo; and exploration—mana aotūroa (Ministry of
Education, 1996a).
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In my experience as a professional development facilitator, Pakeha (non-
Māori) teachers’ understanding of Māori pedagogy is still in its infancy. An
increased understanding of Maori pedagogy could assist teachers to implement
and document curriculum in ways that reflect the dual pedagogy (Māori and
western education) that underpins Te Whāriki. By gaining an understanding of
Māori pedagogy, teachers could enrich teaching and learning experiences for all
children. The current political climate in Aotearoa/New Zealand, however, could
see an erosion of the gains made by many teachers who have shown a
willingness to develop their knowledge and skills in this area. The outcome of
the debate around the relevance of the Treaty of Waitangi for New Zealanders
today, will shape the way in which our society sees their obligations towards
bi-cultural education for tomorrow and beyond.

There are theoretical tensions within Te Whāriki (Cullen, 1996) and also
within the Revised Statement of Desirable Objectives and Practices (Ministry of
Education, 1996b) which sets out the requirements that educators and management
must meet in undertaking their obligations for Education funding (Ministry of
Education, 1996a; Ministry of Education, 1996b). These documents put an
emphasis on individual performance and outcomes. Quality in Action (1998, p 30)
states that:

… educators should demonstrate knowledge and understanding of the learning
and development of each child, identify learning goals for individual children…

as well as promoting learning occurring as a result of ‘people, places and things’.
Te Whāriki states that learning is expected to occur holistically and within
reciprocal, responsive relationships (p 14). It also speaks of the child being at the
centre of teaching and learning whereas Loris Malaguzzi writes of children,
families and teachers being central to the education of children (Edwards,
Gandini & Forman, 1998). Maori pedagogy, like the pedagogy of Reggio Emilia,
places the whānau (family) and community at the heart of the educational
process (Edwards et al., 1998; Durie, 2003).
The concept of a ‘community of learners’ is having a growing influence on how
teachers are viewing learning and teaching processes. With thoughtful consideration,
Learning Stories and documentation can give teachers the opportunity to reflect
sociocultural theory as promoted by the theory and practice of Reggio Emilia,
Te Whāriki and Māori pedagogy. For this to be successful, teachers need to
consider ways in which they present children’s and adults’ learning occurring
within the group context, as opposed to learning that occurs in individualistic
ways. Giudici, Rinaldi & Kreschevsky (2001), in their research on children as
individual and group learners, bring to our attention the belief that both
children and teachers engage in learning and teaching as a cognitive, aesthetic
and emotional act, and that assessment and documentation are not separate
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entities but are one and the same. Seeing children’s learning as part of a group
learning process which is revealed through documentation could assist teachers
to work in ways that are more relevant, meaningful and useful.

Teachers need to be cautious of a ‘how to’ approach to documentation and
curriculum. Unless they begin to weave their own whāriki (mat), they are in danger
of ‘doing’ Te Whāriki. Weaving curriculum is complex and requires reflection,
time and constant dialogue with the people at the very heart of the teaching and
learning process. Margaret Carr’s processes within the Learning Stories
assessment framework of ‘describing, discussing, documenting and deciding’ help
us to work from a credit model whereby teachers focus in on what children can
do. This process helps give structure to assessment and the dialogue occurring
between teachers, children and their parents and encourages us to see children
‘being ready, being willing and being able’ (Carr, 2001, p 107).

The teachers from the centres in the professional development program have
been developing their knowledge of Reggio Emilia in relationship to Te Whāriki
in order to consider the values and beliefs that are creating and re-creating the
philosophy that underpins their curriculum delivery. When the educational
philosophy from Reggio Emilia is understood by teachers, investigations,
research and documentation look, and are, different. This philosophy includes
such things as a pedagogy of listening; a revisiting of the image of the child,
teachers and parents and the role each of these protagonists play in learning; the
importance of reciprocal, responsive relationships; the environment as the third
teacher; and the role of a community of learners. Each of these aspects of Reggio
Emilian philosophy interconnects with, and affects, the others. No philosophical
point stands alone.

In early childhood education, there are many aspects to quality curriculum
delivery that come together and have an effect on each other. These ‘elements’
of curriculum implementation or documentation, like philosophical beliefs, are
not isolated from each other. Deleuze and Guattari’s (1987) rhizome theory pres-
ents teachers with a useful way in which to reflect on the inter-connectedness of
philosophy, curriculum and documentation. A rhizome doesn’t have a beginning or
end but is always in the middle connecting to other things. This idea of
connectedness relates to the principle in Te Whāriki of ‘holistic’ education and is
supported by Pere’s (1991, p 58) image of Te Wheke (ancient symbol of the
Octopus) which ‘illustrates the interdependence of all things across the universe’.

Documentation can be seen as the tip of the ‘Reggio’ iceberg. It is often the
element of Reggio Emilian pedagogy that educators wish to emulate, often
without having an understanding of the other elements which make up the
‘whole’. For pedagogical documentation to be effective, it must connect and
reconnect with the other aspects of curriculum implementation. Underpinning
the tip of the Reggio iceberg, where documentation sits, are such things as the
philosophical beliefs around teaching and learning as espoused by pedagogisti in
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Reggio Emilia; the professional leadership in the centres; the time given for staff
to reflect, debate and discuss; the knowledge and experience that they have
developed; and the learning culture that has been developed within the
‘community of learners’.

Changing styles of curriculum implementation:
an example

Over the last ten years or so, teachers in New Zealand have been challenged by
sociocultural ways of teaching and learning and implementing assessment
practices that reflect this orientation. There appears to have been a move away
from theme teaching to project work. However, it seems that the teaching and
learning process remains fundamentally the same. Documentation might show
photos and a description about what has taken place but the learning occurring
has not been captured. The reflection, questions, and discussion that teachers
engage in, is not captured. It has been shown in the professional development
program that when teachers learn new ways of thinking about teaching and
learning, they begin to ‘see’ children differently and change occurs in the teaching
and learning process. As a result of this change in understanding around ‘projects’,
the terms ‘investigation and research’ help describe the process of pedagogical
documentation. When teachers learn new ways to listen and interact with
children; when they begin to see learning as a central motive for being together;
change the way they think about children and parents as learners; and create
ways to research and reflect on their teaching; they not only change the vehicle
of teaching and learning, but the journey and the destination of learning
changes. Changing our ways of working with children and parents influences the
way in which we document the learning taking place.

Teachers in New Zealand are challenged by government requirements to
provide documentation to demonstrate their knowledge and understanding of
each child and to set individual learning outcomes in place (Ministry of
Education, 1996b).At times, teachers report a tension between these requirements
and the desire to develop effective and meaningful methods to incorporate
documentation into their centres that reflect children as group learners. A useful
model aligned with action research is provided in Quality in Action (1998).
This model assists teachers to see assessment, evaluation and planning as a cycle
that spirals upwards and onwards, feeding on what has gone before. It is critical,
however, for us to remember that just as learning doesn’t occur in ‘tidy’ boxes,
neither should documentation. Interactions with children at any one time
incorporate all aspects of the cycle—from gathering information, analysing and
reflecting, through questions and dialogue with colleagues and children, deciding
the next step, implementing teaching and learning strategies, and on to evaluation.
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These occur as interconnected parts of the whole, linking assessment and
documentation together. Our reflection and planning must always bring us closer
to children and learning, as opposed to planning that isolates teachers and teaching
from learners and learning. A story that helped me develop my understanding of
this comes to mind.

The scenario
An educator had captured a superb photo of a child blowing a ‘fairy’ (seed pod
with wings) in the air. He was working hard over quite a long time at making
sure it didn’t reach the ground. The photo captured a child intent on what he
was doing. The educator knew something special was happening, but was not
sure how to proceed with this moment. We then speculated on what the conse-
quences for teaching could be.

Focusing on teaching strategies
The teacher might get into discussion with another teacher about how they
could lead this on to other things. They would brainstorm and come up with
many ideas. For example, over the next few days they could get out the bubble
blowing, straws, the vacuum cleaner, wind socks, pin wheels and so on. These are
ideas based around ‘activities’ which seem at first glance to relate to the child’s
observed interest, but which serve to place the teacher and teaching at the centre
of curriculum implementation.

The second way forward focuses in on the learner and learning
On the other hand, we might invite the child and one or two others who are
interested, to print off the photo together. We hang it on the wall at children’s
level, put a tape recorder or video camera nearby, and move in to record and
listen as the children respond to the photo. Once the conversations are flowing
freely, other avenues to pursue the interests that develop will bubble up. Ideas to
move forward are created together. The teachers would take a few minutes to
reflect together on this experience, adding new thinking to their growing under-
standing about the learning taking place. This becomes the first Learning Story.
Tomorrow gives an opportunity to revisit this experience, share the conversations
children were having and to link this into the ongoing Learning Stories that
could develop over many weeks (Clemens, 2004).

The staff in centres who have been participating in the professional development
program Provocations of Reggio Emilia, have begun to create interesting ways to
meet their obligations to record individual learning, while creating useful and
meaningful documentation practices which connect them more than previously,
to implementing curriculum reflecting sociocultural theory. Although the centres
have developed quite different ways to make children’s learning visible, they have
been working towards creating interconnected documentation. This includes
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documentation that is presented in the centre on the walls and re-presented in
children’s portfolios, weekly centre diaries and collated in folders.

The documentation displayed in the centres from both short-term and long-
term investigations is created with children as curriculum is developing, and
focuses on children’s and teachers’ investigations. It is loosely connected to the
action research cycle (Tripp, 1990) and is made up of group and individual
Learning Stories, photos, questions, conversations and children’s work. It includes
parent input, teacher reflection, evaluative comments and proposals for where
the work may be heading. At points during a long-term investigation, the
documentation is summarised so that more space is made available. The work
taken down is collated in large clear files and the centre documentation contin-
ues to develop and grow. This file acts both as a memory for the children, giv-
ing them opportunities to revisit and reflect on their experience for many
months and years to come, and as a method of ‘accountability’ to show that
teachers are basing curriculum planning on their knowledge and understanding
of the children in the centre.

The Learning Stories that are written within the investigation are included
in the portfolios of the children involved. These stories are individualised to
reflect the learning that is occurring for each child within the context of the
learning group. It also gives feedback to the child and his or her parents regarding
the significant learning that is occurring for the child and where that learning
might be going. At the end of the investigation, the overall investigation is
summarised into a Learning Story and included in each of the children’s portfolios.
This Learning Story identifies some of the significant learning that occurred
during the investigation.

Each week teachers create a centre diary that summarises some of the teaching
and learning that has occurred in the centre using a number of incidental learning
experiences as well as any investigations that may be underway. This diary
includes some of the same aspects of documentation that are included in the
centre’s and in children’s portfolios. The reflective and evaluative comments in
the weekly diaries appear to be particularly well received by parents. Feedback
from parents has meant that teachers take care to include something about each
child during each month. It is encouraging to report that the body that is
charged with undertaking quality assurance audits in New Zealand early
childhood centres, the Education Review Office, has included complimentary
comments in regard to the documentation of children’s learning in recent
reviews from two of these centres. These reviews have recognised the way in
which documentation is intrinsically linked to the assessment, evaluation and
planning of curriculum.

Recently, the teachers involved in the professional development program
have begun to talk about the ways in which the theory and practice of Reggio
Emilia can inform teacher appraisal. Can we use the pedagogical documentation
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that is being created to support teacher development? Appraisal that is under-
pinned by respectful, reciprocal relationships, images of teachers as being strong
and capable learners, where listening is central and the community of learners is
an important part of reflecting on each other’s development and growth, will
look substantively different to what occurs currently for some teachers in early
childhood centres. Once again, there is an opportunity to use the Learning
Stories framework within the context of teacher appraisal. Teaching Stories put
the lens onto what the teacher does and says to support the learning that is
taking place. Effective pedagogical documentation in teacher portfolios could be
at the heart of appraisal and could begin to link teacher development to what is
happening for the community of learners in centres. It could enhance the quality
of reflective dialogue between teachers that should underpin appraisal.

Conclusion

Pedagogical documentation that gets at the heart of the teaching and learning
process must take into consideration the interconnectedness of curriculum
implementation. Effective documentation is supported by a number of critical
elements that need to be understood and acknowledged if teachers are to make
children’s and their own learning visible to the community of learners that come
together in early childhood centres and schools. When values-based education
creates philosophy, and this in turn creates curriculum and determines what
learning we value and how we will make that learning visible, we can then
engage all children, teachers and parents in curriculum that celebrates learning
and ensures children are growing up in places where their learning is truly
valued. It is not until all children’s voices are heard by teachers, that both the
silenced and the privileged will become active protagonists of their own and
others’ learning.
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