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ABSTRACT
We educators may have been obsessed with perfection, expertise, polished
experiences and performances too much for too long. Where is the human? Ironed
out? This provocative opinion paper is a collection of the authors’ reflections based on
experiences, observations, ideas and readings. We invite educators to consider and
explore what may help them (re-) connect with their inner selves and others socially,
emotionally and cognitively in the context of learning and teaching in HE during the
COVID-19 pandemic and beyond. With reference to a collaborative creative initiative
that was implemented under the auspices of the Global OER Graduate Network, the
paper aims to instigate a discussion around the importance of building and sustaining
effective relationships in HE. These are perceived as the drivers that potentially boost
participation and student success using collaboration, creativity and openness.
Working in partnership with students, recognising and accepting individuality as well
as creating opportunities for connection can support the operationalisation of these
reflections in practice.
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CONTEXT
The COVID-19 pandemic is here. It has shown us the real value of being ourselves, real people
with imperfections and insecurities, who are longing to share, relate and connect with other
people and ideas. In pandemics, however, one needs protection. Relatedly, we have heard a lot
about Personal Protective Equipment (PPE) (or the lack of it…) during the pandemic. Based on
their experiences and observations, Chatzidamianos and Nerantzi (2020) stitched together a
different kind of PPE specifically designed for Higher Education (HE). This PPE consists of People,
Positivity and Emotions and through this the importance of the social and emotional aspects of
learning and teaching especially during challenging times are illuminated. This PPE sheds light
on the importance of the relational aspects of teaching and learning which makes it particularly
relevant to this paper.
But we always knew… that we are by nature “social animals” (Aristotle, writing in 350BC). Freire
(2007: 33) noted, over two millennia later, “[T]o be in the world necessarily implies being with
the world and with others.” It is that togetherness we are longing for during the time where
social distancing has become the new normal and which has also been our Achilles’ heel in the
fight against the virus. Bozkurt and Sharma’s (2020: i) words are a powerful reminder of our
current reality: “Today we are living in a strange new world where to be social means to keep
distance, and weirdly, to be labelled positive has negative connotations”.
Digital networked technologies create alternatives to physical contact and restrict social
distancing to its physical dimension. Meanwhile, new opportunities for connection and a different
type of togetherness are possible. Just imagine this pandemic broke out 20 years ago… Palmer
(2007: 11) notes that “Good teachers possess a capacity for connectedness. They are able to
weave a complex web of connections among themselves, their subjects, and their students so
that students can learn to weave a world for themselves.” That human web has been enabled
and strengthened through digital networked technologies available for over 20 years now, yet
a different social inequality has emerged. The digital divide (Killen & Langer-Crame 2020) has
left many in society with restricted or even no access to what has now become part of the
essential digital toolkit and others may need help in understanding how to use it. These are
important issues that need to be addressed in order to enable, foster and sustain democratic
participation in learning and educational opportunities. Such opportunities will target those
who need them the most and are excluded by default as they have no or only limited access to
digital and networked technologies used in learning communities.

CONNECTIONS, COLLABORATIONS AND COMMUNITY
When we talk about connections, can this also mean community? Siemens (2006: 112) makes
this link by recognising that “essentially, a community is a connection-forming space.” A space
that is not occupied by heartless cognitive machines, but by people fuelled by experiences,
stories, emotions and social relationships. Taken together, these feed and shape our affect,
wellbeing and growth, individually and collectively. This is what moves people forward and
upwards but also accompanies us to live to the full in the moment, the now and be alive with
all our senses and be curious about the world around us, imagine, be disappointed, experiment,
fail, try again, invent.
Our relationships are fundamental in how we feel about ourselves, others and the world. This
does not only apply to our personal lives and the communities we live within. HE lives through
the communities it serves. Although Bloom’s (1956) early work emphasised the importance
of moving towards higher order thinking in the cognitive domain, one can only wonder; what
about the affective and the kinaesthetic domains which play an equally important role in the
ways we learn and are fundamental within relationships?
HE is the engine that creates and disseminates knowledge. While these functions are
fundamental, HE is also about the human beings, us, our relationships with each other,
communities, society and the world and how the interaction between these can empower
us to make a positive change. Is this an overly romantic view? Or is it simply the core purpose
of HE which is no longer being fulfilled. Murphy and Brown (2012: 645) talk about the need
for a relational pedagogy stating that such “an approach to HE is needed which recognises
that learning comes from interrelational experiences that address academic, intellectual and
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social agendas, where values are explicitly articulated as part of the student experience.”
The role of relationships is reflected in a number of evidence-based pedagogical frameworks,
empirical and conceptual ones, that have been developed to support learning and teaching
in a digital world. In her review, Nerantzi (2017) identified that such frameworks have four
common enabling factors for learning supported by technology: 1. Tutor support, 2. Activities,
3. Choice, 4. Community. These factors can provide a useful guide also in the context of block
teaching (Nerantzi & Chatzidamianos 2020) as they help focus on what can make a difference
to students. Within the Community of Inquiry Framework (Garrison, Anderson & Archer 2000)
the importance of teacher and social presence to complement cognitive presence in order to
establish a community is recognised. While Shea, Hayes and Vickers (2010) found that tutor
visibility plays a significant role in establishing a community, a review of the Community of
Inquiry Framework by Armellini and De Stefani (2016) illuminated the central role social
presence plays in building and sustaining a community of inquiry. The more recent work by
Gilpin (2020: 39) also highlights the importance of social interaction and collaborative learning
as enablers for online settings whereby students are “craving authentic interactions”.
These, however, are not new constructs within the education literature. In his early work
Experience and Education, Dewey (1938) pioneered the idea of interactions in teaching and
learning, and their fundamental role in providing a transformative life experience to students.
Dewey’s ideas have been operationalised through what is known as experiential learning, but
can also be seen through the marketisation of HE where institutions invest in the ‘student
experience’. Although ‘experience’ remains a contested construct with multiple scholars
debating its epistemological and ontological conceptualisation, our understanding of the
concept follows that of Beard (2010: 17), who argues that
“…a sense-making process involving significant experiences that, to varying degrees,
act as the source of learning. These experiences actively immerse and reflectively
engage the inner world of the learner, as a whole being (including physical-bodily,
intellectually, emotionally, psychologically, and spiritually) with their intricate ‘outer
world’ of the learning environment (including belonging and acting—the conative—in
places, spaces, within the social, cultural, and political milieu) to create memorable,
rich, and effective experiences for, and of learning”.
Connections, collaborations, learning communities and our physical, cognitive and emotional
interactions with them could prove to be an effective way towards meaningful and transformative
teaching and learning practices. With the sense of safety being threatened as a result of the
COVID-19 pandemic, how could community and the relationships we develop within these,
however, make us feel safe? The need for safety could be operationalised by the development
and fostering of educational spaces where we can open up, be our real selves, trust each other,
develop confidence in ourselves. Such spaces can help people express and develop, forgive and
tolerate but also respect, accept and celebrate others as they are, with their imperfections,
magic uniqueness and human creases. In experiential education, Jeffs and Smith (2005: 59)
argue that learning is liberating as it allows people ‘to be “set free”’. For Nerantzi (2017) this is
achieved through community learning experiences designed for HE staff as learners engaging
in open academic development courses, as a phenomenographic study showed. This is because
community in open and online settings was found to be experienced in three distinct ways:
1. Learners were seeking to be part of a community and cultivated social relationships
within the course. Synchronous video meeting technologies helped them in this process.
The cross-boundary nature of the groups was especially attractive to participants and
generated increased interest for each other.
2. Learners were seeking to be part of a local or existing support community, outside the
course, with individuals they already knew and had common interests with.
3. Learners also saw the course as a community that continued beyond the pre-defined
course timeframe. The cross-institutional and cross-boundary dimensions of the course,
that also brought together formal and informal learning using social media, presents a
new academic development approach that is a continuum.
Community seems to be an enabling factor for collaboration as the above study indicates; also
advocated by Gilpin (2020) and Brown (2001) who believed that community can in fact boost
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collaboration. A study by Sadiq (2021) during the pandemic also confirmed the power of virtual
communities for academics to come together to support each other, learn together and feel a
sense of togetherness. These findings confirmed Nerantzi and Gossman’s (2018) call for a new
model for academic development based on Siemens’ (2006: 40) notion of community-based
learning – something previously also suggested by Brown (2001). Ehlers (2020) more recently
highlighted that learning communities play a key role for learning. While Alberti (2020: online)
suggests that community is “critical to preventing unwanted loneliness” and feeling connected
emotionally, Bozkurt et al. (2020) highlight the need for more innovations in developing and
fostering community. Finally, James and Brookfield (2014) propose that nurturing creativity in
communities can make a difference in student engagement, participation and learning.
Why is it, however, that ‘engagement’ often seems to be perceived as something that relates
predominately to the degree a student engages with the course and associated learning
activities (Dunbar-Morris et al. 2021)? What about the academic’s authentic
engagement, beyond presence and visibility? hooks (1994) calls for a confessional
approach where academics model risk taking, opening up and experiential storytelling as
these strategies can bring students and academics closer together and help them establish
humane connections and relationships during the learning process. They note
characteristically that
“In my classroom I do not expect students to take any risks that I would not take,
to share in any way that I would not share. When professors bring narratives of
their experiences into classroom discussions it eliminates the possibility that we
can function as all-knowing, silent interrogators. It is often productive if professors
take the first risk, linking confessional narratives to academic discussions so as to
show how experience can illuminate and enhance our understanding of academic
materials. But most professors must practice being vulnerable in the classroom,
being wholly present in mind, body, and spirit.” (hooks 1994: 21).
Admittedly, not all disciplines lend themselves to confessional narratives that can enhance
a session; nor can all academics become more confessional as hooks (1994) might have
preferred. In our experience from teaching in a Department of Psychology, however, we know
from student feedback that sessions where we have shared work experiences about
patients from clinical practice, or our own career trajectories, or even anxieties for a deadline
that we have to meet (e.g. funding application) were very positively commented. Consider the
student feedback below:
“when you shared in class that for your CPD1 you also study for an MSc and work
towards your dissertation submission deadline, I felt that you can relate with us on a
different level because you and we are all going through the same journey together”
(anonymous student feedback, Manchester Metropolitan University, 2021).
Sharing a personal challenge (i.e., meeting a deadline) formed the foundation upon which a
connection was formed. It is such confessional attitudes that we feel would benefit relationship
building with students. It is such confessional attitudes that would model to students how to
take risks and that it is OK to be vulnerable with others. It is such confessional attitudes that
would indicate how deeply an academic engages with their students. A prerequisite, of course,
is the existence of a safe space where sharing can happen.
If indeed we can harness the power of community or communities for learning even further,
creating safe spaces within these will be important. In communities we seed and nurture
relationships of trust that will help us grow emotionally and socially, not just for life but also for
learning and teaching as these are not activities or processes that happen outside the human
experience but within it. Social and emotional learning is often explored in the context of school
education (CASEL 2020). It is, however, equally important in HE. Murphy and Brown (2012: 648)
recognise this and advocate for a relational pedagogy for HE as an alternative to managerial
and consumeristic strategies. The authors suggest that
“rather than offering a pathology of student learning or failure of tutor skills and
techniques, a relational pedagogy locates failures, crises and difficulties within the
relationships that the student establishes with tutors, peers, the institution (as a
disembodied other) and the discipline under study.”
1

CPD: Continuous Professional Development.
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Endorsing such a relational approach to teaching and learning could potentially help the
university community as a whole to develop, through the identification of challenges that can
collectively be addressed. Indeed, the system of student reps, which is well-established across
the UK HE sector, works towards this direction by fostering a collaborative partnership between
the student body, the academic staff and the support services.

OPENNESS AND CREATIVITY IN FOSTERING COMMUNITY
How can we keep our curiosity and imagination alive? How can we grow it and what are the
conditions to make this happen (more)? Judson (2019: online) suggests that “we live and thrive
in communities. We imagine ideas, stories and images that unite us and help us evolve within
communities”.
The importance of emotional learning also features in the affective dimensions of student
feedback (Ajjawi & Boud 2018). To that front, open education might help. Weller (2014: 136)
states that “sharing as widely as possible should be at the heart of educational practice”.
The Open Education Movement and its people, their resources, practices and research,
worldwide have been sharing their work generously to make education accessible to all as a
social mission and also support the United Nations Sustainable Development Goal 4: Ensure
inclusive and equitable quality education and promote lifelong learning opportunities for all
(United Nations 2015). Networks and open communities of practitioners and researchers have
created hubs for such sharing, peer support and innovations. Examples include the #phdchat
community that is fostered via a hashtag on Twitter and is widely used by PhD researchers
for informal peer support and the #femedtech collective that advocates for gender balance
for all those practising and researching in educational technology. In a phenomenographic
study into open cross-institutional academic development Nerantzi (2019b) found that open
cross-boundary communities that bring together diverse individuals (staff and students) from
different disciplines, backgrounds and sectors can be particularly transformative for fostering
relationships and boosting learning and development. The leaky institution (Wall 2015), the
unbounded curriculum (Hall & Smyth 2016) and the porous university (Macintyre 2016) are all
concepts that lie within the boundary crossing opportunities presented for HE. Traditionally,
university courses are available for those registered formally and involve a more closed group
of students. Cross-boundary learning experiences are more porous and public and seamlessly
mix formally registered students or learners with open learners and potentially experts that
have no formal association with the particular course or the institution. It is the diversity of
voices, people and backgrounds that acts as a curiosity trigger and motivator and can enrich,
open-up our worldview and foster human relationships that are supportive and often lead to
social connections and collaborations (Nerantzi 2017; Roberts et al. 2020). Treviranus (2016:
7) emphasises that “it is our variability that gives us collective strength” and this is what is
often experienced in such open communities where like- and other-minded individuals are
coming together and often connect on a humane level creating relationships that can be
lasting. However, for such Open Education Practices2 to be successful, Funk (2021: 1) argued
that we need to foster cognitive compassion as opposed to “a panic-induced care narrative for
more sustainable caring academic and professional capabilities”. Modelling such behaviour,
the author argued, could help students develop their own agency through the realisation that
respecting different perspectives openly and with compassion is effective. Moving away from
an emotionally driven intimacy, Funk (2021) placed special emphasis on the term “authentic
care” towards students as a means to achieve a more sustainable framework of practising
cognitive compassion. Such an approach would be particularly effective in diverse student
cohorts (backgrounds and disciplines) who, however, share similar needs.
Meanwhile, creativity also plays a key role in bringing people together (James & Brookfield 2014).
Before the pandemic, Crawford et al. (2018) in their report on a major research project funded
by the Arts and Humanities Research Council, UK, found that creative arts practised within
communities have the power to reduce social isolation, help individuals express emotionally
and cognitively, feel better about themselves and heal. We have indeed seen this in a plethora
2
Open Education Practices are “collaborative practices that include the creation, use, and reuse of OER, as
well as pedagogical practices employing participatory technologies and social networks for interaction, peerlearning, knowledge creation, and empowerment of learners” (Cronin, 2017: 4).
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of ways during the pandemic and the explosion of arts practices and playful experimentation
widely shared through social media channels that evidence the appetite of individuals to engage
and participate to bring positivity, purpose and a sense of wellbeing (e.g. #badbugsbookclub,
#EdDev #knitting, #makeatgrow, #creativeHE, @64 Million Artists). Creativity, however, is not
equally important in all disciplines, subjects and professional areas. When we think about
creative learning and teaching, we know that some of the approaches are often seen as risky
and are often eliminated (Nelson 2018). As Nelson notes, we often indirectly penalise creativity
by focusing on how well a student’s work is constructively aligned with the learning objectives.
Although well intended, constructive alignment encourages a rather ‘mechanistic scoping
and strategy’ in the student ‘rather than curiosity’ (p. 41). Creativity, however, is perhaps,
misunderstood. By creativity we mean being resourceful and inventive in everyday activities with
the view to problem-find and problem solve in ways that improve and add value to a process, an
output or a product. Creative approaches are vital for learning and teaching (James & Nerantzi
2019) including learning through play, making and storytelling. Brown (2009: 197) recognises
that “play sets the stage for cooperative socialization. It nourishes the roots of trust, empathy,
caring, and sharing.” While play has often been seen as “kid stuff” and “trivial” (Nussbaum
2013: 118) a shift is happening whereby play and playful learning are increasingly recognised
as a valid learning and teaching approach that is entering and spreading across HE in a range of
applications (James & Nerantzi 2019). Indicatively, the conceptual Playground model (Nerantzi
2015; 2019a) that was constructed based on community-based learning experiences in open
settings and particularly the course and open community Creativity for Learning (#creativeHE),
marries the Three Main Theories of Teaching (Ramsden 2008); the Creativity and Learning
Ecologies (Jackson 2015) with the Cognitive (Bloom 1956), Affective (Krathwohl, Bloom & Masia
1964) and Psychomotor Domains (Harrow 1972; Simpson 1972). It is the application of such
a model that creates the necessary safe spaces discussed earlier, within which trust can be
developed, connections can be formed and community is fostered.

AN EXAMPLE FROM PRACTICE
In this section, an example from practice linked to an open community is presented with the
view to demonstrate how openness and creativity can help towards relationship building,
completion of studies at doctoral level, engaging in collaborative projects and generating
outputs.
The Global OER Graduate Network (GO-GN) was started in 2013 by Fred Mulder (Open University
in The Netherlands) and Rory McGreal (Athabasca University, Canada). Led by Martin Weller
(The Open University, U.K.) and funded by the William and Flora Hewlett Foundation, the GOGN brings together doctoral students in open education at various stages of their journey. It
has since become a vital, effective and caring hub for peer academic and emotional support.
Sharing and collaboration within GO-GN extends beyond individual doctoral journeys. Mantai
(2017: online) recognises that “[I]t is no secret that it takes a village to raise a PhD graduate.”
The need for support beyond the supervisory team is recognised also by Bastalich (2017) who
argues that peer support networks are extremely important for doctoral students. Experiences
in GO-GN seem to confirm this (Weller et al. 2020).
During the COVID-19 pandemic a GO-GN collaborative picture book project brought together
GO-GN members and alumni and supported a GO-GN Fellowship (Nerantzi 2020). Through this
work, a GO-GN picture book team was formed. Members of the team were keen to contribute
to something novel, which was outside the boundaries of their specialisation and expertise
and were prepared to experiment and immerse themselves in new experiences. Through open,
collaborative and creative work the team who practised in different parts of the world, felt that
they were in a safe environment in which judgement was suspended, where they could be
truthful to themselves and have their diverse voices heard and considered (Corti et al. 2021;
Pulker & Nerantzi in press). They, therefore, felt motivated to contribute to something they
had never done before, took risks and were prepared to experiment and immerse themselves
in new experiences that were not always comfortable. Following a co-designed co-produced
approach, the GO-GN picture book team reached out to the GO-GN and the wider open education
communities for input and critique on the book during all stages of development and production,
including the writing and illustrating of the story. The team’s openness to otherness, different
perspectives and novel ideas but also the suspension of judgement during the creative process

Nerantzi et al.
Journal of Interactive
Media in Education
DOI: 10.5334/jime.668

6

fostered an inclusive space and indeed a community in which everything was respected and
considered. This creative collaborative project seems to have further strengthened their personal
and professional connections and relationships and led to the creation of a truly collaborative
output that provided a shared sense of ownership. The picture book is publicly available and has
been translated into over 20 languages thanks to members of the team and the wider open
education community who embraced this project (Nerantzi et al. 2021). While this project is an
example of how a community of learners can engage in creative activities and collaboration
to strengthen their relationships and produce a co-created shared output, it also provides
food for thought of how such activities could be used more widely within undergraduate and
postgraduate courses in HE to foster cross-boundary learning and teaching opportunities.

WHAT CAN WE PRACTICALLY DO?
Rapid shifts happened during the pandemic. Despite the challenges relatively seamless
learning and teaching was enabled thanks to enormous efforts by educators, students and
their institutions. Overnight, online (and in some cases blended and hybrid) delivery became
the norm for HE institutions. Based on the above exploration we provide some practical advice
on how educators could further develop staff and students’ relationships in online and blended
settings that we hope will be of value during and beyond the pandemic.

WORKING IN PARTNERSHIP WITH STUDENTS IS CENTRAL
As with every relationship, dedicated opportunity and time is needed for the interrelated
experiences to bring positive outcomes. Building and sustaining the social aspect of learning
through authentic relationship with our students but also supporting relationship building among
students is vital. Focusing on the relationship, we need to think whether we are developing a new
relationship with a specific student group or whether we need to adapt an existing relationship
to address the evolving changes in expectations, resources and demands. If the former, then
more effort is needed in relating and we have seen this happening during the pandemic as
educators recognised, perhaps more than ever before, the importance to connect with their
students. Consider offering a safe space for the student group and the educator to build these
relationships and be part of the group. Also, assessing students’ learning needs and identifying
possible strategies in collaboration with students to harness the diversity they bring and create
stimulating and inclusive learning experiences. These can boost their motivation to actively
participate, have choice and succeed while also feeling supported and motivated to learn. The
collaborative way of accessing this information will strengthen relationships and could potentially
buffer the side effects of continuous change. Remember that it is important to remain open and
connected with the people and the process. Students may feel lonely. How can we help them
feel part of the group or the learning community? And what role can their peers play?

RECOGNITION AND ACCEPTANCE
Students and educators entering a new relationship or an adapted relationship due to course
changes, systemic or wider socio-political reasons, are likely to experience gains but also losses.
They will bring their own expectations, learning autobiographies and this will interact with what
is on offer. By using our capacity for connectedness, we need to recognise/acknowledge the
emerging opportunities and difficulties. Managing our expectations but most importantly our
students’ expectations is crucial. Acknowledge when something has not worked so well. Work
with the students to address any challenges we can, together. Students are more likely to
accept changes when there is a positive learning relationship which has been developed
based on openness, trust and collaboration (cf. confessional approach: hooks 1994).

DEVELOP CREATIVE OPPORTUNITIES FOR CONNECTION
Some of these may be new to us and our students in an HE context. Remember, the goal is to
connect, remain connected and achieve optimal engagement in whichever way engagement
can be defined. This could be by developing a community to foster social learning or by bringing
students and educators together to ‘do things’: sharing personal stories and experiences, for
example, can lay the foundations to form relationships, enhance and sustain them. This, of
course, needs to be operationalised to the degree and the depth that students and staff feel
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comfortable with. They can help the educator and students to open up, get to know each
other better, discover shared interests and aspirations and, therefore, feel more connected to
each other. Utilising creative and playful approaches can speed up the socialisation process
and community building but also helps students use their resourcefulness, imagination and
creativity for their personal well-being. It also boosts their engagement and performance as
they will continue to expand their repertoire of tools and strategies for learning (Lister, Seale &
Douce 2021). The students will also feel an improved sense of belongingness and connection
with the group, which now includes the educator (Brantmeier 2013; Resnick 2017).
For some, if not for most educators, the new opportunities might pose a challenge as we will have
to take risks, dare to try, and learn new approaches also supported or enabled by technologies,
and engage in ways outside of our comfort zone. Using a new educational technology just for
the sake of using it, however, is potentially more problematic than relying on an out-of-date
learning tool that is tested, and that the user knows how to use to its full potential. Relatedly and
whilst moving away from the notion of technological determinism (i.e. technology as causing
the change, Duffy & Henry 2016), Stokes (2012: 8) argued that ‘technology has no impact on
its own – it all depends [on] how we use it’. Hence, practitioners will need to invest the time and
the emotional resources to adapt to the new and more creative approaches to learning, which
for some will be a challenge. To that front, reflection, peer support and staff development can
help educators to open up, share and develop their practice to make a difference to students’
engagement and their learning.

CONCLUSION
This article has illustrated the value of creating human relationships in learning and teaching
and how this can be achieved through openness, collaboration and creativity through a GOGN example and related experiences. Opening-up practice to create opportunities for more
connected learning and development can transform learning and help educators as learners
and students to join up with professional networks. Such practices can foster a culture of sharing,
openness and collaboration that strengthens diverse connections and opens minds to a wide
range of perspectives that have the potential to build genuine, inclusive and non-judgemental
human relationships and create agency to work together for the social good. The lessons
learnt based on this collective exploration bring together creativity, community and openness.
While these have been studied extensively independently, in this article we have brought these
together to illustrate their potential interconnectedness and value to foster togetherness. We
acknowledge that our ideas have not been empirically tested but are put forward with the view
to trigger further discussions, reflections and a refocused way of approaching our practice.

COMPETING INTERESTS
The authors have no competing interests to declare.

AUTHOR AFFILIATIONS
Chrissi Nerantzi
orcid.org/0000-0001-7145-1800
Manchester Metropolitan University, GB
Gerasimos Chatzidamianos
orcid.org/0000-0002-8372-1668
Manchester Metropolitan University, GB
Haroula Stathopoulou
orcid.org/0000-0002-4812-5887
City, University of London, GB
Efthymia Karaouza
orcid.org/0000-0003-2075-6879
Lancaster University, GB

REFERENCES
Ajjawi, R and Boud, D. 2018. Examining the nature and effects of feedback dialogue. Assessment and
Evaluation in Higher Education, 43(7): 1106–1119. DOI: https://doi.org/10.1080/02602938.2018.1434128
Alberti, FB. 2020. Coronavirus is revitalising the concept of community for the 21st century. The
Conversation, 29 April. Available at https://theconversation.com/amp/coronavirus-is-revitalising-theconcept-of-community-for-the-21st-century-135750?__twitter_impression=true.

Nerantzi et al.
Journal of Interactive
Media in Education
DOI: 10.5334/jime.668

8

Armellini, A and De Stefani, M. 2016. Social presence in the 21st century: An adjustment to the
Community of Inquiry framework. British Journal of Educational Technology, 47(6): 1202–1216. DOI:
https://doi.org/10.1111/bjet.12302
Bastalich, W. 2017. Content and context in knowledge production: A critical review of doctoral
supervision literature. Studies in Higher Education, 42(7): 1145–1157. DOI: https://doi.org/10.1080/03
075079.2015.1079702
Beard, C. 2010. The experiential learning toolkit: Blending practice with concepts. London: Kogan Page.
Bloom, BS. 1956. The cognitive domain: Taxonomy of educational objectives handbook I. New York: David
McKay Co Inc.
Bozkurt, A, Jung, I, Xiao, J, Vladimirschi, V, Schuwer, R, Egorov, G, Lambert, SR, Al-Freih, M, Pete, J,
Olcott, D, Jr , Rodes, V, Aranciaga, I, Bali, M, Alvarez, Jr, AV, Roberts, J, Pazurek, A, Raffaghelli, JE,
Panagiotou, N, de Coëtlogon, P, Shahadu, S, Brown, M, Asino, TI, Tumwesige, J, Ramírez Reyes, T,
Barrios Ipenza, E, Ossiannilsson, E, Bond, M, Belhamel, K, Irvine, V, Sharma, RC, Adam, T, Janssen,
B, Sklyarova, T, Olcott, N, Ambrosino, A, Lazou, C, Mocquet, B, Mano, M and Paskevicius, M. 2020.
A global outlook to the interruption of education due to COVID-19 pandemic: Navigating in a time of
uncertainty and crisis. Asian Journal of Distance Education, 15(1): 1–126. DOI: https://doi.org/10.5281/
zenodo.3778083.
Bozkurt, A and Sharma, RC. 2020. Education in normal, new normal, next normal: Observations from the
past, insights from the present and projections for the future. Asian Journal of Distance Education,
15(2). Available at http://asianjde.org/ojs/index.php/AsianJDE/article/view/512/329.
Brantmeier, EJ. 2013. Pedagogy of vulnerability: Definitions, assumptions, and applications. In: Lin, J,
Oxford, RL and Brantmeier, EJ (eds.), Re-envisioning higher education: Embodied pathways to wisdom
and transformation. Charlotte, NC: Information Age Publishing.
Brown, RE. 2001. The process of community building in distance learning. Journal of Asynchronous
Learning Networks. 5(2). Available at https://olj.onlinelearningconsortium.org/index.php/olj/article/
view/1876/707. DOI: https://doi.org/10.24059/olj.v5i2.1876
Brown, S. 2009. Play. How it shapes the brain, opens the imagination, and invigorates the soul, New York:
Penguin books.
CASEL. 2020. Reunite, renew, thrive: Social and Emotional Learning (SEL) roadmap for reopening school,
July 2020. Chicago, IL: Collaborative for Academic, Social, and Emotional Learning. Available at SELROADMAP.pdf (schoolcounselor.org).
Chatzidamianos, G and Nerantzi, C. 3 June 2020. Stripping the layers of the onion in learning and
teaching in HE: Positive lessons learned from working during a pandemic. Advance HE [online]. June
2020. Available at https://www.advance-he.ac.uk/news-and-views/stripping-layers-onion-learningand-teaching-he.
Corti, P, Pulker, H, Nerantzi, C, Bentley, P, Fransman, G and Roberts, V. 12 February 2021. Our story and
our connection to it… #gognbp. Global OER Graduate Network [online]. Available at http://go-gn.net/
research/our-story-and-our/.
Crawford, P, Hogan, S, Wilson, M, Williamon, A, Manning, N, Brown, B and Lewis, L. 2018. Creative
practice as mutual recovery. Research Programme Final Report. University of Nottingham. Available
at https://www.artshealthresources.org.uk/wp-content/uploads/2019/03/2018-Creative-Practice-asMutual-Recovery-Final-Report.pdf.
Cronin, C. 2017. Openness and praxis: Exploring the use of open educational practices in higher
education. The International Review of Research in Open and Distributed Learning, 18(5). DOI: https://
doi.org/10.19173/irrodl.v18i5.3096
Dewey, J. 1938. Experience and education. New York, NY: Touchstone.
Duffy, R and Henry, M. 2016. Death by powerpoint: Alternatives for life. BJPsych Advances, 22(6): 420–
427. DOI: https://doi.org/10.1192/apt.bp.114.013078
Dunbar-Morris, H, Ali, M, Brindley, N, Farrell-Savage, K, Sharp, L, Sidiropoulou, MP, Heard-Laureote, K,
Lymath, D, Nawaz, R, Nerantzi, C, Prathap, P, Reeves, A, Speight, S and Tomas, C. 2021. Analysis of
2021 differing perceptions of quality of learning (final report). University of Portsmouth. DOI: https://
doi.org/10.6084/m9.figshare.16892494.v1.
Ehlers, U-D. 2020. Future skills. The future of learning and higher education. Translated by U-D. Ehlers, P.
Bonaudo and L. Eigbrecht. Karlsruhe: Springer. Available at https://nextskills.org/library/future-skills/.
Freire, P. 2007. Pedagogy of the heart. New York: Continuum.
Funk, J. 2021. Caring in practice, Caring for knowledge. Journal of Interactive Media in Education, 2021(1).
DOI: https://doi.org/10.5334/jime.648
Garrison, DR, Anderson, T and Archer, W. 2000. Critical inquiry in a text-based environment: Computer
conferencing in higher education. The Internet and Higher Education, 11(2): 87–105. DOI: https://doi.
org/10.1016/S1096-7516(00)00016-6
Gilpin, S. 2020. Fostering emerging online learner persistence. Journal of Teaching and Learning, 14(1):
29–43. DOI: https://doi.org/10.22329/jtl.v14i1.6253
Hall, R and Smyth, K. 2016. Dismantling the curriculum in higher education. Open Library of Humanities,

Nerantzi et al.
Journal of Interactive
Media in Education
DOI: 10.5334/jime.668

9

2(1): e11, 1–28. DOI: https://doi.org/10.16995/olh.66
Harrow, A. 1972. A taxonomy of psychomotor domain: A guide for developing behavioral objectives. New
York: David McKay.
hooks, b. 1994. Teaching to transgress, Education as the practice of freedom. Oxon: Routledge. DOI:
https://doi.org/10.3366/para.1994.17.3.270
Jackson, NJ. 2015. Finding our element. Creative Academic Magazine, 1, February 2015, 32–37. Available
at http://www.creativeacademic.uk/magazine.html.
James, A and Brookfield, S. 2014. Engaging imagination. Helping students become creative and reflective
thinkers. San Francisco, CA: Jossey-Bass.
James, A and Nerantzi, C. (eds.) 2019. The power of play in higher education. Creativity in tertiary
learning. London: Palgrave. DOI: https://doi.org/10.1007/978-3-319-95780-7
Jeffs, T and Smith, MK. 2005. Informal education, conversation, democracy and learning. 3rd ed. Derby:
Heretics Press.
Judson, G. 4 September 2019. Higher Education in the digital age: Imagination matters. imaginED
[online]. Available at http://www.educationthatinspires.ca/2019/09/04/higher-education-in-a-digitalage-imagination-matters/.
Killen, C and Langer-Crame, M. 2020. Student digital experience insights survey 2020: UK higher education
findings. JISC. Available at https://www.jisc.ac.uk/reports/student-digital-experience-insights-survey2020-uk-higher-education.
Krathwohl, DR, Bloom, BS and Masia, BB. 1964. Taxonomy of educational objectives, handbook II:
Affective domain. New York: McKay.
Lister, K, Seale, J and Douce, C. 2021. Mental health in distance learning: A taxonomy of barriers and
enablers to student mental wellbeing. Open Learning: The Journal of Open, Distance and e-Learning.
DOI: https://doi.org/10.1080/02680513.2021.1899907
Macintyre, R. 3 November 2016. The porous university. Open Educational Practices in Scotland [online].
Available at https://oepscotland.wordpress.com/2016/11/03/the-porous-university/.
Mantai, L. 3 October 2017. Pracademics – Teaching during the PhD. Teche Maquarie University’s Learning
and Teaching [online]. Available at http://teche.ltc.mq.edu.au/pracademics-teaching-phd/.
Murphy, M and Brown, T. 2012. Learning as relational: Intersubjectivity and pedagogy in higher
education. International Journal of Lifelong Education, 31(5): 643–654. DOI: https://doi.org/10.1080/0
2601370.2012.700648
Nelson, R. 2018. Creativity crisis. Towards a post-constructivist educational future. Clayton, Victoria:
Monash University Publishing.
Nerantzi, C. 2015. A playground model for creative professional development. Exploring Play in
Higher Education, Creative Academic Magazine, 2A, June 2015, 40–50. Available at http://www.
creativeacademic.uk/uploads/1/3/5/4/13542890/cam_2a.pdf.
Nerantzi, C. 2017. Towards a framework for cross-boundary collaborative open learning in crossinstitutional academic development. PhD thesis. Edinburgh: Edinburgh Napier University.
Nerantzi, C. 2019a. The playground model revisited, a proposition to boost creativity in academic
development. In: James, A and Nerantzi, C (eds.), The power of play, 317–332. London: Palgrave.
Nerantzi, C. 2019b. The role of crossing boundaries in collaborative open learning in cross-institutional
academic development. Research in Learning Technology, 27. (Last accessed 10 February 2021). DOI:
https://doi.org/10.25304/rlt.v27.2111
Nerantzi, C. 22 October 2020. GOGN Fellowship project: Co-creating an open picture book about open
education. Global OER Graduate Network [online]. Available at: http://go-gn.net/research/fellowshipopen-picture-book/.
Nerantzi, C and Chatzidamianos, G. 2020. Moving to block teaching during the COVID-19
pandemic. International Journal of Management and Applied Research, 7(4): 482–495. DOI: https://
doi.org/10.18646/2056.74.20-034
Nerantzi, C and Gossman, P. 2018. Cross-boundary communities, an alternative vision for academic
development. Compass: Journal of Learning and Teaching, 11(2). DOI: https://doi.org/10.21100/
compass.v11i2.800
Nerantzi, C, Pulker, H, Bentley, P, Corti, P, Roberts, V, Fransman, G, Frank, O and Mathers, B. 21 March
2021. Together. GO-GN Picture Book Team. https://zenodo.org/record/4703978#.YXrBjZ7MKM8.
Nussbaum, B. 2013. Creative intelligence. Harnessing the power to create, connect, and inspire. New York:
Harper Business.
Palmer, PJ. 2007. The courage to teach. Exploring the inner landscape of a teacher’s life. San Francisco:
Jossey-Bass.
Pulker, H and Nerantzi, C. In press. The fact that we suspended judgement and appreciated each other
made a huge difference, the story about a collaboration to create the open picture book Together.
In: Abegglen, S, Burns, T and Sinfield, S (eds.), It’s a collaborative affair: Fifty case studies of innovative
practice in and across higher education. Manuscript submitted for publication.
Ramsden, P. 2008. The future of higher education: Teaching and the student experience. London:

Nerantzi et al.
Journal of Interactive
Media in Education
DOI: 10.5334/jime.668

10

Department for Innovation, Universities and Skills.
Resnick, M. 2017. Lifelong kindergarten. Cultivating creativity through projects, passion, peers, and play.
Cambridge, MA: MIT Press. DOI: https://doi.org/10.7551/mitpress/11017.001.0001
Roberts, V, Nerantzi, C, Corti, P, Pulker, H, Bentley, P and Fransman, G. 10 December 2020. The seeds
in our data basket, reporting findings, no penguins found… Global OER Graduate Network [online].
Available at http://go-gn.net/research/the-seeds-in-our-data-basket/.
Sadiq, K. 2021. Communities of practice as a multidisciplinary response in times of crisis: Adapting to
successful online learning practices. Accounting Research Journal, 34(2): 134–145. DOI: https://doi.
org/10.1108/ARJ-07-2020-0194
Shea, P, Hayes, S and Vickers, J. 2010. Online instructional effort measured through the lense of teaching
presence in the community of inquiry framework: A re-examination of measures and approach.
International Review of Open and Distance Learning. 11(3): 127–154. DOI: https://doi.org/10.19173/
irrodl.v11i3.915
Siemens, G. 2006. Knowing knowledge. Lulu.com. Available at https://ia801300.us.archive.org/7/items/
KnowingKnowledge/KnowingKnowledge.pdf.
Simpson, E. 1972. The classification of educational objectives in the psychomotor domain: The
psychomotor domain, 3. Washington, DC: Gryphon House.
Stokes, K. 2012. Decoding learning: The proof, promise and potential of digital education. Education
Journal, 149: 8–12.
Treviranus, J. 2016. Life-long learning on the inclusive web. In: Proceedings of the 13th Web for
All Conference (W4A’16) 11–13 April Montreal, Canada. ACM Digital Library. DOI: https://doi.
org/10.1145/2899475.2899476
United Nations. 2015. The 17 Sustainable Development Goals. United Nations Department of Economic
and Social Affairs. Available at https://sdgs.un.org/goals.
Wall, G. 2015. Future thinking: Imaginative expectations for the leaky university. Journal of Perspectives in
Applied Academic Practice, 3(1): 6–10. DOI: https://doi.org/10.14297/jpaap.v3i1.153
Weller, M. 2014. The battle for open. How openness won and why it doesn’t feel like victory. London:
Ubiquity Press. DOI: https://doi.org/10.5334/bam
Weller, M, Pitt, B, Iniesto, F and Farrow, R. 2020. Annual Review 2020. Global OER Graduate Network.
Available at http://go-gn.net/gogn_outputs/2020-in-review/.

Nerantzi et al.
Journal of Interactive
Media in Education
DOI: 10.5334/jime.668

11

TO CITE THIS ARTICLE:
Nerantzi, C, Chatzidamianos, G,
Stathopoulou, H and Karaouza,
E. 2021. Human Relationships
in Higher Education: The Power
of Collaboration, Creativity
and Openness. Journal of
Interactive Media in Education,
2021(1): 26, pp. 1–11. DOI:
https://doi.org/10.5334/
jime.668
Submitted: 24 March 2021
Accepted: 26 October 2021
Published: 13 December 2021
COPYRIGHT:
© 2021 The Author(s). This is an
open-access article distributed
under the terms of the Creative
Commons Attribution 4.0
International License (CC-BY
4.0), which permits unrestricted
use, distribution, and
reproduction in any medium,
provided the original author
and source are credited. See
http://creativecommons.org/
licenses/by/4.0/.
Journal of Interactive Media in
Education is a peer-reviewed
open access journal published
by Ubiquity Press.

