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Abstract 

The theories and pedagogies that constitute the Reggio Emilia approach to early childhood 

education have been the focus of research and inspiring change in the field for over forty years; 

however, much remains unknown about Reggio Emilia’s system of professional development and 

support facilitated by a team of pedagogistas. As these theories and pedagogies begin to be 

embraced and adopted within British Columbian early learning contexts, it has become evident that 

there is a need to reconsider traditional models for professional development. This project reviews 

existing literature on the role of educators within both British Columbia and Reggio Emilia early 

learning contexts, Reggio Emilia’s approach to professional learning and its impact on educator 

practice. Research to date suggests that Reggio Emilia’s system of professional development and 

support, aids professionals in evolving and transforming their practice. Furthermore, current 

Canadian research on this model indicates its capacity to generate new knowledge and 

understanding with/in professional communities of practice. This project includes a link to a short 

film, informed by research, which briefly expands on Reggio Emilia professional development and 

British Columbia’s newly established Early Childhood Pedagogy Network.   
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Chapter One 

Introduction 

 

“[One] cannot interact with just one part of a system and leave the rest aside, because that would 

injure the whole.”    

 Cagliari et al. (2012), The Hundred Languages of Children, p. 136 

It Takes a Village 

For the stakeholders and organizations that recognize the municipal early learning centres of 

Reggio Emilia, Italy as a point of inspiration, it is imperative that they acknowledge these centres as 

part of an entire system of early childhood education (ECE) built on the continuous, collaborative 

efforts of all who learn within it (Edwards, Gandini, & Forman, 2012; Fraser, 2012; Rinaldi, 2006). 

Several researchers have advocated for the theories and pedagogies epitomized in the Reggio 

Emilia system of ECE (Edwards et al., 2012; Fraser, 2012; Hewett, 2001; Pacini-Ketchabaw et al., 

2007; Rinaldi, 2006), which have been adopted, mandated, and recognized within a British 

Columbia (BC) early learning context (BC Ministry of Education, 2016; Government of BC, 2008, 

2019). These contemporary pedagogies necessitate a reconsideration of traditional methods of 

professional development (PD) (Geres-Smith, 2020; Pence & Pacini-Ketchabaw, 2008) and a closer 

examination of the system of ECE that has supported their implementation for more than four 

decades (Kummen & Hodgins, 2019; Pacini-Ketchabaw & Hodgins, 2016, 2018).  

What follows is an exploration of the professional support and development methods embedded 

in the Reggio Emilia system of ECE that have become a point of interest, and begun to be 

implemented by BC’s Early Childhood Pedagogy Network (ECPN). Pertinent literature will be 

examined to address the following questions: What encompasses a Reggio Emilia system of 

professional support and development? What are the responsibilities and the purpose of 
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pedagogistas within this system? In what ways does this system support educators who engage with 

BC’s contemporary frameworks for teaching and learning (BC Ministry of Education, 2016; 

Government of BC, 2019)? Does Reggio Emilia professional development (PD) represent a 

successful model for PD?  

As Reggio Emilia’s system of professional development and support was developed to support 

educators (Cagliari et al., 2012), literature will be examined that provides insight into the emerging 

and fundamental responsibilities of those working in both BC and Reggio Emilia ECE. Research 

will be introduced that demonstrates how this system supports educators to achieve these 

responsibilities. The project draws, expands on, and hopes to make public, current initiatives, being 

undertaken by BC’s ECPN to develop a system of professional support and development for early 

learning inspired by Reggio Emilia’s. 

Recognizing the Knot 

A dichotomy in theory and practice can refer to those instances where the two cannot be 

reconciled, but can also make reference to the unavailability or dearth of systemic underpinnings 

required to align them. I have observed this in both research and practice.  

In 2017, when I began my current work with an organization whose educational programs are 

part of a designated Reggio Emilia inspired learning centre, I unknowingly took part in the seventh 

year of The Community Early Learning and Child Care Facilitators Pilot Project (Pacini-

Ketchabaw & Hodgins, 2018). This project advocated for a Reggio Emilia inspired system of 

professional development and support. It aimed to resituate the role of pedagogistas for and within 

BC early learning contexts. To achieve this aim, pedagogistas were renamed pedagogical 

facilitators. During our program's involvement in the project, excitement and enthusiasm for the 
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Reggio Emilia approach (REA) appeared to be at an all-time high. In partnership with a local 

university, we attended monthly learning circles, participated in dialogue and workshops with 

coworkers, atelieristas, pedagogical facilitators, professors, and students. For the first time, we were 

encountering a multitude of perspectives, theories, and ideas, rather than the single voice of our 

Director, whose support had always been bound with organizing workshops, tours, consultation 

services, and roundtables for the learning centre.  

However, our moment with facilitators, and opportunities more supportive of our professional 

learning, soon dissipated, along with widespread exuberance for the REA. In the years that 

followed, sentiment evolved from enthusiasm, to anxiety, to indifference, and even to dislike. 

Though I continued to turn to the REA for inspiration and guidance in my practice, I became 

acutely aware of the feelings of inadequacy, immobility, and dishonesty that can ensue when 

educators, despite receiving a wage far below a livable one, are expected to document, plan, 

dialogue, reflect, learn independently on their own time. 

At the beginning of my master’s in education, I wavered over thoughts and ideas connected to 

what I believed were several pressing concerns in ECE (e.g., ecology, reconciliation, digital 

technology); however, I found the process of translating new lines of thinking, new theory, new 

pedagogy into my work with children exceedingly difficult. I felt time and lack of pedagogical 

support were the primary culprits behind my difficulty in bridging my pedagogical intentions or 

objectives with my practice. At the same time, I became immersed in dialogue with ECE classmates 

who worked closely with a pedagogical facilitator. These educators expressed unified appreciation 

for the continuous, supportive, collaborative dialogue, and pedagogical exchange generated in their 

work with their facilitator. The relationship had provided them with opportunities to engage in 

reflective practice, interact with current trends in the field, and generate, and contribute to, new 
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research (Yazbeck et al., 2019). Then, in March, the Covid-19 pandemic hit, and any concerns I had 

connected to the lack of and necessity for pedagogical support in my work with children 

accentuated ten-fold. New regulations related to cleaning, pick-up and drop-off, dissolved other 

topics, and propelled my interest in the system of professional support and development available to 

early learning educators in Reggio Emilia.  

Consequently, now, more than ever before, I am enthusiastic about the possibilities that can 

emerge when educators are able to focus more of their attention onto children, are provided with 

more opportunities to grow professionally, and are supported to fulfill their numerous obligations as 

educators of young children. In addition, as an educator who is aware of knottiness that can 

culminate, and problems that can arise when organizations seek to adopt a philosophy of education 

without the resources or system of support and development in place to do so, I am uniquely 

invested in the expansion of this topic. 

The Knot: Linear, Top-Down Professional Development, Insufficient Pedagogical Support 

In little over a decade, significant changes have taken place in the natural world and the 

lives of those who reside there. In response to these immense and persistent environmental, 

technological, and communicative changes, educational reform has arisen on a global scale (BC 

Ministry of Education, 2012, 2016; Commonwealth of Australia, 2018; European Union, 2019; 

Finnish National Agency for Education, 2014; Ministry of Education of the People’s Republic of 

China, 2017; Government of BC, 2019). In British Columbia, what and how learners learn, what 

and how educators teach are principal points for reconsideration in research, reports, and 

curriculum. Areas of learning have been broadened to accentuate specific foundational 

competencies, such as collaboration, learning to learn (thinking), and citizenship (BC Ministry of 
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Education, 2016), unfettering educators from the confines of rigid curricular guidelines and learning 

objectives. Correspondingly, improved models for teaching and learning have been generated that 

are reminiscent of those exhibited in the REA (BC Ministry of Education, 2016; Government of 

BC, 2008, 2019). As such, educators’ role in teaching and learning have also been altered, so that 

the requirements of those using the BC Early Learning Framework (Government of British 

Columbia, 2008, 2019) or BC’s New Curriculum (2016) parallel those operating under the REA. 

However, these modifications to practice, aimed at better equipping learners for the 

demands of a world forever changed (Government of BC, 2020), have left BC educators 

unsupported as they hone their skills and abilities, shoulder the learning and changes, and acquire 

the knowledge necessary for their new role. No longer the sole proprietors of information who 

enlighten those they teach (BC Ministry of Education, 2016; Fraser, 2012; Government of BC, 

2019), educators are increasingly counted on to support learning in ways far reaching and 

expansive, ways that extend well beyond their time spent with children (Geres-Smith, 2020; 

Kummen & Hodgins, 2019). Accordingly, educators working in the municipal early learning 

centres of Reggio Emilia, Italy, have access to an established system of professional support and 

development (est. 1970) embedded in relationships and ongoing dialogue that supports them to 

evolve and adapt to new conditions and challenges (Cagliari et al., 2012). At the same time, within 

the field of ECE in BC, a system of professional support and development that supports the 

contemporary requirements of educators, through collaboration, dialogue, inquiry, and reflection, 

has become recognized as imperative for the preservation of situated, quality ECE and BC’s 

approach to early learning (Government of BC, 2019; Kummen & Hodgins, 2019; Pence & Pacini-

Ketchabaw, 2008). 
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Despite these achievements, as well as the availability and quantity of research that calls 

into question traditional models for PD (Caena, 2011; Collinson et al., 2009; Garet et al., 2001; 

Geres-Smith, 2020; Lieberman & Miller, 2002; Vanderbroeck et al., 2016), PD for BC early 

learning educators remains grounded in outdated pedagogies and a historic understanding of their 

role within them (Geres-Smith, 2020). Additionally, professional supports in BC fail to provide 

educators with the materials, autonomy, discourse, and time required for successful continuous 

professional learning (Kummen & Hodgins, 2019; Vanderbroeck et al., 2016) or to develop and 

transform their practice (BC Teachers Federation (BCTF) Research, 2017; Caena, 2011; Garet et 

al., 2001).  

Launching Point: A Collaborative, Embedded System 

In February 2020, BC Ministry of Children and Family Development announced another 

investment towards improving the quality of childcare for learners, educators, and families. The 

investment has expanded and solidified BC’s ECPN (https://www.ecpn.ca/). This most recent 2-

million-dollar investment, is one in a series of government (federal and provincial) funded 

initiatives, reports, action plans, to support BC on its path to delivering quality and universal 

childcare (BC Ministry of Children and Family Development, 2020). In 2018, the BC government 

published the document, Investing in our Early Childhood Educators: Early Care and Learning 

Recruitment and Retention Strategy (2018), which outlined structures to make a career in ECE “a 

more attractive and sustainable choice” (Childcare BC, p. 7). One of the key goals targeted the 

relevance of PD. Recognized as a contributing factor in making early childhood educators feel 

supported and valued as important figures in the lives of children, families, and communities 
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(Childcare BC, 2018), several programs were outlined that address expanding the accessibility, 

availability, and quality of PD for educators throughout the province.  

These programs were funded and developed to support the expansion of embedded, ongoing, and 

collaborative PD for early learning educators on current trends in research and practice (Childcare 

BC, 2018). One program provided a platform for PD that aligns closely with the system of 

professional support and development implemented by the REA and advocated for the 

establishment and expansion of the system now being developed by the ECPN. It hoped to extend 

on and formalize the work of the Investigating Quality (IQ) and Pedagogical Facilitator projects 

(Pacini-Petchabaw et al., 2005- 2010, 2014- 2018), which offered early childhood educators an 

opportunity to collaborate with pedagogical facilitators and peers, and access to a network of 

professionals in order to reflect on best practice with/in the context of their individual childcare 

programs (Childcare BC, 2018). After government funding was secured in February 2020, BC’S 

ECPN took over the expansion and coordination of this program. They were to: “(1) develop and 

provide training to […] facilitators, (2) provide ongoing professional development for both […] 

facilitators and […] ECES, (3) develop a website to be both a virtual network for […] facilitators, 

as well as providing online access to professional learning resources” (Childcare BC, 2018, p. 11). 

In addition, the ECPN would expand the program by assuring ECE programs across the province 

have access to their system of professional learning and support.  

At present, the ECPN is growing its professional learning community across BC in the hopes of 

engaging with and engendering communities of practice, comprised of student educators, licensed 

practitioners, professors, and community professionals, who learn together through situated, 

transformative, collaborative inquiry (Kummen & Hodgins, 2019). Inspired by Reggio Emilia’s 
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system of professional support and development, the professional learning being generated by the 

ECPN is facilitated by a network of pedagogists. Drawing on the role of pedagogistas, extending on 

the work of pedagogical facilitators, and formulated by Canadian ECE scholars, pedagogist is the 

term now being used by the ECPN (ECPN, 2020e). Currently comprised of three, interconnected 

streams of pedagogists, BC’s ECPN is growing fast. There are now 13 pedagogists in the post-

secondary stream, 34 in the community stream, and 6 in the Indigenous stream. The post-secondary 

stream is comprised of professionals who are employed as professors of ECE at various post-

secondary institutions. They engage with/in communities of practice that include the student 

educators they support and must work with/in ECE programs that are also dedicated practicum sites 

for those students. The community stream constitutes professionals working in childcare resource 

and referral (CCRR), who have worked in a leadership role within the field for at least three years. 

The Indigenous stream is comprised of Indigenous professionals who will, guided by and in 

collaboration with communities throughout BC, develop and expand the First Nations Pedagogy 

Network (FNPN) and the role of pedagogists within Indigenous contexts (ECPN, 2020d; 

https://fnpn.ca/).  

Additionally, and apart from ECE, the British Columbia Teachers Federation (BCTF) 

Teacher Inquiry Program has supported 18 joint local/district teacher inquiry projects throughout 

the province (BCTF, 2020a). At present, teacher inquiry is one of several methods of PD offered to 

BC educators in pursuit of “professional growth” (BCTF, 2020b). Coordinated and offered by 

educators for educators, a teacher inquiry project, guided by a facilitator, is a collaborative, 

reflective, experiential PD model capable of supporting and transforming pedagogy (BCTF, 2020d). 

Both BC’s ECPN and the BCTF Teacher Inquiry Program support a movement away from 

https://fnpn.ca/
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traditional methods of PD, towards more social constructivist approaches, while the ECPN 

advocates for PD facilitated by a pedagogist. 

Project Overview  

In this chapter, I have shared my personal reason for seeking to expand the pedagogical support 

currently available to early childhood educators and why a change to traditional methods of PD is 

significant for the contemporary early learning landscape in BC. I have highlighted my overarching 

intention: to further establish the value of Reggio Emilia’s system of professional support and 

development. I also presented the questions that will guide my inquiry. I drew attention to the 

current state of PD in BC and provided an overview of government funded programs that aim to 

establish contemporary methods of PD for educators throughout the province.  

In Chapter Two, I bring clarity to Reggio Emilia’s system of professional support and 

development by elaborating on the theories, cultural context, principles, and pedagogies that 

constitute its approach to ECE, and juxtapose such with BC’s early learning curricula (BC Ministry 

of Education, 2010, 2016; Government of BC, 2019). I will also outline and expound on the 

structure of Reggio Emilia’s system of professional support and development and similar models 

for professional development and support being adopted in BC. Attention will be drawn to the 

various ways this system can enhance professional learning for BC educators by reviewing research 

that illuminates ECE professionals’ perspectives and the value of comparable PD. In Chapter Three 

I address how to inform BC ECE professionals (including directors, coordinators, owner/operators) 

of the pedagogical support and PD now available to them and the value of embracing or 

incorporating such in their work with children. I also share my personal reflections, along with 

potential challenges and areas for future research. 
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Chapter Two 

Literature Review 

To provide context for the practical implications of Reggio Emilia’s system of professional 

development and support, the following chapter highlights the extent to which the REA has been 

used in BC. The chapter will break down and expand on the theory and pedagogies that underpin 

and have constituted the REA and situate it within its corresponding system of ECE. Parallels 

between the REA and BC’s approach to early learning will be identified by briefly overviewing 

BC’s contemporary early learning frameworks. Links between the two will be further established 

by outlining the role of early learning educators within both approaches. Finally, literature will be 

reviewed on the practical implications and benefits of the professional support, as well as the 

effectiveness of the methods of PD, encapsulated within Reggio Emilia’s diffuse pedagogical 

system.  

A Community of Learners: The REA  

To understand the social constructivist (Vygotsky, 1978) underpinnings of the Reggio 

Emilia system of ECE, is it important to define social constructivism, review the cultural context, 

principles, and pedagogies that constitute its theoretical framework for teaching and learning.  

Social Constructivism 

Unlike behaviourist theories “that can reduce the creative and protagonist force of human 

action to simple, unreadable behaviour” (Gandini, 2012, p. 60), social constructivist theory focuses 

on the way in which human experiences and interaction contribute to the acquisition of new 

knowledge. A synthesis of the learning theories of John Dewey, Jean Piaget, and Lev Vygotsky, 
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constructivism assumes new knowledge as relative to, and constructed within, one’s individual 

understanding and previous experience, rather than as a universal or a fixed construct (Amineh & 

Asl, 2015; Schwandt et al., 1994). They believed learning to be an active process where individuals 

should direct the course of their learning (Dewey, 1915, 1938; Vygotsky, 1978). Influential in the 

field of education, their ideas were some of the first to highlight and consider the capabilities of 

children, rather than focusing on their needs or deficiencies (Fraser, 2012).  

A culmination of these influential insights, social constructivist theory focuses specifically 

on the way in which knowledge is constructed through human interaction. It is concerned with 

collective learning rather than individual knowledge; new knowledge is seen as relative to the social 

context within which one learns and as a social construct in and of itself; and learners are seen as 

situated within a system or community of learners (Amineh & Asl, 2015; Dewey, 1929; Schwandt 

et al., 1994; Vygotsky, 1978, 1997). From a social constructivist perspective, education can be 

understood as a communal venture in which teaching and learning is a collective practice, and 

individual learners are unique knowledge holders, who contribute to the construction of new 

knowledge. Within this framework, collaboration is imperative to all aspects of knowledge 

acquisition; and therefore, all levels of education (Acedo & Hughes; Amineh & Asl, 2015; Browne, 

Cutler, DeBates, Gilkerson, & Stremmel, 2010; Dodd-Nufrio, 2011).  

Most significant for contemporary learning contexts and the system of professional 

development and support established in the REA is the assumption that learning is in a state of 

perpetual development and relative to collective understandings (Vygotsky, 1978). In other words, 

education, as a practice of learning and a communal process, is forever in-flux, in question. It is 

transforming and progressing according to the needs, desires, understandings, experiences of those 

participating in it (Dahlberg & Moss, 2006). This notion, laid the foundation for a system of 
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education where all contributors (eg. educators, children, pedagogistas) are recognized as learners 

(Cagliari et al., 2012; Fraser, 2012) and where contributors, unbound from educational hierarchies 

and rigid understandings, look to educational theories for inspiration and work together to 

reconstruct them (Dahlberg & Moss, 2006). In addition, this notion assumes that education, as well 

as the knowledge it generates, is inherently contextual, exclusive of the community and 

environment within which it occurs (Amineh & Asl, 2015). For this reason, the REA is not a 

curriculum model that can be transported “from its roots in northern Italy to Canadian settings,” 

(Bertrand & Gestwicki, 2016, p. 55); it is a framework for teaching and learning that can thrive and 

take on a life of its own in any educational context.  

Cultural Context  

The REA epitomizes the pedagogical practices exhibited in the early learning centres in Reggio 

Emilia, Italy, which are entangled and rooted in its history, culture, and politics. The publicly 

funded system of education that has been an inspirational force in ECE for over 40 years (Rinaldi, 

2006), stems from years of collaborative effort and is the result of numerous, ongoing protests for 

better, more abundant, social services (Edwards et al., 2012). It took years of protests and 

demonstrations before Italy saw the enactment of legislation that led to the establishment of 

government sponsored early learning centres (Edwards et al, 2012). The government supports that 

resulted from this collective determination, enabled Reggio Emilia’s first early learning centres 

which evolved into a broader system of ECE (Edwards et al., 2012).  

The working mothers of the Emilia Romagna Region of Italy instigated the progressive system 

of ECE that exists in Reggio Emilia today. Their passion for sociopolitical change and accessible 

quality childcare gave life to the first early learning centre (Burrington, 2005). Believing “in 

society’s collective responsibility for young children” (Fraser, 2012, p. 5), families and educators of 
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Emilia Romagna, including Loris Malaguzzi, fought for the expansion of publicly funded early 

learning centres throughout the region (Edwards et al, 2012). Malaguzzi (1987) offered aid and 

support to the mothers as he considered children the future leaders of the community and yearned 

for the future of mankind (p. 58).  Drawing inspiration from multiple learning theorists, he played a 

significant role in the evolution of the learning centres. He collaborated, provided insight and 

leadership, as the REA constructed its own philosophy of education (Edwards et al, 2012; Fraser, 

2012). Thus, at its outset, a social constructivist approach had already been put into practice.  

Since its development, the REA has continued to evolve, as contributing members collectively 

inquired, discussed, reflected, readjusted, sought out external resources, established new 

partnerships, and collaborated with learners internationally (Reggio Children, 2020b). In 2006, The 

Loris Malaguzzi International Centre created a new space for diverse cultures to encounter and 

exchange innovative understandings related to education and culture (Reggio Children, 2020a), 

further establishing the REA’s commitment to the social constructivist view of education as ever-

evolving and collaborative.  

Principles and Pedagogies  

To draw parallels between the REA and BC early learning curricula, and to understand 

Reggio Emilia’s system of professional development and support, it is necessary to introduce the 

principles that underline the REA. However, such should be considered within the context of social 

constructivism: as “a sort of construction in motion” (Malaguzzi as cited in Rinaldi, 2012, p. 41); 

apt to change; interconnected and dependent on one another; and guided by and distinct of their 

cultural context. Accordingly, in expanding upon these guiding principles, the distinctive 

environments, shared understandings, and pedagogies they ensue will be included throughout. The 



14 
 

   
 

following components are described by numerous scholars of the REA (Edwards et al, 2012, pp. 

10-11; Fraser, 2012, pp. 8-9; Gandini, 2012, p. 43; Rinaldi, 2006, pp. 40-45): 

 Collaboration and participation as foundation for all learning 

 Relationships as pedagogy  

 All children are citizens, communicators, and co-constructors of knowledge 

 The environment as educating agent   

 Documentation as research and dialogue 

Collaboration and Relationships. The cornerstone of the REA is its commitment to 

collaboration. Informed by social constructivism, ECE is “a communal activity” (Edwards et al, 

2012), where educators, families, children, other staff, community members, and the environment, 

work together to construct new knowledge. Recognized as equally invested in the well-being of 

children, continuity amongst educational institutions, family, and community is nourished as they 

work towards this shared objective (Rinaldi, 2006, p. 39). The establishment of these reciprocal 

relationships amongst educators, children, families, and the community, make possible collective 

and active engagement in inquiry, discourse, and reflection, which is fundamental to all teaching 

and learning within Reggio Emilia early learning centres (Fraser, 2012; Malaguzzi, 1993). 

Accordingly, orientation procedures, networks of communication, environmental design, and the 

way professionals engage with families all aim to assure and sustain strong relationships with 

families and a high level of community participation (Fraser, 2012; Gandini, 2012. Early learning 

centres hold curriculum design meetings with families and promote visits to children’s homes and 

families’ workplaces. They also assure families’ contact information can be easily accessed by all 

families, include families in the layout of learning spaces, and in constructing furniture. They 

regularly host celebratory/casual events for families and the community (Malaguzzi as cited in 
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Gandini, 2012). In addition, as the REA invariably strives to generate new shared understandings, 

its image of children, agentic learning environments, belief in transdisciplinary and multimodal 

learning, and methods of observation, all aim to reinforce and cultivate collaboration (Dahlberg & 

Moss, 2006). 

Image of children. In Reggio Emilia early learning centres any readjusting or questioning of 

pedagogy and epistemology must begin with a socially constructed image of children (Rinaldi, 

2006, 41). This approach assures that its early learning centres and programs align with the values 

and beliefs of all whom participate in them (Fraser, 2012). As such, the learning environments and 

pedagogies, which are foundational to the REA, are guided by and supportive of its collective 

image of children.  

In the REA, all children (regardless of gender, economic status, developmental state, etc.) are 

believed to: (a) bear exclusive and unrepeatable knowledge (Rinaldi, 2006, p. 188), (b) grow as 

individuals when actively engaged in experiential learning with others (Gandini, 2012; Rinaldi, 

2006, p. 125), (c) share equally in their responsibility as vital and productive members of 

community (Delrio, 2012, p. 83; Rinaldi, 2006, p. 139), and (d) have at least a hundred ways of 

expressing themselves beyond verbal language (Malaguzzi, n.d.; Rinaldi, 2006, p. 192). In addition, 

the REA acknowledges and attributes much to the creativity, self-determination, and capacity of 

children (Delrio, 2012; Rinaldi, 2006). Malaguzzi (1994) believed that affirming a child’s creative 

potential is a basic human right and that educators “must give enormous credit to the potential and 

the power that children possess.” (Malaguzzi as cited in Rinaldi, 2006, p. 41).  

Environment. Not unlike contemporary epistemologies beginning to draw attention in BC’s 

ECE landscape (http://commonworlds.net), the REA acknowledges the active and influencing 

power of materials, structures, and objects in learning (Vecchi, 2010). For example, in providing 

http://commonworlds.net/
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materials for children, Reggio Emilia educators will include those that incite collaborative rather 

than independent encounters (Fraser, 2012), fostering the belief that “what the child can do today in 

collaboration, tomorrow he will be able to do independently" (Vygotsky, 1978, p. 211). Pacini-

Ketchabaw, Kind, and Kocher (2017), in their work exploring material relationships in learning, 

considered this practice of introducing materials in ways that invite specific experiences. For 

instance, by setting out large chunks of clay on the floor, rather than individual portions on 

individual trays, children are invited into interaction with others and provoked to collaborate with 

and through clay (Pacini-Katchabaw et al., 2017, p. 4).  

A significant aspect of a Reggio Emilia learning environment is that the environment itself will 

mirror “the ideas, values, attitudes, and cultures of the people who live within it” (Malaguzzi as 

cited in Gandini, 1994, p. 149). By allotting the time necessary to come together and form 

relationships, ECE professionals are able to identify the values of its contributors and reflect them 

in the materials offered including, furniture choices and placement, artwork, documentation, 

information, and photographs displayed on walls (Fraser, 2012). Recognizing children as engaged 

citizens within these contexts, special attention is paid to creating a learning environment that 

invites a similar attention to aesthetics as in home or community, appealing to all within them 

(Vecchi, 2010). The REA attests to children being immersed in well-tended, carefully looked after 

environments, believing such to foster their capacity as engaged citizens who hope to do the same 

(Vecchi, 2010).  

Listening and Learning. Recognizing the tendency of traditional curriculums to undervalue 

learning and overvalue teaching (1993), Malaguzzi (1987) contended that children should be 

provided with opportunities to develop their intelligence and make choices that might engage them 

as citizens of their community and the world. Accordingly, Reggio Emilia children and educators 
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work together to determine the design and path of their learning (Bertrand & Gestwicki, 2016). A 

multidisciplinary and multimodal method of teaching and learning supports the understanding that 

children are brimming with creative potential and equipped with a multitude of communicative 

modes. To synthesize the various disciplines in education (Vecchi, 2010), the REA engages learners 

in long-term inquiry project(s). These projects underpin learning that is both experiential and 

multifaceted. Learners actively and collectively participate in determining their path and focus. 

They are supported to expand on their curiosities through play, work with materials, dialogue, trial 

and error, so that subject areas are touched on simultaneously (e.g., social emotional, math, science, 

language and literacy). In addition, their thinking and learning throughout their inquiry projects is 

communicated through a multitude of modes (e.g., dialogue, art, music, play, construction, 

movement) (Rabitti, 1994).  

However, in order to identify a topic capable of holding learner’s interest and supporting the 

intellectual growth of the learning community, Reggio Emilia depends on the work of its ECE 

professionals to observe and document children’s actions, ideas, and communications (Fraser, 

2012). In fact, it is the primary responsibly of educators to bring about the development of these 

inquiries using such practices, which together are referred to as the “pedagogy of listening” 

(Rinaldi, 2012, p. 233). The pedagogy represents an integral and enduring process in fostering and 

reassessing epistemologies within the REA (Rinaldi, 2001). The pedagogy defines listening in 

fourteen ways. These definitions describe only one facet of the pedagogy: as a mindset and way of 

offering “support and mediation to children” (Rinaldi, 2012, p. 237). Rinaldi (2012) maintained that 

a pedagogy of listening offers educators one way of discovering the narratives of understanding that 

children develop and might offer a window into the way they “think, question, and interpret reality, 

and their own relationships with reality and with [educators]” (p. 234). Also affirming that children 
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are only able to alter or deepen these narratives when offered opportunity to listen to and be heard 

by others. 

Alternatively, the second facet refers to the practice of visible listening: the process of 

documenting and disclosing what is heard and observed for colleagues, families, and community 

(Dahlberg, 2012, p. 226; Rinaldi, 2012). This practice aims to promote collective inquiry through 

the acquisition of “traces” (Rinaldi, 2012, p. 237): physical artifacts (e.g., children's creations, field 

notes, audio-recordings, photographs, video clips) that incite questions, dialogue, and curiosity, by 

offering an external perspective of life within learning centres. The discourse, reflection, and 

continued observation, supported by educators’ traces, give rise to a collectively determined inquiry 

focus or question, which then guides the collection of subsequent traces (Rinaldi, 2001). Thus, a 

pedagogy of listening is invaluable for project-based learning: it allows for the development of 

collective learning goals and fuels the stories of learning that support the discourse, joint revisions 

and reflections necessary to enrich or progress them (Edwards et al., 2012, p. 11; Rinaldi, 2001, p. 

80). 

Rhizomatic Teaching and Learning: A Shared Approach 

In the most recent edition of the BC Early Learning Framework (ELF) (2019), the term 

“rhizomatic” (p. 25) was used to describe the learning processes associated with ECE in BC. In the 

introduction to the work In Dialogue with Reggio Emilia, Dahlberg and Moss (2006) also correlated 

the following image of learning from Rinaldi (2006) with a rhizome (p. 6): “Learning does not 

proceed in a linear way, determined and deterministic, by progressive and predictable stages, but 

rather is constructed through contemporaneous advances, standstills, and “retreats” that take many 

directions” (p. 131). 
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Articulating an understanding of all children as capable citizens and communicators (BC 

Ministry of Education, 2016; Government of BC, 2019), BC early learning curricula have decreased 

the specificity and number of learning areas, presently referred to as “living inquiries” (Government 

of BC, 2019, p. 4) and “core-competencies” (Government of BC, 2020, Introduction section, para. 

1). As are the principles that guide the REA, BC’s living inquiries, and corresponding “pathways” 

(Government of BC, 2019, p. 63) are reflective of their unpredictable, non-linear, ongoing, and 

always evolving nature (Government of BC, 2019). Spanning all curriculum areas, BC’s core-

competencies support an approach to learning that aims to engage learners in multi-disciplinary, 

real world tasks (BC Ministry of Education, 2016).   

In prescribing fewer but more important areas of learning, the BC early learning curriculum 

frameworks support educators in applying approaches and creating intentional learning 

environments that are more flexible, sensitive, and pertinent to their learning communities (BC 

Ministry of Education, 2012; Government of BC, 2019) and learners’ personal and social/cultural 

identities (Government of BC, 2019; 2020).  

Learning Together Through Inquiry 

In BC, the REA’s experiential and multifaceted process of thinking and learning together 

through inquiry has been redefined to suit its situated and shared philosophy of education 

(Government of BC, 2019). The BC ELF (2019) recognizes inquiry as being foundational to this 

non-linear, collaborative, and organic approach to learning (Government of BC, 2019). Both the BC 

Ministry of Education (2010) and the Government of BC (2019) have suggested that inquiry can 

bring focus to their pedagogies by allowing adults and children to work together in the co-

construction of knowledge with out pre-established outcomes. BC’s New Curriculum (2016) has 
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also introduced project/inquiry-based learning as practice that supports learners to make 

connections and achieve deeper understandings across learning areas (Government of BC, 2020).  

These inquiry-based approaches, highlighted in both BC curriculum frameworks, are rooted 

in the shared belief that learning is achieved through active engagement in meaningful experiential, 

curiosity-driven experiences (Government of BC, 2019, 2020) and the share the First Peoples’ 

principle that “learning is holistic, reflexive, reflective, experiential, and relational (focused on 

connectedness, on reciprocal relationships, and a sense of place).” (https://www.fnesc.ca; 

Government of BC, 2019, p. 14). Inquiries are not developed or undertaken exclusive of family and 

community, rather they are “grounded in the place, land, families, histories, and cultures of local 

communities” (Province of BC, 2019, p. 28). Accordingly, listening, observing, documenting, as 

well as relationships built on a foundation of collaboration, dialogue, and reflection, are essential to 

the institution and progression of in-depth inquiries (Province of BC, 2019). Indeed, it is the 

primary responsibility of both Reggio Emilia and BC educators to engage with these practices, as 

they underpin an inquiry-based approach to teaching and learning as well as their role as partners in 

learning.  

The Role of Educators 

Listener, Documenter, Interpreter. Reggio Emilia’s method of observation and discovery, 

described above and known as the “pedagogy of listening” (Rinaldi, 2012, p. 233), has been 

reinscribed in BC as one of four pedagogies or practices central to the vision of the BC ELF 

(Government of BC, 2019). Within this framework, only one facet of a pedagogy of listening is 

highlighted. Alternatively, the practice of visible listening is referred as a process and practice 

under the heading “pedagogical narration” (Government of BC, 2019, p. 51). Six definitions are 

https://www.fnesc.ca/
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included the BC ELF that describe the pedagogy of listening as a mindset or “attitude for life” 

(Rinaldi, 2012, p. 235) and as an approach to practice that guides educators in listening carefully 

(Government of BC, 2019; Rinaldi, 2012). As such, in the BC ELF and in the REA, a pedagogy of 

listening hopes to engender educators who actively listen for and engage with the narratives of 

others (Province of BC, 2019, p. 49). In other words, commit to the time necessary to attend and 

pay attention to children, families, and colleagues; recognize multiple modes of communication; 

interpret what is communicated; and assure such is exchanged and compared by others (Province of 

BC, 2019, p. 48; Rinaldi, 2012, p. 237).  

However, like the REA, the BC ELF (Government of BC, 2019), still denotes the 

expectation that educators engage in all of the understandings, processes, and practices associated 

with a pedagogy of listening and considers such the “basis for any learning relationship” 

(Government of BC, 2019; Rinaldi, 2012, p. 235). This is because, a pedagogy of listening is 

considered, in its entirety, not as a mere tool for assessment or product of learning, but as an active 

and vital participant in the pursuit of meaning (Government of BC, 2019; Rinaldi, 2001) and 

educators in both contexts engage with both facets of the pedagogy. In the BC ELF, the process and 

practice of visible listening includes collecting “traces” (Government of BC, p. 54; Rinaldi, 2012, p. 

237), making traces visible for others, engagement in collaborative dialogue, and the production of 

more formalized pedagogical narrations (Government of BC, 2019). As in the REA, these traces of 

children’s daily lives, are imbued with the subjectivity of the educator who collects them, making 

viewable their thinking and interpretations, facilitating interpretation by others. While, a 

pedagogical narration refers to a collection of traces, generated by educators, that intentionally 

incorporates and illuminates their questions, reflections, learning processes, and interpretations. As 
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such, observation, documentation, and interpretation are woven together into a “spiral movement” 

(Rinaldi, 2001, p. 84).  

Within both frameworks, the collective exchange of interpretations facilitated by visible 

listening support ECE and in-depth inquiry as a communal activity (Edwards et al., 2012; Rinaldi, 

2012). While, a culmination of these practices, which includes a pedagogy of listening, enables 

educators to collectively consider the questions and theories beginning to be formulated by 

children, so that a “pathway to the new and unexpected” (Rinaldi, 2012, p. 244) might be generated 

and travelled alongside children, families, and the community. Namely, it constitutes fundamental 

practices for educators who are recognized as partners in learning (Rinaldi, 2006).   

Partner in Learning: Collaborator, Professional Learner. In this role, one of an 

educator's primary responsibilities is to collaborate with children, families, colleagues, and 

community: to engender a culture of collaboration that extends beyond the walls of learning centres 

or schools (BC Ministry of Education, 2010; Fraser, 2012; Government of BC, 2019). Educators 

must seek out ways to engage families and community in their daily undertakings with children, in 

the hopes of inspiring their consistent and collective participation in discourse, interpretation, and 

planning (BC Ministry of Education, 2010, 2012; Fraser, 2012; Gandini, 2012; Government of BC, 

2019; Rinaldi, 2001). Malaguzzi maintained that “even the loveliest school is diminished in 

educational value if it does not hold participation and relations with families as one of […it’s] main 

values.” (as cited in Vecchi, 2010, p. 71). In BC, educators are also expected to extend their 

participation building efforts towards local Indigenous communities (Government of BC, 2019; 

2020).  
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Being a co-learner with children, or one who constructs knowledge together with children, 

is another significant component of developing respectful and reciprocal partnerships in learning 

(Edwards, 2012; Fraser, 2012, Government of BC, 2019). For educators working with BC’s New 

Curriculum (2016) this role is advocated for but not prescribed (Government of BC, 2020). The 

role calls on educators to listen to, play, and wonder with children. To regard themselves as 

learners, rather than all-knowing transmitters of knowledge and engage in inquiries that foster 

children’s learning as well as their own. To facilitate learning, implement practices, and create 

environments generative of children’s creativity, investigative practices, and knowledge building 

(Fraser, 2012; Government of BC, 2019). Free of their obligations as experts, they can better 

support children as communicative, productive citizens of a progressing world.   

Educators must also be comfortable altering and developing their roles and pedagogies in 

accordance with the requirements of their learning community. Like learning, their role will 

constantly change, will look different, and demand a different performance, within different 

situations and contexts (BC Ministry of Education, 2012; Edwards, 2012; Government of BC, 2019; 

Rinaldi, 2001). For example, an educator might need to take on the role of instigator, impelling 

children to move-on from an idea in order to extend or deepen their theorizing (Fraser, 2012). To 

instil such flexibility in teaching and learning, where roles and pedagogies are continually being 

reconstructed and reinvented (Government of BC, 2019, 2020; Rinaldi, 2006), educators should be 

continually reflecting and learning, never believing themselves to be the possessors of the right 

epistemologies or pedagogies (Dahlberg & Moss, 2006; Government of BC, 2019). 

Namely, educators are expected to play the part of a professional learner who engages in 

both continuous, critical self-reflection (Edwards, 2012, p. 159; Government of BC, 2019) and PD 
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(BCTF, 2020). To engage in critical self-reflection educators should be continually, carefully, and 

methodically exploring different understandings, philosophies, and theories, with the intention of 

better understanding the external forces that shape their world views and understanding of self 

(Government of BC, 2019; Rinaldi, 2006). PD is a collective and individual practice denoting 

participating in ongoing dialogue, research, and learning, together with colleagues, families, and the 

community (Government of BC, 2019; Rinaldi, 2012).  

A Community of Learners: Reggio Emilia PD 

  In Reggio Emilia early learning centres, PD is rooted in social constructivism and engages 

professionals in learning that is ongoing, collaborative, and experiential (Cagliari et al., 2012). In 

this way, epistemology – though in a state of perpetual transformation – extends far beyond learners 

within classrooms. It encapsulates and concerns a broader learning system, within which all 

components and all contributors work together to accomplish shared aims (Rinaldi, 2006). 

Embedded, appreciable, and expansive, professional support and development encompasses several 

such components and contributors. Together they constitute Reggio Emilia’s “diffuse pedagogical 

system” (Cagliari et al., 2012, p. 137).  

Although a number of publications have examined the pedagogical impact of executing a 

REA (Acedo & Hughes, 2014; Bond, 2013; Hewett, 2001; Lyon & Donahue, 2009), few studies 

have addressed the system of professional support and development that supports its 

implementation. In fact, several publications have pointed to the REA’s lack of defined methods or 

clear outline for implementation (Acedo & Hughes, 2014; Bond, 2013; Sisson, 2009). 

Consequently, the following section further situates the REA within its system of ECE.  
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Diffuse Pedagogical System  

Rhizome-like and transdisciplinary, collaborative and participatory, fuelled by a pedagogy 

of listening, Reggio Emilia’s diffuse pedagogical system epitomizes an approach to PD that mirrors 

its approach to ECE. It is embedded in an expansive network of relationships and trust that spans 

professional categories, so that queries or areas of enduring concern (e.g., What questions might 

guide observations? How do children learn?) can be explored collectively (Cagliari et al., 2012). 

Facilitated by pedagogisti, these generative encounters enrich and expand the pedagogical work and 

PD of all participants (including pedagogistas themselves) and create many collegial “zones” 

(Cagliari et al., 2012, p. 137) for such to occur. To accomplish this, a team of pedagogical 

coordinators (typically comprised of 13 pedagogista) participate in dialogue with/in professional 

learning collectives (comprised of educators, atelieristas, other centre staff), infant-toddler centres 

meetings, preschools meetings, and joint centre meetings. They also have weekly internal meetings 

to discuss system-wide policy and concerns. Finally, they facilitate workshops to support the 

development of technical proficiencies, as well as open discussions or forums with educators, 

families, community members (Cagliari et al., 2012).  

Establishing these collegial opportunities for knowledge exchange, represents one of several 

comprehensive means through which pedagogisti carry out their primary responsibility: to 

guarantee consistence, cohesion, and quality throughout Reggio Emilia’s system of ECE (Cagliari 

et al., 2012). The primary means through which pedagogista ensure such is by providing collective 

and one-on-one pedagogical support for educators. Of the 13 pedagogisti within Reggio Emilia’s 

team of pedagogical coordinators, 10 work directly with educators in up to four centres, supporting 

them with their daily practice. They support professionals with “problems with scheduling, staff 
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assignments and responsibilities, workloads, and shifts,” (Cagliari et al., 2012, p. 139) issues 

concerning the physical environment, materials, requests from families. They also join educators in 

adopting a pedagogy of listening; engendering and sustaining their community of learners; and 

promoting social responsibility and diversity (Cagliari et al., 2012). 

Of the other three remaining pedagogista, two are responsible for the PD of all staff and 

for collaborating with city officials and pedagogisti throughout the region on pedagogical matters. 

While, the third “is responsible for the integration of children with special rights” (Cagliari, 2012). 

Altogether, the responsibilities of this team of pedagogistas are expansive and multifaceted. They 

weave between all the different segments of the learning community, entering into situations both 

practical and theoretical, so that they might support and join educators in their professional and 

continuous practice of developing, transforming, learning (Cagliari, 2012). Their work affirms an 

approach to PD, like the one being adopted in BC, discordant with those that transmit technical 

skills through isolated, top-down training events (Cagliari et al., 2012; Kummen & Hodgins, 2019).  

A Framework for Change 

Reggio Emilia’s diffuse pedagogical system represents a movement away from “a narrow 

conceptualization of competence as a set of predefined knowledge, skills and attitudes.” 

(Vandenbroeck et al., 2016) In the last several decades, a social constructivist approach to PD has 

been highlighted in literature as a necessary avenue for change (Elliot, 2008; Lyon & Donahue, 

2009; Skerrett, 2010; Vandenbroeck et al., 2016; Vujicic &Tambolas, 2017). Several publications 

have also attested to such being invaluable to the execution of BC’s approach to ECE (Kummen & 

Hodgins, 2019; Pence & Pacini-Ketchabaw, 2008; Government of BC, 2019). For example, in their 

survey, Vandenbreoek et al. (2016) examined professional development/learning practices within 
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seven early childhood educational settings across Europe. They sought to observe: (a) the content of 

PD training programs, (b) strategies used to support professionals in bridging theory and practice, 

and (c) circumstances or setting within which PD occurred (Vanderbroeck et al., 2016, p. 8).  

From the data collected, a list of four success factors for ongoing PD initiatives was 

generated (p. 4): i) a clear framework/curricula that expands on research and is specific to local 

needs; ii)enabling practitioners to actively participate in evolving pedagogy, and to implement such 

in their learning environments; iii) engaging professionals in experiential learning, situated in 

practice, together with colleagues, families, community; and, iv) provision of paid hours for non-

contact time and a mentor/coach who can support practitioners’ reflection within collegial groups. 

Together these factors represent a PD model that closely resembles the REA. In BC, a model for 

PD that aims “to facilitate these four factors” (Kummen & Hodgins, 2019) has been embraced in 

research and practice. 

The Investigating Quality (IQ) Project (2005-2011) and the Community Early Learning 

and Child Care Facilitators Project (2011-2018), were part of an effort to reconceptualize ECE in 

BC, by broadening and deepening discourse about quality through professionals’ active 

participation in the formation of sustainable and innovative early learning environments (Kummen 

& Hodgins, 2019). Of those who participated in the projects, many spoke of how their involvement 

in the projects altered their understandings of quality. One educator responded: “For me, the quality 

in ECE is consistently and continually looking to grow our understanding of children’s learning and 

how we can expand their and our own thinking; a culture of inquiry” (Kummen & Hodgins, 2019, 

p. 115). The projects have assisted in developing BC’s current system of PD within ECE, based on 
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theory and research (e.g., Rinaldi (2001, 2006)) and were inspired by Reggio Emilia’s diffuse 

pedagogical system (Kummen & Hodgins, 2019; Land & Monpetit, 2018).  

Since 2005, pedagogical facilitators or pedagogists have become a part of several 

childcare centres (e.g., University of Victoria Child Care Services, Capilano University Children’s 

Centre), post-secondary courses about the role of the pedagogist have been developed, and 

government funding has been assured to establish and expand BC’s Early Childhood Pedagogy 

Network (ECPN). Since securing this funding in February 2020, ECPN pedagogists have been 

available to work with/in groups of ECE programs since September 2020. Aligning with a social 

constructivist understanding of learning (Kummen & Hodgins, 2019), and the aims of BC’s ECPN, 

the IQ and Facilitators Projects hoped to engage educators in transformative learning, pertinent to 

the context where they work, by offering them opportunities to participate in dialogue and 

collective inquiry fuelled by their shared questions and concerns (Kummen & Hodgins, 2019).  

In the case of the IQ and Facilitators Projects, these inquiries were facilitated by a 

pedagogical facilitator, who would generate communities of practice comprised of student 

educators, licensed practitioners, and community professionals and encourage learning that attended 

to their collective knowledge and understandings (Kummen & Hodgins, 2019). The facilitators 

visited the participating programs on a weekly or bi-weekly basis and organized monthly learning 

circles for all participants to share ideas and resources, and support both student-educators and 

practitioners with their practice of visible listening (Pacini-Ketchabaw & Hodgins, 2018). Several 

participants of the projects, felt the pedagogical facilitator played an important role in supporting 

their practice (Pacini-Ketchabaw & Hodgins, 2016).  

Implications for Practice 
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Although Reggio Emilia’s team of pedagogistas is an embedded and appreciable component 

within its system of ECE – with responsibilities as complex and expansive as those of the educators 

they aim to nurture – little literature, besides the work of Cagliari et al. (2012), details their role, 

practices, or their significance to the REA. However, because collaborative inquiry represents the 

method and content of their work (Cagliari et al., 2012, p. 138), research does exist that addresses 

effective PD. In addition, with the advent of BC’s IQ and Community Early Learning and Child 

Care Facilitators Project (Kummen & Hodgins, 2019; Pence & Ketchabaw, 2008) more research 

has been generated that explores their significance to the field. From those who participated in the 

projects, as well as those who continued to work with or as pedagogists, a greater understanding of 

how they support the contemporary roles of educators has been revealed. 

Facilitating Collaborative Inquiry 

In Reggio Emilia learning centres, it is the responsibility of pedagogistas to reflect and 

dialogue with professionals to determine the questions and concerns that will form the basis of their 

ongoing, collective inquiries (Cagliari et al., 2012). Within BC’s education system, collaborative 

inquiry is a teacher-organized, teacher-led method of PD, where participants work together on 

inquiry projects guided by a facilitator (BCTF, 2020). This prescribed approach, along with a body 

of research (e.g., Erikson et al., 2005; Geres-Smith, 2020; Levine & Marcus, 2010; Niesz, 2010; 

Skerrett, 2010), further establishes Reggio Emilia as perpetuating an effective and transformative 

model for PD. 

Niesz (2010) examined the experiences of educators who actively participated in 

collaborative inquiry within a community of practice or learning network. These learning networks 

were found to be generative spaces (Niesz, 2010). In this study, the educators valued the discourse 
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that took place within the network, as if offered them opportunities to engage with colleagues who 

were mutually passionate about pedagogy and expand on their practice vis-à-vis philosophical 

questions (Niesz, 2010). Niesz found the experience supported participants to “encompass multiple 

perspectives in the negotiation of new meaning.” (p. 43) Offered by the BCTF, the teacher inquiry 

program also engages members in collaborative inquiry. Since it began in 2007, several studies 

have been published that explore the expansion and viability of the program (BCTF, 2020c). For 

example, Naylor et al. (2012) examined the benefits of collaborative inquiry for teachers, and 

discovered that teachers who participated in inquiry collectively benefit “from shared thinking 

about practice” (Naylor et al., 2012, p. 11). 

Geres-Smith (2020) examined the role of inquiry as an effective mode for professional 

learning in BC’s public education system. For six months, two classroom educators, a student 

support educator, an educator for the deaf and hard of hearing, an occupational therapist, and a 

school psychologist participated in a joint, transdisciplinary inquiry to investigate how students 

understand and utilize metacognitive strategies for their own learning. They identified shared 

concerns related to how students listen and understand verbal information, from which they 

developed a framework in the form of mini-lessons and strategies. They incorporated knowledge 

from research, the professionals and students they worked with, and their learning environments. 

Geres-Smith (2020) found that this type of professional learning developed pride, feelings of 

connectedness, deep learning, and supported new practices, beliefs, and understandings to emerge. 

Engendering Professional Learners 

Within Reggio Emilia’s system of ECE, PD refers to the practice of learning how to distance 

oneself from absolute truths, from normalcy, from stability, by reflecting on one’s professional role, 



31 
 

   
 

position, and practices, in order to seek out new pathways in education and generate possibilities for 

change (Rinaldi, 2006). In BC, this understanding of PD has been embraced, as current literature 

has outlined PD as an ongoing, collaborative practice of “learning what it means to 

teach/live/practice” (Kummen & Hodgins, 2019) in a way that disrupts and challenges normative 

understandings of ECE (Atkinson & Beigun, 2017; ECPN, 2020a; Government of BC, 2019; Kim 

& Hughes, 2018; Land & Monpetit, 2018; Pacini-Ketchabaw & Hodgins, 2018; Pacini-Ketchabaw 

& Pence, 2008; Vintimilla, 2018).  

It is believed that this type of practice can be accomplished when pedagogists support 

professionals with/in communities of practice (Kummen & Hodgins, 2019). As demonstrated in the 

IQ and Facilitators Projects, the aim is that pedagogists engage these communities of practice in 

joint reflection on their values, experiences, practices and understanding of quality care (Pacini-

Ketchabaw & Pence, 2010). Correspondingly, pedagogists whom are apart of BC’s ECPN, will 

consider the most effective and suitable way to reach out to early learning programs and then spend 

the necessary time building relationships and learning with/in them (ECPN, 2020b). These 

relationships lay the foundation for, and make possible, the central work of ECPN pedagogists, 

which is to facilitate transformative professional learning experiences and support professionals in 

their daily practice, without dictating specific indicators of quality or acting as experts (Atkinson & 

Beigun, 2017). As a pedagogist and an owner/director of a multi-age childcare centre, Atkinson and 

Beigun (2017) have expanded on such alternative understandings of pedagogical leadership by 

describing their experiences with gradually dismantling certainties.  

In their work as part of the Facilitators Project, Atkinson and Beigun began to enter 

spaces of uncertainty and to delve into reflective dialogue with educators so that practices could 
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begin to be challenged. Communication books, maintained by the educators, that tracked children’s 

bowel movements and sleep schedules, represented one such practice. The process of reconsidering 

this practice was described as a slow and democratic one. Atkinson and Beigun initiated and joined 

in ongoing dialogue about the value or necessity of these books. Both assured educators or student-

educators could voice their thoughts without consequence. Eventually a vote was proposed and the 

books were voted out. From the experience, despite some hard feelings, a mutual respect emerged 

that allowed for further questions, deeper conversations, and more collaboration (Atkinson & 

Beigun, 2017).  

For those who participated in The Community Early Learning and Child Care Facilitators Pilot 

Project, it was revealed that the experience had a significant impact on their pedagogical 

understandings. Participants of year seven of the project were asked: “How has the pedagogical 

facilitator support shaped/impacted/changed your practice?” (Pacini-Ketchabaw & Hodgins, 2018, 

p. 51). One participant answered: “I really appreciate the support we experience when challenging 

'old' value systems. Positive support for extended thought” (p. 51). In sum, participants in the study 

valued being part of a community that engaged them in their pedagogical growth and introduced 

them to new ideas (Kummen & Hodgins, 2019). 

Engendering Listeners, Documenters, Interpreters  

According to Rinaldi (2006) PD does not just denote challenging one’s personal, normative 

understandings, but also refers to the process of experiencing change collectively. Such can only 

occur when the differences of others are listened to, and when professionals part with the comfort 

and safety of passivity, and instead, embrace the risk and doubt that is the invariable result of 

thinking, planning, mingling, being bound to, and working together with their colleagues 
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(Mallaguzzi as cited in Rinaldi, 2006). Aligning with this sentiment, the backbone of PD, in BC and 

Reggio Emilia, is to engage professionals in collective dialogue, interpretation, and reflection 

with/in their individual communities of practice (Cagliari et al., 2012; Kummen & Hodgins, 2019). 

In BC, pedagogists engage educators in these practices, which are included within a pedagogy of 

listening, by facilitating and engaging in collective dialogue, but also by engaging with educators’ 

and their own traces and pedagogical narrations. By revealing their pedagogical understandings and 

choices for each other and the public, pedagogists, educators, and student-educators are able to 

continuously encounter a wide-range and diversity of perspectives (Kummen & Hodgins, 2019; 

Pacini-Ketchabaw et al., 2015).  

Atkinson and Beigun (2017), as well as Canadian pedagogists Land and Monpetit (2018), 

described how their personal engagement with visible listening put their questions to work, and 

their work into conversation. Revisiting traces (e.g., notes, photographs) together, Atkinson and 

Beigun were drawn into new conversations, questions, lines of thinking. The collective reflections 

generated by the traces, seeped into their respective practices, inspiring more wonderings and 

further inquiry (Atkinson & Beigun, 2017). By way of a single moment, articulated in a 

pedagogical narrations by Monpetit, Land and Monpetit were drawn into an ongoing conversation, 

a passing back and forth of ideas. In both cases the practice facilitated collaborative dialogue 

(Atkinson & Beigun, 2017). 

However, as pedagogists, engaging with a pedagogy of listening also means posing those 

difficult questions, for which there are rarely easy answers (Land & Monpetit, 2018). For Land and 

Monpetit (2018), these questions, and the discourse they ensue, are generative, but often difficult. 

With these uneasy conversations, Land and Monpetit hoped to support professionals to consider 

who they are within them and acknowledge how they are transformed by and indebted to others. In 
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the Facilitators Project, participants who engaged in collaborative dialogue, facilitated by 

pedagogists, found the experience furthered their engagement with a pedagogy of listening 

(Kummen & Hodgins, 2019). As one participant described: “being in the project has helped me to 

discover my own values and beliefs and in turn I am able to be open to hear others’ perspectives 

and ideas, deepening my knowledge and understanding of quality ECE” (Kummen & Hodgins, 

2019, p. 114). 

Summary 

In this chapter, I first expanded on social constructivism, the cultural context, principles, and 

pedagogies that together constitute the REA. Additionally, I outlined the extent to which the REA 

has been reinscribed in BC. The role of educators within both Reggio Emilia and BC were also 

identified and described. Two key roles emerged, including listener, documenter, interpreter and a 

partner in learning, as well as the responsibilities they ensue. I then reviewed literature that outlined 

Reggio Emilia’s diffuse pedagogical system. Finally, I connected findings from research to the 

responsibilities of educators (e.g., facilitating collaborative inquiry, becoming a professional 

learner, using a pedagogy of listening) to demonstrate how Reggio Emilia’s approach to PD can 

support educators within a BC early learning context. 
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Chapter 3 

 Reflection and Product 

 

The purpose of this project was to acquire and generate a deeper understanding of the 

role of pedagogistas and PD in the Reggio Emilia approach. Initially, I had hoped to share 

knowledge gained with the coordinator and directors of the organization through which I am 

employed, as a way of advocating for such a system within its childcare and school-age programs. 

However, research encountered during my inquiry led to the discovery of the Early Childhood 

Pedagogy Network (ECPN). Only very recently established, the network closely aligns with Reggio 

Emilia’s diffuse pedagogical system, as it constitutes a network of pedagogists who work with/in 

communities of practice and hopes to engender a province-wide system of PD. With this knowledge 

at hand, and after a closer examination of the network, I soon had the name of a pedagogist 

available to work with us, at zero expense to the organization. In talking with our coordinator, 

director, and colleagues about the network, it became clear that, like myself, few knew of its 

existence. As such, the purpose for sharing my learning altered.  

To generate recognition of the PD currently available to both Reggio Emilia and BC ECE 

professionals, I decided to create a short film to engage a wider audience with such information. In 

this final chapter, key aspects of the ECPN will be discussed, along with a description of the short 

film I created to inform BC educators of its significance within the field of ECE. The chapter will 

also include a reflection of what I have learned in creating this project and areas for further 

research.    

Product  
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As explained in Chapter 1, one cannot regard just one element of the Reggio Emilia system of 

ECE and leave the rest aside, as doing so would harm the whole (Cagliari et al., 2012). 

Correspondingly, embracing a REA exclusively would mean overlooking those less provisional, 

structural elements (e.g., pedagogistas) that support its social constructivist underpinnings. In BC, 

such structural elements have been advocated for in numerous publications (Kim & Hughes, 2018; 

Kummen & Hodgins, 2019; Pacini-Ketchabaw & Hodgins, 2018; Pence & Pacini-Ketchabaw, 

2008; Vintimilla & Pacini-Ketchabaw, 2020)) and burgeoned with the establishment of its Early 

Childhood Pedagogy Network (ECPN). Together, these developments suggest that ECE 

professionals, administrators, and stakeholders have become cognizant of the correlation between 

professional learning/pedagogical support and quality educational experiences, and are beginning to 

consider the role of such in transforming pedagogy. For this reason, the video I created (see 

Appendix 1) not only describes BC’s contemporary system of PD, but also highlights what is 

necessary for the assurance, maintenance, and establishment of quality ECE. Reflecting my 

literature review, the film overviews similarities between the REA and BC’s early learning 

curricula. It does so to establish necessity and efficacy of Reggio Emilia PD and BC’s 

corresponding ECPN. The film expands on the aim and theoretical framework of these PD systems 

to grow awareness and interest. 

BC’s Early Childhood Pedagogy Network 

Although only very recently established, BC’s ECPN has already established a network 

of pedagogists who are regularly engaging and participating in continuous, active, and collective 

learning with/in the network. However, in February 2020, when the government of BC invested 2-

million dollars in the network, the hope had been that each ECPN pedagogists work with up to 45 
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ECEs with/in groups of early learning programs (BC Ministry of Children and Family 

Development, 2020). The aim being that the ECPN extend on the work of the pedagogical 

facilitators who were a part of the IQ or Facilitators Projects (ECPN, 2020a). Unfortunately, these 

developments and initial arrangements came at an inopportune time and were significantly 

impacted by a global pandemic. As such, much of the pedagogical work and/or professional 

learning being supported by the ECPN is being delivered by those pedagogists whom were already 

situated within communities of practice. In addition, information about the network appears to be 

absent from some major media platforms (e.g., Instagram, Facebook, YouTube), so that it has not 

yet reached BC’s entire ECE community. Consequently, the short film I have created will introduce 

the ECPN and the system of PD it hopes to support. It will provide information and links to engage 

BC early learning professionals with the network’s approach to PD, or alternatively, to initiate their 

active and career-long engagement with/in it.  

Developing the Product  

Bringing my learning back to others, and finding a way to provide a wider audience with a two-

minute snapshot of Reggio Emilia’s approach to professional development and support and BC’s 

ECPN, offered me an opportunity to engage with some of challenges faced by amateur filmmakers.  

Transforming my ideas into moving pictures proved a slow and difficult task. I grappled with the 

idea of only submitting a short, simple film meant primarily to grab viewers attention (see 

Appendix 2), but felt that something more substantial was expected for my final master’s project. In 

addition, though I had close friends and a partner with experience in professional filmmaking, the 

ethical limitations of the project meant I could not use live actors, and therefore, could not benefit 

from their expertise. Knowing the film would have to be animated or text-only, I first had to find a 
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program suited to someone with limited experience in film-making or digital animation. In my 

search, I found user-friendly animation software that offered digital tools designed specifically for 

educators and students. Consequently, choosing to create my film using this particular software, 

meant the experience might be translated into my work with children. Subscribing to this platform, 

I decided to jump into the movie-making without script or lay-out. Loosely following the outline of 

my literature review, I presented the information I wanted to convey on approximately a dozen 

slides, playing with some simple animation, text, still, and moving backgrounds. I then added and 

synced narration over every slide. This process saw me re-writing, re-recording my voiceover 

numerous times for every slide and re-organizing the animation accordingly. Completing a first 

draft of the film, I went ahead with the task of posting or publishing it, where I was met with 

unforeseen ethical questions.  

For example, when corresponding with an ECPN member, I discovered that any public service 

announcement related to the network required their approval. Always perceiving videos posted to 

YouTube, Instagram, Facebook, or TikTok to be outside the creative limitations (e.g., copyright 

infringement, fact-checking) of television networks or official websites, I had not considered that 

my film, or the films of other amateur filmmakers, would be removed if deemed misinformed. I 

pondered over the idea of publishing the film anyway, under the assumption that the media 

platforms would be those responsible for any false information or copyright concerns. Also, that it 

would likely be viewed as more of an personal opinion piece rather than an official announcement 

from the ECPN. However, I decided to not publish the video, and instead, shared it with the 

Network to await their approval. This unanticipated obstacle meant that my film might never be 

published, nor fulfill its intended purpose. Engaging with such challenges, allowed me to reflect on 
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those faced by others who have also attempted to make their ideas more accessible for a wider 

audience.   

Reflection and Recommendations 

From the literature, it is clear that the scope of Reggio Emilia’s influence within ECE extends 

well beyond pedagogy. Learning from these works, I have gained understanding of the depth and 

expanse of the REA’s social constructivist roots, as well as the practices and structural elements 

that can help nourish and sustain them. In addition, learning from current literature, projects, and 

initiatives from within BC has provided me with greater insight into the theories and pedagogies 

that are driving change and current trends here, and highlighted areas potentially falling behind. 

My practical experience working with the REA, together with the widespread feelings of frustration 

and inadequacy encountered when our programs became part of a designated Reggio Emilia 

inspired learning centre, was the driving force behind my choosing this topic. Encountering both the 

positive and negative consequences of that experience, as well as by examining the research and 

engaging in conversations throughout my master’s program, I have gained new appreciation for the 

educational experiences facilitated in the Reggio Emilia learning centres in Italy. Though many 

topics drew my attention during the program, I knew I would not feel comfortable delving deeper 

into any of them without confronting the sources of concern or difficulty present in my day-to-day 

work with children. As such, this project became a way to more closely examining the elements I 

felt were absent in our Reggio Emilia inspired programs. By exploring the resources, professional 

learning, and non-contact time provided to Reggio Emilia early learning professionals, I hoped to 

discover practices and resources that could be shared with colleagues and incorporated into our 

programs. 
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Reflection  

Developing the research and practical components of this project, and engaging in conversations 

and the coursework throughout my master’s, I have had several enduring learning experiences and 

insights.  

An especially valuable take-away from developing this graduate project has been my exposure to 

the social constructivist understanding that suggests that no absolute truths exist where educational 

theory or pedagogy are concerned. From my previous experience with the REA, I had understood 

that the principles and pedagogies it prescribes exist within a specific cultural and historical 

context; however, I had not been aware that those ideas, including but not limited to methods of 

documentation or shared image of children, were changeable. Correspondingly, I had understood 

that Reggio Emilia’s approach to early learning required a level of collaboration not typically found 

in Canadian contexts. By examining the literature on the REA, and engaging more deeply with the 

work of Rinaldi (2001, 2006, 2012), I began to understand that the pedagogies and philosophies 

typically associated with the REA are believed to reside in a state of infinite transformation. 

According to Rinaldi, Reggio Emilia’s community of learners are committed to continually 

redeveloping and reconstructing the philosophies and pedagogies they work together to develop and 

construct. Engaging with this understanding, I discovered that the only constant or tangible take-

away of the REA is the practice of collaboration/participation and an engagement with social 

constructivism. This realization provided me greater insight into the role of pedagogistas and the 

developments occurring in BC within ECE. 

Prior to the development of this project, I believed research and projects related to pedagogistas 

in BC did not align with the REA. In the BC context, pedagogists are responsible for deconstructing 
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and reconstructing typical practices and notions related to teaching and learning together with ECE 

professionals and with/in ECE programs. Alternatively, I believed the role of Reggio Emilia 

pedagogistas was to work with and aid educators in implementing a fixed framework for early 

learning., Gaining a deeper understanding of the approach, I began to recognize their role in 

continuous professional learning. It became clear that within both contexts pedagogist(a)s embody 

an invaluable component in supporting a social constructivist approach to early learning, where 

collaborative professional relationships are essential.  

 Based on the literature and initiatives within the field, it is apparent that the REA continues to 

influence early learning pedagogy globally. In BC, the approach has been instrumental in the 

development of both BC’s New Curriculum (2016) and the BC Early Learning Framework (2008, 

2019). Both documents emphasize constructivist approaches to teaching and learning and position 

collaboration as a core-competency and central in the construction of new knowledge. While the 

latter demonstrates the depth of the REA’s influence in BC ECE. It has re-inscribed specific 

pedagogies and theories of learning from Reggio Emilia scholars (Rinaldi, 2001), and emphasized 

professional pedagogies aimed at facilitating ongoing change and the continual reconsideration of 

educational theory and practice. Learning about the relationship between social constructivism and 

the Reggio Emilia approach, I have acquired deeper insight into the work being done in BC, the 

change being engendered within educational contexts, the publication of new/updated learning 

frameworks, and the development of the ECPN to support educators in transforming their practice 

and engaging with contemporary curricula.  

Recommendations 
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While research has been published within the field of ECE (both in BC and in Canada) that 

explores the professional development practices of Reggio Emilia, Italy, a significant increase in 

qualitative research and literature is required to accurately reveal the effects of their diffuse 

pedagogical system on both professional and student learning. In addition, there is a lack of 

research that considers the value of Reggio Emilia’s professional development model outside the 

field of ECE, so that more studies are required to demonstrate how this model might be adopted in 

BC’s public education system. Accordingly, new areas of research should be generated that focus 

on Reggio Emilia’s system of ECE. These studies could include studies on professional 

development and support and other fixed components and/or infrastructural elements.   

From my research and understanding, more studies are needed that expand on professional 

development and pedagogical support within Reggio Emilia’s system of ECE, as they underpin 

their approach to early learning. Pedagogista are common figures in the literature on the REA; 

however, they are the focus of very few research-based studies. Qualitative research that addresses 

the voices of children, families, community, or practitioners, could consider how pedagogista 

impact the learning both facilitated and experienced by ECE professionals. Studies could explore 

specific examples of the work being done by pedagogistis in both Reggio Emilia and with/in 

programs inspired by the REA: how their responsibilities are upheld or what the professional 

learning they engender encompasses. Studies could also explore how theories and pedagogies have 

changed, and whether/how those changes have coincided with the PD and pedagogical support 

facilitated by a pedagogista. 

In addition, those studies that investigate the way in which pedagogistas participate in 

transforming pedagogy, could extend their research towards educational programs/settings for 
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children 5 and up. While there are plenty of articles and information on the benefits of the REA on 

the learning of children in higher grades, and a recent increase in learning frameworks for grades 

one through twelve that prescribe a philosophy of education that closely resembles the REA, little 

research looks to Reggio Emilia’s collaborative approach to PD for groups of professionals working 

with older children. As such, studies that explore the benefits of bringing pedagogistis or Reggio 

Emilia’s approach to PD into elementary school settings might be worthwhile. 

 Lastly, with BC’s and educational systems world-wide continuing to embrace the practices and 

theories of learning that constitute the REA, more studies could isolate and examine how specific 

parts of Reggio Emilia’s system of ECE effect learning. For example, researchers could explore 

how atteliers (art studios) and/or attelieristas (art educators) contribute to student learning and/or 

impact the teaching and learning experience of educators. Other structural components to be 

explored might include educational requirements for those entering the field, wages or provision of 

paid non-contact time for professionals, number and/or organization of professionals working 

with/in learning communities, and infrastructure of learning centres.  

Conclusion  

This project allowed me to investigate the literature on Reggio Emilia’s system professional 

development and support, and identify the practices and theories of learning that system supports. 

These practices and theories of learning include: dialogue, collective inquiry, reflection with/in 

communities of practice; building strong, collaborative professional relationships; and social 

constructivism. By situating Reggio Emilia’s model for PD within a BC early learning context, I 

was able to examine BC’s New Curriculum (2016), the BC Early Learning Framework (2019), as 

well as research being formulated here, and distinguish the depth of the Reggio Emilia’s influence.  
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By outlining current projects, strategic plans, and ECE curricula within BC, I aim to make clear 

that provision of non-contact time, and continuous, collaborative professional learning (assured by 

Reggio Emilia’s diffuse pedagogical system) is invaluable for the early learning experience BC 

hopes to support. It is my hope that educators do not resign to the understanding that the resources, 

learning, and support they feel they require are unattainable or unimportant and that they are 

challenged and encouraged by the changes occurring in BC to become active agents in the 

construction and transformation of early childhood pedagogy.       
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