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Introduction

We are locating this paper in Boyer’s (1990) call to extend ideas of scholarship and in Schon’s (1995) call for the development of a new epistemology for the new scholarship through action research. 

Our work evolves from previous research into i~we collaborative relationships and the co-creation of living standards of judgment to improve professional practice in diverse contexts and complex organizations (Whitehead & Huxtable, 2006). We develop ideas from contributions to Open Dialogue in Research Intelligence (Adler-Collins, 2008; Bruce-Ferguson, 2008; Huxtable, 2009; Laidlaw, 2008; Rayner, 2010; Whitehead, 2008a &b & 2010a), to the keynote symposium at BERA 2009 on Explicating A New Epistemology For Educational Knowledge With Educational Responsibility and to a keynote on  ‘Teachers as Researchers Researchers as Teachers: How do I improve what I am doing?’ at the 125th Anniversary conference at Edge Hill University (Whitehead 2010b) We also develop ideas presented at AERA 2010 with the theme of understanding complex ecologies in a changing world on  'Improving Practice And Knowledge Through Time And Space With Complex Ecologies And Action Research.' (Whitehead, 2010c)
The originality in the paper rests in the integration of understandings of the complex ecologies (Lee and Rochon, 2009) that influence our educational practices. In this paper we research the tensions in the living boundaries (Whitehead, 2008c) between these diverse contexts to create generative and transformational explanations of educational influences in learning and contribute to an educational epistemology for educational knowledge.

At the heart of this educational epistemology are energy-flowing values. The individual researcher’s ontological and societal values constitute explanatory principles for why they do what they do. The meanings of these living values are clarified and are transformed into epistemological standards of judgment as they emerge through the course of the action research process. The resources at http://www.actionresearch.net and http://www.spanglefish.com/mariessite/ are used to explain how such clarifications can be included in the valid explanations of educational influences in learning produced through exploring the implications of asking, researching and answering questions of the kind, ‘How do I improve what I am doing?’

A living theory methodology  (Whitehead, 2009) with methodological inventiveness  (Dadds and Hart, 2001) is used to demonstrate how individuals can produce their own unique explanations of educational influence whilst making original contributions to educational knowledge and theory.
The complex ecologies of our contexts

We agree with Collingwood (1991) when he wrote:
‘…  you cannot find out what a man means by simply studying his spoken or written statements, even though he has spoken or written with perfect command of language and perfectly truthful intention. In order to find out his meaning you must also know what the question was (a question in his own mind, and presumed by him to be in yours) to which the thing he has said or written was meant as an answer.’ (p.31)

The questions we have been researching over recent years has been focussed on those of the form, ‘How do i~we contribute to an epistemological transformation in educational knowledge through collaborative action research into improving practice in diverse contexts?’ as responses to Boyer’s (1990) call to extend ideas of scholarship and Schon’s (1995) call for the development of a new epistemology for the new scholarship through action research. 
One nodal point in our journeys was in our co-creation of living standards of judgment to improve professional practice in diverse contexts and complex organizations (Whitehead & Huxtable, 2006). We wrote:

Through the process of creating this joint paper we experimented to learn more about what it is to be in the i~we relationship of equality of power relations and the space between. This has required a sensitivity, a trust, and a commitment to try to listen and understand and creatively connect behind the words of self and the other; an expression of values such as inclusionality and a passion for education…

We use i~we to emphasise a relationship in which the ‘I’ is not violated by the imposition of an inappropriate ‘We’. Where we use ‘we’ we have checked with each other that this is appropriate in the sense that we feel our meanings are shared… 
In our use of i~we, we are doing more than representing a resistance to imposition. We are also acknowledging that something is created that is beyond the individual but is in the space between ~ it is what is formed at the inclusional boundaries between us, a place of meeting rather than separating, a space for co-creation rather than a void.’ 
This was the first time we clarified together the knowledge we were co-creating of collaboration through collaborative action research. While our individual and shared commitment to researching to improve educational contexts as contributing to a world where i~we relationships can flourish the complex ecologies (Lee and Rochon, 2009) of our contexts have changed. For instance, Jack is, amongst other things, Professor with  thevLiverpool Hope University Child and Family Centre, and has an extensive international programme of lectures and workshops on living theory and action research. Marie is nearing the completion of her doctoral research programme as the local authority for which she works is restructuring again in response to a new government’s financial and ideological impositions and constraints. In the intervening years we have collaboratively and individually continued to research to improve our practice within diverse contexts and contribute to an epistemological transformation in educational knowledge. Our diverse education contexts comprise ecologies of:

· the Academy and local authority; 
· supervisor and student;
· adult and young learner; 
· national government policies; 
· local authority policies and services; 
· schools, classrooms and wider communities, and 
· sociocultural and historical influences. 
Each context has its own complex inter-related drives, constraints, power structures and resistance to educational learning and influences. We say ‘educational learning and influences’ to indicate learning in the direction of values which we believe carry hope for humanity such as those we have indicated in an inclusional i~we, a collaborative, relationship. 

The contexts to which we refer can be experienced as bounded worlds that are resistant to change and hence self-perpetuating, reproducing social formations rather than transforming social formations. Friere (1972) points to the problem, where change is cosmetic and not transformational, and offers a way forward through the development of i~we, or collaborative educational relationships:

‘Authentic education is not carried on by A for B or by A about B, but’ rather by A with B, mediated by the world – a world which impresses and challenges both parties, giving rise to view or opinions about it. These views, impregnated with anxieties, doubts, hopes, or hopelessness, imply significant themes on the basis of which the programme content of education can be built. ‘ (p.66)

Where we are going beyond Friere is in suggesting that it is not ‘a’ world but rather a complex ecology comprising diverse ‘worlds’ that impresses and challenges parties and the transformational possibilities exist in the living boundaries they form as Whitehead (2008) expressed: 
‘By the ‘living boundaries of cultures in resistance’ I am meaning that that there is something expressed in the boundary sustained by one culture that is a direct challenge to something in the other culture.’
For example, the South African constitution, influenced by a Zulu cultural heritage permits polygamy. The Afrikaner and Indian cultural heritages in South Africa, are resistant t polygamy. The tensions in the living boundaries between such diverse contexts are creatiing generative and transformational possibilities for educational influences in learning. These in turn are contributing not only to an educational epistemology for educational knowledge with new living standards of judgment but to societal re-identifications with Ubuntu (Charles, 2007) in the creation of a new post-apartheid culture.  
Distinguishing collaborative educational research relationships and space

There are various understandings of what constitutes ‘collaborative action research’. For instance, Sagor (1992) asserts in the abstract:

‘Collaborative action research, conducted by teams of practitioners, is a process that enables teachers: (1) to improve student learning, (2) to improve their own practice, (3) to contribute to the development of their own profession, and (4) to overcome the isolation commonly experienced by classroom teachers. By promoting collegial relationships among practitioners, collaborative action research fosters professionalism in teaching.’ 
We have more sympathy with Dillenbourgh (1999) when he wrote:

‘The reader will not be surprised to learn that our group did not agree on any definition of collaborative learning. We did not even try. There is such a wide variety of uses of this term inside each academic field, and a fortiori, across the fields.’
So, what distinguishes collaborative action research for us? By collaborative we are meaning an inclusional i~we relationship distinguished by energy-flowing inclusional values such those of Ubuntu expressed by Eden Charles (2008) and Cathy Aymer (2005) as we research to improve our practice through the process of living theory research.  In using the term ‘inclusional’ we are doing so with reference to Rayner (2005) who originated the word ‘inclusionality’, to indicate a dynamic awareness and integration, of receptive, responsive and co-creational space and boundaries, which comprise our complex ecologies of being.

The space within living boundaries offers a collaborative, an i~we, space for pooling energy and for educational and learning adventures (Hutchinson, 2010) as participants offer and creatively engage with valued contributions. The space and relationships can be described as egalitarian, inclusive and emancipating. Ted Panitz (1996) expresses something similar:
‘Collaboration is a philosophy of interaction and personal lifestyle whereas cooperation is a structure of interaction designed to facilitate the accomplishment of an end product or goal. ‘ 

An example of such space within a living boundary is offered by the collaborative, creative enquiry session we led and facilitated in 2006 with children, young people and adults at the Guildhall, Bath. 
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In the photographs you can see young and older learners focussing intently on what each is saying about what really matters to them as they work collaboratively to develop their living theory research.
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Evidence that some of the youngest learners present understood the process is offered by the email from a Head teacher:

Extract from email from primary head teacher 17th July 2006
‘2 of our girls did a power point presentation to the FULL GOVERNING BODY of our school starting with......WE are passionate about school dinners!  STUNNING, AMAZING, SIMPLY INSPIRING!  Governors were very surprised but liked the fact that the girls did it!  It will be followed through in Sept!!!!!!!!

…  The presentation the children did was...wait for it... the VERY NEXT DAY on the Thursday!  That is how inspired they were!!!!’
Evidence of the educational influence of teachers developing collaborative action research to improve their educational practice with their younger learners is offered by the master’s accounts of Joy Mounter (2007) and Sally Cartwright (2008) . Because these accounts include insights from our contributions as tutors on the masters programme we can integrate these insights into our explanations of educational influences in the learning of both Joy and Sally.

In her ‘Understanding Learning and Learners’ master’s assignment, ‘Can children carry out action research about learning, creating their own learning theory?’ Joy Mounter engages in a collaborative enquiry with her 6 year old pupils into an understanding of their learning. The account includes video-clips of the pupils giving their creative and critical responses to an action research cycle Joy is using in the classroom with her pupils.  The action research cycle, known as the TASC wheel, was introduced to Joy by Marie. In the collaborative enquiry with her pupils, Joy shows how the pupils put forward proposals to amend the model of the action reflection cycle in a way that more adequately represents their dynamic understandings of their learning. Both Joy and the originator of the action research cycle TASC agreed with the pupils.

Sally Cartwright  helped to develop a collaborative research community with Year 12, students who were working on the extended project.  She includes in the reasons for her enquiry:
The Christian concept of agape love (Lewis, 1960) has both driven and haunted me throughout my teaching career. There is a part of me that instinctively wants to give. Cho (2005) explores the concept of love within the context of a pedagogy and describes how it can include the aim to incite the student’s desire to learn and pursue knowledge, not for knowledge’s sake, but because that knowledge will be transformative for the student, in terms of how the student thinks about the world. In the giving, we often receive as teachers. However this positive aspect of love also has a counter side because in giving and making ourselves vulnerable we can have part of ourselves removed. What can be removed is our dignity, our authority, or even our freedom to be who we are.
At the heart of the educational epistemologies in both Joy Mounters and Sally Cartwright’s enquiries as well as our own are energy-flowing values that constitute explanatory principles for why we do what we do. 

We often use a video-clip from Marian Naidoo’s doctoral thesis to communicate our meanings of energy-flowing values.  These are meanings that are expressed in the embodied knowledge of practitioners. What we mean by embodied knowledge is knowledge that is expressed in what you and I do in our professional practices.

Here is an extract from one of Jack’s recent papers to show meanings of the energy-flowing value of a passion for compassion.

Extract from

Whitehead, J. (2010) Creating an educational epistemology in the multi-media narratives of living educational theories and living theory methodologies. Paper presented at the British Educational Research Association Conference, 3 September 2010 at the University of Warwick. Retrieved 16 October 2010 from  

http://www.leeds.ac.uk/educol/documents/193427.pdf 

“Research methods 
The use of empathetic resonance (Sardello, 2008; Whitehead, 2009) and empathetic validity (Dadds, 2008) to communicate the meanings of energy-flowing ontological values in the explanations of educational influence of educators with their students. 

Producing communicable standards of judgment that relate to embodied expressions of energy-flowing flows can involve the use of multi-media narratives with a shared experience of empathetic resonance. 

I was introduced to this term by Sardello, (2008, p. 51) who uses it to mean the resonance of the individual soul coming into resonance with the Soul of the World. (p. 13). I am using empathetic resonance to communicate a energy-flowing feeling of the immediate presence of the other in communicating the living values that the other experiences as giving meaning and purpose to their life.

I shall also use the idea of empathetic validity (Dadds, 2008) to develop a shared understanding of inclusional meanings of expressions of life-affirming energy with values. For Dadds, empathetic validity is the potential of practitioner research in its processes and outcomes to transform the emotional dispositions of people towards each other, such that greater empathy and regard are created. Dadds distinguishes between internal empathetic validity as that which changes the practitioner researcher and research beneficiaries and external empathetic validity as that which influences audiences with whom the practitioner research is shared. (Dadds, 2009, p. 279).

My introduction to the philosophy of education included a process of conceptual analysis in which the criteria used to define concepts, such as education, would be defined through a consideration of central and marginal cases where the concept was used. The definitions were lexical in the sense that the meanings of words were defined in terms of their relationships with other words.  

The process of empathetic resonance involves the ostensive expression of meanings in a process of constructing shared meanings of the expressions of energy-flowing embodied values. This is a very different process of philosophical reflection and meaning making to my initial introduction to conceptual analysis where understanding a concept involved grasping a principle and the ability to use words ‘correctly’.

The process of empathetic resonance cannot be demonstrated at present in many Journals of Educational Research because of the limitations I have described in the language and logic used to communicate meanings through printed text or still images. However, empathetic resonance has been demonstrated with visual narratives (Huxtable, 2009) where a cursor is moved backwards and forward along a video-clip, with pauses where the viewer feels that the practitioner is expressing an energy-flowing ontological value. The validity of the researcher’s response is evaluated in relation to the practitioner’s response. One of the most powerful demonstrations of empathetic resonance and validity has been presented by Marian Naidoo (2005) in her communication of the meanings of a passion for compassion as the expression of an embodied ontological value and as a living epistemological standard of judgment with the video-clip that video-clip that can be viewed at http://www.youtube.com/watch?v=rxJIuUVE0qA
The beginning of the clip:
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54 seconds into the clip
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· Add to queue
http://www.youtube.com/watch?v=rxJIuUVE0qA
The clip is 1:03 minutes. If you listen to the clip of George talking about his life as a carer for Marian (A), his wife of 55 years and who has Alzheimer’s, and then move the cursor backwards and forward to take in all of the clip, gradually moving the cursor around 54 seconds I believe that you will feel Marian Naidoo’s meaning of a passion for compassion as Marian (A) communicates her response to what her husband George is saying to Marian (Naidoo). My own feeling is that Marian’s (A) expressions also carry her own love and humour. The visual data is vital for communicating this meaning and can be felt, recognized and understood through an embodied empathetic response to both George and Marian (A), their context, story and embodied expressions of meaning.

I am contrasting this ostensive approach to expressing and sharing embodied meanings with the approach I used in my introduction to British Analytic Philosophy in the Academic Diploma course at the London Institute of Education, where the meanings of concepts involved grasping a principle and the ability to use words ‘correctly’ through lexical definitions of meaning where the meanings of words were defined with the help of other words. 

Dadds (2008) distinguishes between internal empathetic validity (that which changes the practitioner researcher and research participants) and external empathetic validity (that which influences audiences with whom the practitioner research is shared):

 “I take ‘empathy’ to refer to the human capacity to identify oneself with the feelings, experiences and perspectives of other people such that one tries genuinely to see and feel the world through their eyes, hearts and minds. In this sense, empathy enables people to be ‘connected knowers’ who ‘learn through empathy’ (Belenky et al. 1986, 115).” (Dadds, 2008, p.280)

It is external empathetic validity that is necessary for the formation, communication and sharing of the meanings of embodied energy-flowing values as explanatory principles and living epistemological standards of judgment for evaluating the validity of living educational theories. The use of the methods of empathetic resonance and empathetic validity have focused on the issue of the communication of meanings. The issues of clarifying meanings using action reflection cycles and strengthen the validity and rigour of explanations of educational influences have been dealt with elsewhere (see http://www.actionresearch.net/writings/bera/jwmhBERA10310810opt.pdf )

In developing a new epistemology for educational knowledge it is important to be clear about the meanings of the standards of judgment that can be used to evaluate the validity of explanations of educational influences in learning. The meanings of these standards of judgment can be recognized and understood as their meanings are clarified in the course of their emergence through practice in enquiries of the kind, ‘How do I improve what I am doing?’ “

In the course of clarifying the meanings of these energy-flowing living values, as they emerge in practice, they are transformed into epistemological standards of judgment.  What I mean by this is related to Habermas’ focus on the importance of epistemological standards of judgment in his analysis of the ‘Legitimation Crisis’.  I believe that there is sufficient evidence in the masters and doctoral enquiries of practitioner-researchers at http://www.actionresearch.net/living/living.shtml to show the meanings of new living standards of judgment for evaluating the validity of contributions to educational knowledge.  In justifying this claim my focus is on the inclusion of energy-flowing values in the explanatory principles individuals use to explain their educational influences in their own living, in the learning of others in the learning of the social formations in which they live and work. 

The process of clarifying the meanings of energy-flowing values as these emerge through practice includes action reflection cycles in which individuals express their concerns when their values are not being lived as fully as they wish; their imaginations generate possibilities for living their values more fully, the chose an action plan and act on it, gathering data to make a judgment on their effectiveness, they evaluate their influence in relation to their values, skills and understandings, they modify their concerns, imagined possibilities and actions in the light of their evaluations.

Each living educational theory includes the individual’s explanation of how such clarifications of energy-flowing values are included as explanatory principles in the valid explanations of educational influences in learning that are produced in explorations of the implications of asking, researching and answering questions of the kind, ‘How do I improve what I am doing?’

This use of action reflections cycles as a method for clarifying the meanings of energy-flowing values is accompanied by a living theory methodology  with methodological inventiveness  (Dadds and Hart, 2001) to demonstrate how individuals can produce their own unique explanations of educational influence whilst making original contributions to educational knowledge and theory.

Rather than apply methodologies from the writings of others, such as ethnomethodology,  phenomenology, grounded theory, case study and narrative enquiry (Cresswell, 2005) and autoethnography, individuals generating their living theories, use insights from the ideas of others in the generation of their own living theory methodology. For example, to strengthen the validity of the explanations, individuals subject their evolving explanations to the mutual rational controls of validation groups of peers of usually between 4-8 individuals. Drawing on Haberamas’ ideas the validation groups are asked to respond to evolving explanations in relation to enhancing their comprehensibility, the appropriateness of the evidence used to justify assertions, the awareness of the normative background that is influencing the explanations, the authenticity of the writer in showing over time and interaction that they are genuinely committed to living their values as fully as they can.

In contributing to an epistemological transformation in educational knowledge through collaborative action research into improving practice in diverse contexts, we are aware of the transformations in our own living standards of judgment as we come to appreciate the expression of values from diverse cultural heritages that can enrich our own. For example, South Africans, influenced by an Indian cultural heritage, tend to stress the importance of the Hindu quality of Sewa or service. B P Singh’s book ‘When the Chalk is Down’  is presented as a living educational theory from an autoethnographic perspective of a 25 year struggle to right an injustice over the deeds to his parent’s house. Land issues are a major concern in South Africa and ‘When the Chalk is Down’ shows the meanings of ‘service’ and a passion for social justice in asserting and living the values that carry hope for the future of South Africa and for all of humanity.  We are claiming that it is by integrating such insights from diverse cultural contexts into the collaborative living standards of judgment that are used to legitimate educational knowledge, that we are contributing to a transformation of educational knowledge in the Academy. We argue that such transformations are necessary for enhancing the influence of values that carry hope for the future of humanity in our educational practices and living educational theories. 

References

Adler-Collins, J.P. (2008) Creating New Forms Of Living Educational Theories Through Collaborative Educational Research From Eastern And Western Contexts: A response to Jack Whitehead. Research Intelligence 104, 17-18. Retrieved 11 January 2008 from http://www.actionresearch.net/writings/bera/16-18RI104.pdf
Bruce-Ferguson, P. (2008) Increasing Inclusion in Educational Research: Reflections from New Zealand. Research Intelligence, 102, 24-25. Retrieved 11 January 2008 from http://www.actionresearch.net/writings/bera/24-25RI102.pdf
Cartwright, S. (2008) First Educational Enquiry. MA unit, University of Bath. Retrieved 3 November 2010 from  http://www.actionresearch.net/writings/tuesdayma/sceejan08.pdf
Charles, E. (2007) Thesis, How Can I bring Ubuntu As A Living Standard Of Judgment Into The Academy? Moving Beyond Decolonisation Through Societal Reidentification And Guiltless Recognition Ph.D. Thesis University of Bath. Retrieved 3 November 2010 from http://www.actionresearch.net/living/edenphd.shtml
Huxtable, M. (2009) How do we contribute to an educational knowledge base? A response to Whitehead and a challenge to BERJ. Research Intelligence, 107, 25-26. Retrieved 11 January 2010 from http://www.actionresearch.net/writings/huxtable/mh2009beraRI107.pdf
Laidlaw, M. (2008) Increasing Inclusion in Educational Research: A Response to Pip Bruce-Ferguson and Jack Whitehead. Research Intelligence, 104, 16-17. Retrieved 11 January 2008 from http://www.actionresearch.net/writings/bera/moira16-18RI104.pdf
Mounter, J.  (2007) Can children carry out action research about learning, creating their own learning theory? MA unit, University of Bath. Retrieved 3 November 2010 from http://www.actionresearch.net/writings/tuesdayma/joymounterull.htm
Rayner, A. (2010) The Inclusional Nature of Living Educational Theory: A Receptive Response to Whitehead. Research Intelligence 109: 26-27. Retrieved 17th February 2010 from http://www.actionresearch.net/writings/jack/alanraynerRI10926-27opt.pdf.
Singh. B. P. (2010) When the Chalk is Down, South Africa; KraftMedia Publishers.
Whitehead, J. (2008a) Increasing Inclusion In Educational Research: A Response To Pip Bruce Ferguson. Research Intelligence, 103, 16-17. Retrieved 11 January 2008 from http://www.actionresearch.net/writings/bera/16-17RI103.pdf
Whitehead, J. (2008b) An Epistemological Transformation in what counts as Educational Knowledge: Responses to Laidlaw and Adler-Collins. Research Intelligence, 105, 28-29. Retrieved 11 January 2008 from

http://www.actionresearch.net/writings/jack/jw2829RI105.pdf
Whitehead, J. (2008) How are living educational theories being produced and legitimated in the boundaries of cultures in resistance? Presentation at the Cultures in Resistance Conference. The 7th Conference of the Discourse, Power, Resistance Series, 18-20 March 2008 Manchester Metropolitan University. Retrieved 10 May 2010 from http://www.actionresearch.net/writings/jack/jwmanchester170308.htm
Whitehead, J. (2010a) The Role of Educational Theory In Generating An Epistemological Transformation In What Counts As Educational Knowledge With Educational Responsibility: Responses To Huxtable and Rayner, and Biesta, Allan and Edwards. Research Intelligence, 110, 25-26. Retrieved 8 May 2010 from http://www.actionresearch.net/writings/jack/jwri110p2526opt.pdf
Whitehead, J. (2010b) The Teacher as Researcher and the Researcher as Teacher: How can I improve what I am doing. Retrieved 3 November 2010 from http://www.actionresearch.net/writings/jack/jwEdgeHill20oct2010.pdf
Whitehead, J. (2010c) Generating Educational Knowledge In Improving Practice Through Time And Space With Multiple Cultural Ecologies And Action Research. Paper presented on 1st May 2010 at the AERA Annual Conference, Colorado Convention Centre. USA.
http://www.actionresearch.net/writings/aera10/jwaera10paper010510opt.pdf
Appendix – original proposal

Contributing to an epistemological transformation in educational knowledge through collaborative action research into improving practice in diverse contexts.
Jack Whitehead, Liverpool Hope University.

Marie Huxtable, University of Bath.

A presentation on the 7th November 2010 to the Collaborative Action Research Network Conference at Anglia Ruskin University,  Cambridge.
We are locating this proposal in Boyer’s (1990) call to extend ideas of scholarship and in Schon’s (1995) call for the development of a new epistemology for the new scholarship through action research. The proposal develops our previous research into i~we collaborative relationships and the co-creation of living standards of judgment to improve professional practice in diverse contexts and complex organizations (Whitehead & Huxtable, 2006). The proposal also develops ideas from our recent contributions to Open Dialogue in Research Intelligence and to the keynote symposium at BERA 2009 on Explicating A New Epistemology For Educational Knowledge With Educational Responsibility. We will also develop ideas presented at AERA 2010 with the theme of understanding complex ecologies in a changing world on  'Improving Practice And Knowledge Through Time And Space With Complex Ecologies And Action Research.'
The originality in the proposal rests in the integration of understandings of the complex ecologies that influence our educational practices. We are thinking of the ecologies of the Academy and local authority; supervisor and student; adult and young learner; national government policies; local authority policies and services; schools, classrooms and wider communities; sociocultural and historical influences. In this paper we explore these tensions in the living boundaries (Whitehead, 2008) of generative and transformational responses in explanations of educational influences in learning are offered as gifts to educators in establishing an educational epistemology for educational knowledge.

At the heart of this educational epistemology are energy-flowing values that constitute explanatory principles for why individuals do what they do. In the course of clarifying the meanings of these living values, as they emerge in practice, they are transformed into epistemological standards of judgment.  The resources at http://www.actionresearch.net and http://www.spanglefish.com/mariessite/ will be used to explain how such clarifications can be included in the valid explanations of educational influences in learning produced in explorations of the implications of asking, researching and answering questions of the kind, ‘How do I improve what I am doing?’

A living theory methodology  with methodological inventiveness  (Dadds and Hart, 2001) will be used to demonstrate how individuals can produce their own unique explanations of educational influence whilst making original contributions to educational knowledge and theory.
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