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ABSTRACT , |

This qualitative research study eXpleres the :qse of televisyion’ as textin
adult literacy as a "n‘ieans 0f7‘~bridgi1?lg orali'ty and literacy. The reaserl for rselecting
televi‘siOn aS‘ an edu’catienal tool WaSto proVide equal accessto st‘orieskfor b‘oth

“non-readers and readerS‘ of print, and the 22 research participants were required
to ‘cérnplete‘a $urVey and participatein feur12‘~hour~v‘vorl<shops,k and a taped
~interview. Du‘r’i‘ngthe Wc‘)rkshops, Partic‘ipants l'earned to actively engage Wlth
the texts that were edited st'ories‘from the Canadian teleyision‘ SeriesN orth of 60.
The re‘eearcher included readirlg strategiee,to encourage t’he participants’
interaction with the texts as actlve ‘veaders” (see Fiske, 1987; Buckmgham 1993
Bianculli, 1992) and bramstomung to i mcrease their Vocabulary pnor to wr1tmg
reﬂective re5ponses. :

- First, how television as text mﬂuences an adult hteracy student’s ablllty to
transfer mformatlon from oral texts into prmt texts is analyzed The fmdmgs
mdlc:ate that t’elevision’ allpwsnon—readers, reluctant readers, and delayed

readers of Engllsh to learn literary terms and conventions that apply to prmt
‘ storles and practise four domams of language acqur51t10n -listening, speakmg,
readmg, and,wrltmg; A selection of each participant’s written responses to the
; stories and in‘tervieW fragnlents have been analyzed. Whenever possible the
| selection is based ona part1c1pant s favorite story or personal connectlon toa

~character



- Second, 'the effect of brainstornﬁng on ,‘written responses has been
exarnjned_ This technique is a pre-writing strategythe researcher used not only
to assist ithe participants in recordingf voca‘bulary relevant to the story, hﬁut ~also’ to
prOVide opportum'ties 'for sharing ideas in the construction of meaning. Based on
data collected during the interviews, individuals with short-term memory
problems indicate that repetition of vocabulary ,through brainStorrning, note-, '
taking, and diScussion~ reinforces rnemory retention, and second language
learners gain knowledge ot kpronunc’iation by hearing and rehearsi'ng vocabulary
from the stories. . |

- Tthd, factors Contributing to the participants’ reﬂective’ oral and_‘written

‘responses tothe teleVision stories have ibeen/analyze‘d‘; The mam factors
| contrlbutmg to reﬂectlve thml(mg and wrltmg involve the research pedagogy
and the development of reﬂectlve slqlls through practrce The researcher’ s
, reﬂectrve methodology combmes phenomenology, crltlcal ethnography, and
emanc1patory practlce from the dlverse perspectlves of van Manen (1 990), Haig-
" Brown and Archrbald (1996) and Frelre (1974 1994 1997 1998) Who have '

,’ mformed this study together w1th other researchers in the respectlve fields. ThlS

; method srtuates the research partlc1pants and the researcher ina partnershlp in

: 'whrch everyone contrlbutes through dlalogue to the learmng process "
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Preface

The story of school begi"nswit‘h blame, banner-
high .‘acrOS’s’the furroWed‘ brow of an eXper’t talking to
the parén’é talkihg 't‘o the éhﬂd, foﬂed by taut lips,
'sp‘e,lled aé -sigps ;)f disapproval, pﬁr‘ﬁShn’nehf. :

éan’t doit. Try harder. Words shift learrﬁhg |
from fun to ﬁusﬂaﬁon, ‘beIOnging to élienaﬁoh, |
, liﬁﬁﬁng pOSsibility, forining iiyladequacy.‘ ;

Next, shame consumes body, mind‘,’skpirit asa
rfeeli’n,g befofe languagé can name it, the Strl;ggle to
| wﬁte rightdiéhiéﬁbéré learm'ng in Grade Oﬁe Whére L
tiny fmgers'wrap around a monstfous red ‘Stick,
;‘shacyklked to dirty lead smudges on white pages Wi;ch :
' blue‘ any lines,,‘tahgled scrawl"shiftihg; nevef static

to th‘e‘ small one’ s eyes so the teacher must be iying, )
the *o,hé who séys,r “ stay’on‘ 'the‘StEraight line.” Can’t
doit. There 1s no étraight line, liar. Try harder. Thos’é
signs, images, Véices collect on-line in ‘th‘e“mjnd, but

the lead refuses to obey.



The story tellings in the 'body“ write endless

hurtful parag’raphs of impossibility constricting ideas B .

into knots in head, throat, belly'fil'ling‘With fear that
Shfieks instahtl\y'- at the "sighto‘f pﬁnt. | B
’ Illiferété; imprisons, imposes a label as less
_than 1n a literate ‘ébciéty Wheré public places— sc‘hoo‘l,,
Iyi]’orary,‘ muséum, ért gallery,' beink, foic’:e‘—, deform’,‘

immobilize, intimidate, dishearten.

‘Unlearning opens spaces, breathes in/ out fresh |

possibilities, hears voices of the unheard, wipes away
tears. Listen, speak, reéd, write with- mind, ’emo‘tions, :

spirit, whole body language learning in adult li{eracy.

Xi



CHAPTER 1: LANDSCAPES OF LEARNING

Introduction

New Beginnings

I have never met an adﬁit literacy student who did not recall iméges and
voices of childhood horrors in school —emotional/ mental/physical/ sp’irituél
tormeﬁt'that went along with negative labels— stupid/dumb/ loser /failure—
racial insults, disrespect. How to re-imagine a future of hope and possibility
yrequ'ires riskétaldng as literacy learners work through past barriers in order to re-
envision therﬁselves as ~readérs /writers. Freire (1994) writes, “Hope is an.
ontological need. Hopelessness is but hope that has lost its bearings, and become
a distortion of that ontological need” (p. 8). Generally, 'adult literacy students
who are determined to read and write recall Grade Oné as a significant turning
point when learning seemed harder for them, than their cléssmates. Literacy skills
~emerged ata sléwér pvace causing increasing delay and ﬁus&aﬁon. To gain

confidence in an_adUIt educational environment, the teacher and student(s) need
to develop ’a safe and respectful partnership so that ééhool becomes a place of
enjoyment and possibility. |
Adult litei'acy learners return to school i)re,pafed to ;cake‘ a chance on a
’ different way of being. The progression from illiteracy to literacy chaﬁges an
individiial’s self—conéept and life-style. Giroux (1988) identifies the educational
terrain “where nieam'ng, desire, language, and values engage and respond to the

deeper beliefs about the very nature of what it means to be human, to dream, to




name and struggle for a particular future and way of life” (p. 4). What it means .
to be humanisa récurring theme in this research study as diverse voices respond
to television stories from North of 60 that depict social issues of everyday life.

Why TV in Adult Literacy?

As the title of this research study suggests, image and voice are explored
by the researcher to revéalthe;multi—diiynensional‘ processes invbl’ved in language
'Iearning. Ihte'racﬁng W1th oral/visual stories that depict representaﬁons of
relevaht ’socia‘lissues creates tensions between real and storied lives. During the
- study, the research peirticipants voice their opinions, question images from the
texts that challenge their assumptions, recall memories of past experience,
envision actions for growth and change, describe personal understanding of the
stories, and discover motnents of self-awareness in the process ’of constructing
meaning,. By featuririg television as text in adu’it literacy, the researc’her‘ utilizes
~ different elements of image and voice in every aspect of the research study.

Television programming, though scripted for the anst part, transmits
information by oral and visual means. The avérage non—readef of print texts can

~ access, store, and retrieve vast quantities of information through technology;
‘however,- it could be assumed that a viéwer'of television, videos, and fﬂﬁl
~ without a background in print literacy might lack the analytical skills to produce
| knowledge. According to Freire and Giroux in Giroux and Simon et al. (1989),
“to be literate is not simply to know someﬂﬁng;’ it also means knowing how fo

participate reflectively in the very act of producihg knowledge” (p. xi). While




both Freire and Giroux inspire me as an educator and inform my research and
practice, I disagroe with the implication that people have to be ljterate to
pmﬁcipate reflectively in the production of knowledge. This is beCauoe
'mforfnation can be acquired through non-print media and transferred into
;knowledge through past knowledge and lived experience.

In order to demonstrate reflective processing in the transfer of information
into knoWledge,fI introd‘uCe reflective methods. Reflection as a prOcesé of |
constructing meaning requires a learner to exPlore different perspéctives,
challenge assumptions, examine inconsistencies, and delve into mystory. Such a

| process encourages peoplé to re-read existing social situations as sites of change
in which they can parﬁcii)ate as citizens in a democratic society. To become
agents of change requires continual questioning of facts and opinions and
remaining open to alternative ways of interacﬁng in classrooms and in the world.
Reﬂeotion prOceoses information through a synthesis of mind, body, emotions,
‘and spirit.

Fleckenstein (1996) ér'gues that our privileging of print toxtS’ and writing
”’marginalizes' efforts to synthesize image and languége' " while “those who lack
language facility, those who “read” the iconography of our culture and
conceptualize in imagistic terms are not literate, despite the belief that these 'icons
dictate the future structure of a culture” (p. 916). She suggests that imagery
plays a significant role in the construction of meaning and that imagery is not

only “the center of being” (p. 918) but also the “primary means of ordering [our]



reality . . .and ecological/historical situatedness” (p. 919). Of particular interest
to me is Fleckenstein's assertion that images create a fusion b’etween information
and emotional involvement which links imagistic thought with the causes and
effecté of our actions (p 921). Becoming active readers or “teleliterate” creates
awéreness of this fusion of ima’geé, emotions, reflections, and actions that inform
the participants oraliahd written respdnses to the stories.

The television stories sélected for the research study portray characters
deaiing with feaif, betraYal; abuse of power, neglect, rejection, racism, sexual
orientation, grief, sympéthy, tolerance, affection, strength, and courage. Sucha
range of;humanexp'eriencés inevitably generafes'reader response. Freire and
’Giroux in Gixoux-and Sinrlon,‘ etal. (1989) advocate that “literacy be constructed
and experienced within social relations that legitimate popular culture, cultui:al
diversity, and dialogue as crucial elements in the débaté ébout citizenship and
cultural-social justice” (p. xi). Certainly, the stories selected for the study from

the Canadian television serieé North of 60 inspire debafe ioh issues of cultural
diversity, social responsibility, and justice.
| Simon (1992), in referring to Freire’s work, says that what is crucial “is the
| constant réminder that the dialqgue in which students and teaéher are to
“participate together is always grounded in the realities of the lived relations
within which the participants find themselves” (p. 96). Representations of social

reality revealed in the stories from North of 60 provide opportunities for adult



literacy students to debate relevant issues of everyday ﬁfe Whjle exploring the
- tensions betweeanextual realism and personal reality‘. | |

| In the gap between realities, the research parﬁcipants examine situaﬁonal
conflicts as sites for (re)action, reﬂectic)n, and transformation. (Friere, 1974)
Insights into the attitudes and behaviours of television’s fictional characters
c“l‘la]leng(,e'readers to insert themselves élongside the storied lives and to consider
ways of rewriting their own and “other peopie’s images” (W ﬂlinsky,k 1991,
p: 63) Negotiating self-identity and shifting perspectives are ongoing processes
in adult literacy where students often resist chénge, initially, despite théir goal to
belong to the literate comniunity.

For adult literacy learners, resistance to structural conditions which
control their lives is a necessary process to Vempowerment and éhange according
to Smyth (1989) who nbtes that “people embark on a pfocess of becoming
- different by thinking critically and creatively, so as to pursue meanings that |
| énable them to make: increasing sense of the world in Wthh they live” (p.214).
During interviews, a few of the research participants revealed résistances ‘t‘o ;
language 1eayrnﬁ1g.u I refer to resistance that impedes learning as an unlearning
process in which teacher(s) émd‘student'(s) wofk together, b‘eco\mingawaré‘ of
each other’s points of resistance fhrough dialogue. Learning needs to be
reciprocal and dynamic, not a one-way, teaéher—centred transmission o’fk

information and knowledge.




‘ Unleemjng is always in flux as is learning wluch allows individual,
subjective knowing to have a say. Willinsky (1991) writes, ’ We live by texts. We
are written by them, and some we write” (p. 58). Television texts are 1maged
messages that involve mind, body, emotions, and spirit, yet while the majority of
North Americans see/ hear these visual/ oral texts on a daily basis, adult literacy
s’sudents are rarely given an opportunity to analyze the information they gather,
reflect on what the infofmation means to them, or express their views in oral or
- written responses to the texts.

As a researcher, I feel a sense of responsibility for aécessing materials that
are relevant to students’ lives. Encouraging their partieipaﬁon in popular culture
as an educational resouree is one way to-enhance tneir curiosity about the power
and production of languége presented asa non-print mediurn. ‘When I ask’
students What their main purpose is for being in school, they nsually express a
des1re for knowledge. School is about acquiring knowledge, so.then I probe
further to flnd outif it is p0531ble to acquire knowledge out51de of school.

- The misconception that teachers are the keepers of knowledge puts adult
literecy students at a disadvantage until they gain confidence in sharing whal
they know with others. To “let the students in on the contest of meanings, . . .
notjust in forms of plurélism, bnt to unders’tanding how the differences are |
" encoded forms of power end that what needs cutting and repasting are the high
and the low, the centre and the marg'in, the dominant and the ,silent” (Willinsky,

p- 63) is salient, especially when equality, respecf, and social transformation are




pivotal to efmahcipatory theory and practice. By expesing learners to real social
issues, reflecting on problems as they are represented, and considering how the
proplems could be resolved to create better sitﬁations, they begin to refonhulafe
their position in relation to other people who dominate the texts that constitute
reality; The participants’ oral and W‘rit‘ten‘responses create ’the core chap’gers of
the diseertation because voice is vital for empowermenti.

Stern (1985) eiplores the organization of “a core self’ interacting with ‘a

core other’. “In fact, the subjective experiences with another can occur only after

a sense of a core self and a core other exists” (p.10). In my research, I encourage
the participants, through their analysis and discussidn of television stories, to
explore their own stories at a deeper level where origins of learning begin to
form patterns of knowmg and seeing oneself as a sub]ect in relations of power to
other sub]ects The part1c1pants in the study already know how it feels tolearn in
a chmate of disrespect and inequality. P1vota1 to recovermg a sense of ¢ en]oyment
inan educatlonal context is to experlence a felt sense of respect and belongmg
% % ’* * % * * %
' Dreamscape: Tender Learning
A sign of the femmme stands, facing a forest clearing, and
~ from my omniscient view, I imagine her palms clasped

together, see the back of her Liberty cotton sundress tied

at the waist with a simple bow, the hemline softly brushing

against slender brown legs. Stark white ankle socks and

sensible navy shoes that cushion the ruts of uncertainty.

AIone she watches bear mates peacefully soak in the sun,
the neck of one nuzzled against the other’s firm back;




a knowing pose that asks nothing, only gives their vision

a place to discover the scent of her like wind chimes tinkling
their nostrils. The healers join together, earthly protectors

of the people, harbingers among a community of conifers. -

kxR
Chapter 2 outlines rhy fbéckground as a learner and teacher. Experiences
in education ha\}e inﬂuenced my emphasis on ernancipatory pedagogy. Freire
(1974, 1994, 1997, 1998) hae been a significant mentor. Other emancipatery
educators cited m the dissertat—ion— hoOks, Giroux, Sirnoh—heve also been
inﬂuential in my research end practice. Their commitnrerits to the advancement
of social justice and human;dignit\y challenge educertors to resist gender, race,
end class oppressions that rlehumanize and immobilize an ihdividuél’s right to |
access informaﬁen &rnd skills to improrre his/her life. In theory and practice, my
understanding of emancipatory pedég’ogy is a belief in the possibility for social
transformation.
Throughout this dlssertahon, there will be field notes, poetry, dreams, and
recollections (e.g. pp. 7- 8) msplred by a participant or a memory fragment of
lived experlence that enter the text as an invitation for the reader to pause for a
- moment of inner iquuiry. These textual conrreetions te memories step away frem
’fheory and discourse to enter ixrto a reflective landscape, set apart frem the main
rext by italicized pﬁnt and Jor asterisks.
Chapter 3, that explains my reﬂective methods and emphasis on the

importance of lived experience, has been inspired in large pa‘rr by Freire’s




cqnnnitrneﬁt to emancipatory pedagogy and social transformation. Educators
who éngage with their adult literacy students as partners in learning know that
becéﬂﬁng part of a literate community is life-altering for the students. Freire -
(1997)/says the acquisition of literaCy skills is a form of liberation but éompares
the process of growth and change to “a chﬂdbirth; and a p'ainfuI one” (p.31). The
life stories that literacy students carry within them need an audience, a vehicle
for exinressiOn of who fhey are,fv;rhat they know, and what they hopé to gain by

| 1earrﬁng to read and write. Brady (1990) asks, “Is this not our destiny as human
beings: to learn, to grow, t’o;co‘me:tO know ourselves and the meanings of our life"
in the deepest, richest, most téxtured Way possible? If we do not know the self,
what can we know? If wé cannot learn from reflection upon our own lived
experiences, from what can we learn?” (Kényon & Randall, 1997, p.51). To bé
alivewis a work m prdgess, é coﬂectic)n of life stories already formed, yet
paradoxically, in a continual state of re-formation.

- Throughout my reseafch study, I have gathered in;spiration ~ﬁ0m diverse

_theorists, methodologisfs, and practitioners that prdvide form a;nd texture. The
patterns do not conform to any set structure 'althbugh they meld together, many
pieces in the procéss thét inform layers of meaning. The voices of Foucéult,
Dérrida, Weedon and Chertholmes are heard as rippleé along the edges.
Naﬁve educators who inﬂuencéd my spiritual path‘and cultural re-membering

’ ’inclu’d’e Armstrong,’ Archibald, Aﬁderson, Brown, Hampton, Ing, Maclvor,

McKay, Sterling, Wilhelmson, and Young. Haig-Brown and Ross have also been
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inspirational in their research and writing about Native communities and social
issues.
The pattern of voices and images in the study remind me of an album
quilt with appliques of “thoughtfulness” that Heidegger (1962) “described as a
- minding, a heeding, a caiing attunement” (van Marnen, 1990, p. 12). van Manen
~describes phenomenol‘ogic‘al research as a “poetizing activity” (p.13). “What we
must do is discover what lies at the ontological core of our being. So that in the
words, or perhaps better, in spite of the words, we find ‘memories’ that
paradoxically we never thought or felt before)’ (p-13). While listening to and
reading the words of the different participant voices in this study, I encourage
readers to also reflect on their own search for meaning in a more primal sense
that invokes self-discovery through mind, body, emotions, and spirit.
ok ok ok ok ok k%
Remembering Voices
a child, then, age six ,
learning to read pressed butterfly wings °
' on a quilted field of favorite friends
spread across my parents’ well-made bed,
1 crept up, time and again, to cross the breadth of years
to hear stories of women my mother knew
in dorms at college,
where hearts grew fond, minds lingered.
and we’d pause, our spirits entwined
within a spring green border,
my finger tracing each indelible stitch
mermorizing sounds, letter by letter

sent as a name embroidered in fine black thread
breathing on wings of floral print.
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- “where is she now?” i wanted to know.
“does she have children, cattle, kittens in the hay?”

then, we’d read together
Eunice, Ivy, Rita, Jean, Anne, Pauline,
' and others, oo,
butterflies mirroring real lives
migrating in four directions,
.unforgettable women
- joined together on identical quilts
across a dreamy bed somewhere
floating in my imagination.
iremember, too, watching

their narratives smile in my mother’s eyes
butterflies dancing on air.

kkkhhrk

The process of bringing diverse theoreﬁcal strands together, including
critical ethnography (Thomas 1993) in a Véry péripheral sense, has been done
deliberately to harmdm'ze with the quality of self-reflective oral and written
narratives. If strands of theory and practice can be imagined as small, yet

, éigniﬁcant, visible threads that bind the reﬂecﬁvemétho&é of the research study
together, then their necessary part(s) of the project enhanc’e the \larger,patterns of
image and voicé that create material Wholeness for the dissertétion. Such a
feséarch method “must inclﬁ‘de_ an experientiai analysis of the res'earchér’s own
process and have integrated personal narrative tlmoughqut the paper”
(Hampton, p. 273). The organic nature ’of coming to voice is p‘rimarily a process

of becoming visible, memorable, and contributing to the larger community.
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Exploring Representations of Reality

In Chapte1: 4, summaries provide plot outlines of the television stories -
used‘ in my research study. There are four stories from North of 60 and each one
was edited to approximately 20 minutes in length. These fictional stories, |
situated in a northern Native community of Lynx River, create the focus for
analysis and reﬂectionfv Becaﬁsé sites of conflict arise from personal, cultural,
social, and };;)litical d\jfif.e‘rences,‘ it was important that both native and non-native
stucienté be irivolved m the study to hear each other’s perspectives on issues of
- every day'lﬁe. I am grateful to Atlantis and Alliance Atlantis Productions for
their Supporf of this project: |

To understand how this research study progreséed, it is necessary to
appreciate the value Qf “sharing personal ﬁarraﬁyes yet linking that knowledge
‘with academic information [that] really enhances our capacity to know” (hooks,
1994, p.148). Participants who were not accustomed to working in groﬁps Wére
exposed to shared learning through discussion andanalydsvisof the television
stories. Chapters 5, 6, and 7 highlight the oral and written resp;)nses of the
research parﬁcipahts. The 22 adult literacy legrhers who shared their sfories in
discussions, reflective writing, and taped interviews were also learning skills in
teleliteracy. Typically, human interaction with television texts is described as
viewing, watching, looking at, or "surfjng; however, I prefer “reading” as an
appropriate term to express an activity distinguished by exercising analytical

skills for the purpose of studying elements of story. Language has power and
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focussed viewing or critical watching does not denote ﬁy intended purpose for
selecting televisi(;n stories as texts in adult literacy. Fiske (1987) uses the terms
viewers and readers interchangeably but claims that “ “reading’ is common to all
texts” (p. 17). Although Fiske refers to “viewing” and “reading” froni a
theoretical perspective relating to “popular cultural capital” (p. 19), semiotics,
and ‘coﬁpeﬁng ideologies, I extend ,the’ terms “viewing” and ”feading” to
include human interp@taﬁon of body language. ”Viewing” describes an
~ objective, detached recognition of a gesture, for example, that may remain ata
surface level whereas “reading” occurs when a subjective response induces a
deep reflection on the possfble meaning and intent of ’ghe gesture. In other
words, I am suggesting that a greater degree of analysis and comprehension is
required to read a text, includiﬁg a 1ivihg text in progress, than view a text.
de Kerckhové (1995) writes, “When we read, we s“cah the books, we are in
control. But when we watch TV, it is the TV scanner that “reads’ us. Our retinas
are the direct object of the electron beam. When scannmg ﬁieets glancing, and
inakes eye contact between man and machine; the machine’s gl;:lnce is the more
powerful” (p 14). de Kerckhove shifts from humans reading texts to machines
- reading humans. His provocative opinion caused me to ‘monitor my reiaﬁonship
as an object to another, allegedly more pOwefful object. In order to make eye

contact as discerning subjects, it is necessary to acquire skills in teleliteracy.
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Locating Meaning in Three Voices

" The overléys and interweaving of three voices—theorists, researcher, and
participants—include memories of specific situations, epiphanies, and dialogues
that draw from past knowledge and lived experiences. To assist readers of the
dissertation, I have used different fonts to 'signai a change of voice. While I have
used the co;hputer font “Book Antiqua 12” for the main body éf text as well‘ as
the transcribéd fragme;ﬁté from my interv/iews with the participants, the same

‘ fonf in italics signals my poetry, dream fragments, and researcher reflections.
The participants’ writing is in “Lucinda Handwriting 117.

Documenting the Voices of adult literacy learne;s, both oral and written,
has‘ been a process of connecting their storiesaﬁd mjné together to illuminate
images of partnefs,in léarning. Words quﬂted together ”make/artful statements
about the [lit‘erac‘y learners’] ache‘for colourful coherence” (Nadelstern &
Hanéock, 1988, p. 2) as they struggle with the incoherencies of oral and written

, éxpression. For the study participants’ Wr1t1ng sample, I ;:hbse the topic, “What
colour was your Weekend?" not realizing at the time how fitting the topic would
become as I pieced individual sthies togethef into a thesis album. Each scrap of

| mé'mory, adds texture, colour, and shap’e’ toa Work in progress‘as sihgle letters
form words that string into sentences to produce stories.

The effort for students acquiring literacy skills involves life-style changes

that nbt only expand intellectual achievement but also emotional developmeﬁt.

~ Added responsibilities require major adjustments in self-concept and personal
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relationships. Decision-making and daily effort over aﬁ extended period of time
feel ‘1_’f’10numenta1,(and thé higher the learner climbs, the more difficult the
struggle, yet, with vision and strength, the quest for completion and fulfillment
can be realized (Bopp et al, 1985, p. 65).

Meeting the needs of diverse learhers continues to challenge educators at
| every level. Western eduCation has traditioné]ly‘ valued Iiteracy and print texts
as’ the standard measufément of academic competency. Discovering meaning
.throﬁgh oral sforytellihg has gained prominence, again, fhrough communication
’;echnologiés. “With the technological adVénces of Video, television and film our
world has become a combiﬁed oral/ liferate /visual one” (Archibald, 1991, p-79)
Although oral-based learners have been excluded from knowledge acquired by
readmg print texts, it is now possible for these ind’ividualsito select alternative
pafhways for i11f0rmdﬁon and knowledge acquisition. The use of television,
video and film opens exciting possibilities for adult literacy learners by creating
,ﬁew access roufes to the ‘Oralfliterate world. .

~ Rationale for the Study

Watching 'VerSus Reading TV

The act of Viewing"televis;ion as a source of relaxation or enterfai.ﬁment
can be very passive. We sometimes spéak of being mesmerized for hours by
- voices and images, yet feel little or no attachment to the information being
processed despite close physicai proximity to the television set. One key

difference between oral texts spoken by an oral storyteller and oral texts spoken
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inside a television set is that the former can elicit immédiate feedback from the
audience, Wherea(s the latter has no direct contact to know how the‘ audience has
reéeived the meésage. Thus, I believe that education has a responsibility to teach |
teleliteracy skills in order fco “read” new information acquired from TV programs
critically. The integration of past knowledge with new information must be
active to"init;iate understanding of the messages that the majority of North
‘Americans tLiline into déﬂy.

’ According to Lenoxand Walker (1993), “information [by itself] is the
%nanjpulato‘r of a passive mind; knowledge, on the other hand, is the liberator of
an active intellect” (p. 315). fThe writers advocate &hfo;‘mation literacy” that is an
i acquired skill. “If we are to teach information literacy, we must teach students to

question, sort, discriminate, select, and ‘anélyze thg array of messages that are
presented in tradiﬁohal or electronic formats, and then to reassemble the parts
into new and personally meaningful wholes” (p. 316). Whether information is
fackaged as media literacy, fzisual literacy, teleliteracy, o‘r‘informa,tion literacy,
an emphasis on multiple literacies expands the inStructional focus to include not
only print literacy but also a range of other litgraCies “requiring particular skills
and strategies. “It will require the analytic and reflective skills‘ne,cessary to
distill a brdad range of discrete information products ” (p. 314). Lenox and
‘Walker make a distinction between the storage of informaﬁon and the

‘ refinement of information. In the context of my 'researc'h,y the participants not
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only learn to read television stories but also reflect on What they have read in
order to integrate; ‘information with past knowledge and lived experience.

Adult li’céracy learners ofte‘n learn in isolation from classmates, so the
materials were selected to maximize accessibility for everyone who wénted to
participate in the study. Although writing reflective responses to ‘the stories was
the main reason for the study, a participant’s unwillingness or inability to write
did not exclude him/her from being in the study. I believé that adult literacy
corﬁﬁuniﬁes grow 1n strerfgth when evéryone feels safe, welcome, and involved
in group activities.

Before elaboraﬁng fﬁrther on the reasons for the study, [ want to -
acknowledge the voices who inspired me--a cacophony of young, female voices
- wanting to have a say, to inject"meaning, to debate conflict, to bredict the next
catastrophic event in ‘tomorr‘OW’ s episode of “The Young and the Restlesé”. Thaf |
is how my mornings began as a high school teacher in a contained classroomyof
group home girls who read more TV than Booksi. We _nev“ef actually read a soap
opera together; but the morning ritual at the start of class included critiques based
on who did what, when, where, why, and how, eventually leading to active
engagemént with curriculum—based programming.

It is fair to say that “the girls” demanded that I find inclusive methods to
téach language léarning S0 ”thaf learning is not merely about the acquisition of
| knowledge but also about the production of social practices which provide

‘students with a sense of place, identity, worth, and value” (Giroux and Simon et
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al. 1989, p. ix). Though I did not fully appreciate the Volue of non-curﬁcular soap
operas at the timo,, the words of Freire and Giroux resonate with meaning now.
Critical pedagogy which is rélevant and emancipatory ”ifnus’c incorporate aspects
of popular culture as a serious educational discourse into the school curriculum”
(p. ix). The soap opera phenomenon provided‘rélevant material for discussing
literary oonvonﬁons“ and threaded us through a maze of North ‘American social‘
values. |

: | When the secondary level readers studied Shakespeare, all the students

insisted on inclusion because “doing” Shakespeare gave students a certain status,

an arrival point, to be ranked among the counted in education. The only way to

accommodate everyone’s desire to study A Midsummer Night’s' Dream was with
the aid of a BBC productlon ‘Thus, my odyssey with TV in the classroom began.
What surprlsed me about this initial expenment with TV readers Whose

- competency in reading ranged from Grades 2 to 4 was that their reliance on oral
longuage allowed a ﬁfeedomtoobserve ahd analyze Certaﬁ'nUahces ofnon-
rverbal messages between characters that séemed ;st’rangely overlooked by the
competent, secondary level feakders, as though print interfered somehow in the
construction of meaning and complicated the interpretive procéss. Depondéncy
onthe written word to convey meaning may, I suspect, cause readers to focus on
the complexities embedded in poetic language rather than images, moods, and
tone of voice that provide another layer of information. Travelling as a‘navigator

reading a map to arrive at the desired destination rather than a driver observing
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the countryside is one analogy to describe the experience. The real benefit of
using a visual text, however, was fostering inclusivity in a language classroom of

diverse learners.

Providing Equal Access to Literacy

In adult literacy classrooms, too, the need for inclusivity and relevant
materials’from popular culture is crucial, in my view. Skill development in

teleliteracy can be introduced in much the same way as print literacy. Readers

are concerned with plot, setting, characters, and theme. Thfough guided reading

and discussion, they improve their skills m active listening, pfediction,
fOres’hadowing, i‘nfetenciné’ thinking/reflecting aloud, problem solving. They

; also learn to interprét, analyze, and synthesize information. In addition, readers
increase their dbﬂity to recognize codes of fepresentaﬁon, carhera angles,
lighting, music, and sound effects as conventions of television texts.

A major objective in wdrking with adult literacy learners is to facilitaté the
froceSs of critical thinking and self-advocacy so that the l;eérners become their
own agents of chémge. In the opinion of Evans and Nation (1989), “ Critical
reﬂect{on is the process through which humaq beings use their analytical pdw,ers
to assess elements in their lives against their explanatory frameworks (theories).

L [and] is a precursor to change because, thrdﬁgh*the recognition of human
agency, it encourages pebple to seek to improve their lives” (p. 10). Therefore, I
believe a role of the teacher must be to provide opportunities for students to

develop a sense of agency in becoming part of the literate community. For skill
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developmeht to occur, the jlearning tools must be relevént and accessible to the .
students’ abilities? Television as an educational tool provides easy accéss to
language learning for most adult literacy s‘tudéﬁts.

Television has not fypically been mandated in adult literacy curricula as a

method for easing the transition from illiteracy to print texts and writing. Hadas

(1962) recommends that “all who take education seriously in its larger sense —and

not the professed critics alone—should talk and write about television as they do

about books” k(cited in Bianculli, 1992, p.142). The possible benefits of building

connections between storied lives on television and in print readers have not been

widely recognjied in adu1t>liter’acy‘programs.

Len Masterfn&n (1993) su‘ggestsi that teachers feel de-centred by media,
since they are nd longer petceived as expefts. The likelihood of an individual
tea;cher'b‘eihg percéived as an’exPer’t is léssened When he or she is situated
among a student gfoup of popular culture fans. Masterman Says that
“information which was around in the média studies clagsfoom were being
provided by the media themselves. They were commurﬁcatmg‘ it laterally rather
fhan hyl'erarchically%:speakmg across rather thap down to their audiences” (p. 10).
- This lateral sharing betweeﬁ a teacher and the Students is made possible by the .
accessibility of information delivered orally and visually. ‘The content selected
for the research study offered an opportunity for adult literacy studen’ts to
dialogue with me about eleménts of story —characters, plot, setting, theme--that

apply to both print and non-print texts.
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Another reason for focussing my research on television stories is to
respond to increasing concern about the impact of television subject matter on
our societal values and beliefs. Fleckenstein (1996) writes, “an image
reconstructs a culture and a self” (p. 921). Asa global audience, it is important to
be cognizant of the process by which that reconstruction takes place and what
implications the changes have on body, mind, and spirit.
In a news article on violence in ybung people’s lives, Johnson (2001)
reports that,
According to the Washington, D.C.-based Center for Media
and Public Affairs, the average 12-year-old has seen 8,000
murders and 100,000 acts of violence on ne’cwork television.
... The effects of media violence on young people are
measurable and long-lasting, according to a joint statement
issued last year by the American Medical Association, the
American Academy of Pediatrics, the American
Psychological Association, and the American Academy
of Child and Adolescent Psychiatry. (p. 17)
Educators, in my opinion, share responsibility with the general public in
- questioning the quality of television programming, and at the same time,
sensitizing ourselves and adults we teach about the potential, negative impact
that some television programs have on our understanding of self and others in
‘the world. Increasingly, emotional desensitization, callous attitudes, and
hormalizaﬁon of aggression in home, school, and community contexts should be
addressed through curricula at every level, including adult literacy.

“In my experience, teleliteracy does not devalue print literacy or diminish

“the importancé of learning to read print. Skills acquired for decoding the texts of
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our times on television simply provide additional tools for language skill
development.

Research Questions

1) How does the use of "television as text affect an adult literacy student’s ability
< to itransfer oral texts into print texts?

The idea of using television stories in adult literacy originated while I was
teaching special needsn étﬁdents at the sécondary level. While observing the
groﬁp’s response, I realized that there may be several advantages for bringing an
oral/visual text to their lénguage~ learning experience: accessibility, inclusivity,
exposure to literary terms éhd conventions, critical thinking, activé listening and
“reading” rather than “watching” oral/visual texts.

With a high attrition rate in: adult liferacy, ,Iwondered/ if participants
would attend the woi‘kshops, and if so would they come in holirday mode as a
source of entertainment to escape from the real work of reading print texts?
| Depending on attitude, ‘thé research participants might cofri’plete their
worksheets and participate in the discussions but not submit a Written‘resp(’)nse.
I‘ speculated on reasons for not writing: poor gomprehensidn}» lack of time, no
ince‘nﬁ?e without a mark, disinterest in the story, lethargy, resistance ’ iﬁabﬂity to
write, boredom, illness. (The interview session following the Worksh0ps was ‘
added, in part, to give the participants who submitted‘ little or no writing an

‘opportunity to discuss their reasons.)
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Also, I wanted to see if the quality of writing chahged over time. If a
participant’s wriﬁ:;lg increased in quantity or improved in quality, what factors
influenced his/ her ability to improve? This would require probing, Wguld oral-
based learners learn skills in oral analysis and interpretation without tfansférring
these skills into written res’pohses? I'wondered if wntmg decreased or varied in

length and sub’stgnce what cau‘ses might be determined. For example, personal
interest in a story or idéhﬁﬁéation with a character might inspire a participant to
write more.

- The range of language competency varies in adult literacy programs, yet
all participants received the uéarrrle worksheets. Choice ;c()f language might be easy
for some to read but difficult to impossible for others. Although the texts were
accessible, even for the SeCond language leérners, the WorkSheets could provide
an indication of'variaﬁqns in participants’ reading levels. Therefbre, fhe ability

~ofa parﬁcipant to comprehend a story and articulate his/her interpretations |

orally might not result in any transfer to print texts if_prﬁl; Was.imtc’cessible.

2) How does brainstorming inﬂuenée written responses? ‘\ : ; ‘
It‘was decided after the pilot project to include brainstorming as an

intervention to ’examine hQW /if participants use written language recorded on an

OVérhead projector by the researcher in their reflective written regponses to the

stories. Applied as a pre-writing 'Strategy, brainstomling is a “learning techrﬁque

involving open groﬁp diséuSsion intended to expand the range of available

idéas”‘(Harris and Hodges, 1995, p. 22) and, for the purpose of this study, to
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build V‘ocabtvllar'y. First, I wanted to evaluate whether ér not,thié strategy would
actually stimulaterwriting. Second, I predicted that writing would increase as a
result of brainstorming and new \}ocabulary would be included in the responses
as well. Ihoped to see evidence of reflective thinking as a result of sharing ideas
and diverse perspectives, depending on the lived experiences of the participants.
3) What factors conﬁ'ibu‘ted té reflective writing through the u;se of television as
text in an a’d’ult Iitéfécy context? N |

This question stems from my observations as an adult literacy instructor
that variables exist betweén the instructor and student(s) as well as within group
dynamics. Poésible‘ factors include individual personality and inherent nature,
degree of security and 'opennéSs, emotional climate in the classroom, familiarity
with classmates, level of confidence in fheaévelogment of Voicé, cultural -

background. Iwondered about gender difference in terms of intuitive and
- spiritual aspects of reflective learning. Is class a positive or negative influence or
tOtally irrelévant? After four workshops, I hoped to sihowﬂ, my stance as a
reﬂ’ecvé practitioner had motivated at least some participants ‘;o include
reﬂectivef:esponses in their writing? |
‘Qverviex’/\( of the Study

The decision to use texts from the Canadian television series N orth of 60
WaS based, in part, on vpersonal interest. I had been studying aboriginal 'literatufe
for my Master’s Degree and wanted to continue using’text's dealing with native

stories. The Canadian setting in a northern native community provides contrasts
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of human settlement in close relation to the nat’ufal woﬂd. Nativé énd non-
native chafacter’s ;/vrestle with contemporary social issues and reveal cultural
difforences in systems of community leadership, justice, famﬂy relatioos,
hoﬁsing, transportation, health and rehabilitation, business, economic survival,
entertainment, and spirituality. Education is based on the teachings of Elders,
énd the aboencé of schools, teachers and books is notable.

In preparation fof the research, I completed an application for the Ethicai
Reviow Committee that was apprOVéd as submitted. For the first phase, I
conducted a pilot project that has been included in the dissertation as Chapter 5:
Site One: Prior to the largerrxstudy at Sites Two and Three, I submitted asecond
applicaﬁOn to the Ethicakl‘ Review Committee that was ‘applroved as submitted.
Copies of the letters of permjssion for the ;;ilot project and the main research
study (Appendix A.1, A.2) had to be signed for a student to participate 1n the
research study. |

’ : Although the pilot project had a slightly different format, the basic.
methodology remained the same for it and the main research st;ldy. Prior to the
workshops, I‘Visited'the sites to inform potential participants of the purpose of
fhe stud};, answer questions, provide perfnission_ letters for those who Qanted to

- participate , and distribute a survey of 12 questions (Appendix B.1) relating to
television, such as individual interest, favorite programs, estimated time spent
per week, and reasons for watching television. The responses were anonymous.

All potential participants filled out a survey, but not everyone signed a consent
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form or became involved in the study. The results of tﬁe‘ survey (Appendix B.2)
and analysis of'thl‘e‘ responses (Appendix B.3) follow the survey questions.

| I visited six education sites prior to conducting research at three
institutioné. Atone institutioﬁ, two potential sites existed; however, only one
site was selected (see pp. 35-6). Site Ohe was a university coilege adult
upgrading program in which six of the research participants were immigrant
second language learnéfs and five kwere nbn—nativé English-speaking Canadians.
Site /Two was a community ,collegé career preparation program. The participants
ingluded four native Canadiahs, one non-native English-speaking Canadian, and
three second language leanﬂefsf Site Three was a Native community and the -
three participants on site were local to the community and all native Canadians.

With written permission from Alliance Television that later amalgamated

to became Alliance Atlantis Productions, I edited four texts to provide a linear
story-line for each session that fdcussed on a specific theme. The edited
Seg1nents were approximétely 20 minutes in length. Smce 'many participanfs

were unfamiliar with the Canadian television series, North of 60, it was

necessary to provide background information vreleVant to the story, such as a
recent marriage or a death. The four segments froin different episodes were
shown twice: first, for a general overview of the issues, and second, for a group
discussion; however, on one occasion at Site Three, there was only time to read

the story once, followed by brainstorming and group discussion.
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,Preééntaﬁon of the workshops for the pilot projéct and the main'study
were similar. Asa pre-readmg strategy, the participants responded in writing to
a qﬁéstion provided by the researcher that rélated to the theme or plot.
Responses were shared and then set aside for later comparison to see lf their
assumﬁtions and ik;cyleas ,‘befkore'reading the story changed after reviewing facts
and detaﬂs of the situation. I provided the characters’ names and any relevant
background ﬁ&ormaﬁén that might have been revealed in a ‘previc’)u’s episode.

Participants read the story twice. The first time, I showed ﬂle entire story
segment without a pause, whereas the ~sécond time, I paused the tape several
times to clarify a point, note special effects, discuss symbolic meaning, ask
questions, and higihlightylitérary terms, such as foreshadow, climax, or point of
view. After the first shoWing, the participe{nts dis;ussed the mam idea,
important facts, the plot development, and relaﬁénship befween characters.

- Although most parﬁcipahts in the pilot project recorded information: ona
worksheet as their classmates commented on the story, I d1d not record any
vocabulary; The procedure differed slightly for the main study \since‘ the
‘res‘earcher recorded vocabulary from the brainstormjng session 611 an overhead
for the pafﬁcipants to copy. | When the participants had read the story a second
| time, they added details ’chat had been missed the first time and discussed,sociai
issues raised in the plot.

At Site One, a worksheet (Appendix D.1) was prov’ided to record ideas

dﬁring the Iarge group discussion. If someone asked for a definition or spelling
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of aword, I Wrote the information on a blackboard, but.‘otherwise any writing on

the worksheet Wa; recorded independently; I facilitated discussjons,f but the

parﬁcipants assumed responsibility for constructing meaning and~'reﬂe¢ting'0n

the story’s message. In Chapter 5, the reflective written responses by nine of the

11 participants at Site One and 11 intefview fragments are included together with
my mterpretations,and reflections. |

The pilot projecf had neither a writing sample (Appendix C) nor formal

’brqiﬁstormjng strategies to encourage the use of new vocabulary in the written
responses. At Sites Two and 'Thrée, I requested a writing sample during my first
meéting with potential parﬁcipants. After discussing the timeframe and
requirements of the smdﬁf; each person was given 30 minutes to write on the
topic, “What colour was your weekend?” Fach person wrote a SpontaneOus,
stream of consciousness response to the topic. Ihave included the writing
sample of each participant from Site Two in Chaptef 6 and Site Three in Chapfer
7 along with a selection of each parﬁcipant’s written xesp(;hse to a television
story. None of the research participants at Sites Two and Three i1ad been exposed
to brainStormihg in a group prior to the sfudy.} Following the second showing of
the story at Sites Two and Tilree, the participants formed small groups to share

| their Viéws and complete a worksheet (Appendix D.2,.3,.4,.5). Both"the

- worksheet and written reflections were submitted to the researcher as data for

analysis of the progress achieved over the 4-week period.
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Each of the four workshops was approxunately 2 hours in length with a
short break at half time at Sites One and Three whereas workshops at Site Two
were continuous for the full 2 hours. Taking a break was optional as some of the
participants experienced drfﬁculry focﬁssing for an extended period of time. -
Because of txme cohstraints, one session at Site Three was approximately one and
" one-half hours,‘in w}u'eh case a hreak was unnecessary.

Perticipahts in both the pilot project and the mairl research study had
some exper‘ience‘ with reader response journals or comprehension question and
answer exercises of print texts, so similar strategies for active listening,
Prediction, guided reading and discussion, thinking/reflecting aloud, and
written reéponSes were applied to reading and ana‘lyzihg‘television stories in
much the same way as prin”c'stories.o As well, participants at Sites Two and Three
: drseuSsed lirerary conv‘entions of setting, plot deveiopment, theme, and
: charac'teriraﬁon. |

individuel interviews‘were held after the final workshop at whic’htime
pa'rticipants had an opporrunjry to express their thoughts arld reﬂec’c’ on personal

responses to speciﬁc situations raised in the texts. As well there were six

' mterv1ew questrons for parﬁcrpants in the pilot project (Appendlx E.1) which

‘were reduced to five questions (Appendlx E. 2) for the second phase of research.
- Often, participants responded with personal stories that were either directly
connected to one of the television stories or held special meaning for the reader.

Mishler (1986) identifies a dilemma I experienced while interviewing.
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We are more likely to find stories reported in studies using

relatively unstructured interviews where respondents are

invited to speak in their own voices, allowed

‘to control the introduction and flow of topics, and

. encouraged to extend theirresponses. Nonetheless

respondents may also tell stories in response to direct,

specific questions if they are not interrupted by

interviewers trying to keep them to the “point.” (p. 69)

Participants were invited to select their favorite story to discuss their response
and this portion of the interview process gleaned the most reflective, personally
meaningful responses. My reflections on the interview process are discussed in
Chapter 8.

Interviews were approximately 20 minutes in length. They were held in a
separate room from the classroom. For the pilot project, all interviews were
audiotaped. Participants for the interviews of the main research study were
given the option of being videotaped or audiotaped. At Site Two, two_
participants requested an audiotape while the others were videotaped. 1
videotaped all interviews at Site Three. When videotaping, I also activated an
‘audiotape at Site Two, but forgot my tape recorder for the interviews at Site
Three. Thus, I transcribed directly from the videotape for the last site bilt used a
di’ctaphongto transcribe interviews from the other two sites. I transcribed all
intervieWs in full.

Selection of Participants
Variables affecting the selection of participants consisted of a) the student

population in terms of class size, regular attendance, estimated attrition rate,
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interest in the project, b) cooperation of the instructor, c) time considera'ﬁons to
complete the ~S’tud;7 at each site d) permission fromkthe institution,
e) adherence to the university’s Ethical Review Committee requiremen?s, and
f) transportation feasibility for the researcher. Elaboration follows:
a) Since the television stories chosen for ’the research study were located in a
Native community, my objective was tn«have a balanced representation of voices
between native and nqn;native participants. About half of the participants were
‘ eithér status or non-status native people. Other students have been identified in
subsequent chapters as non-native second language learners or non-native
Canadian English speakers. |

Depending on the program, class size really variedwfrom placé to place. A
preferred lonaﬁon would have appromnafély 10 potential participants to‘begin
the research. T succeeded in obtaining 11 partiéipants for the pilot project, but the
other sites were smaller: Site Two - 8 participants; Site Three - 3 ‘participants.l In
tWo prospective classrooms in which the number of parh(:lpants wonld have

been 15+ in each situation, I was unable to proceed with my research for several

reasons which will be expiained under the subheading, Ethical Concerns. (see
pp. 33-37). | |

b) At the sites where the research study were held, thek‘instructor‘s were

~ enthusiastic and conperated tully in the project by providing space, time, and
arrangements for technical equipment. InStructors took part in individual ways

according to their schedules. One worked with students in another part of the
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classroom with those not involved in the study; she weuld occasionally look up.
or make a eoinmeht and once assisted as a scribe. Another partic_ipateel in some
Workshops and used the spare time for preparation and marking on oﬂler days.
A third instructor left for“ the majoﬁty of the Work‘shops and went to another
building, so 1 had no close involvement with her and limited observation of her
contact v(rith the participants except duﬁng arrival and departure times.
c) | ,kAs the research“e.tudyf occupied a minimum of 10 hours of class time, this
became a consideration for students who were attempting to meet a completion
date for acceptance in another work preparation program. Some advanced
upgradiﬁg students who needed to accumulate credits; expressed interest in the
study but did not want to commit time to an unmarked project. Atone site,
insufficient time due to ﬁnforeseen scheduiing;chemges resulfed in cancellation of
the study after the second workshop. Another site could only provide a room for
: 1 hour on the day and time available for interested students, but I needed two
hours fer each workshop; hence, the prospective site had to be cancelled due to |
lack of physical space within the instituﬁon. |

In one instanee, Lagreed at the request ef the institution to give 10 hours
of Volﬁnteef time after the cempletion of my research study. This requirement ‘
has not been fulfilled yet, although I did contact the institution.
~d)  Two out of three institutions gave immediate formal permission to hosta
 research project. F(‘)r; the third one, I submitted a proposal to the Board that was

approved. A group of instructors at a fourth institution requested a pre-study
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.presentatibh, but their schedules could not accommodéte a 10-hour study so
whether or‘not; the institution would have given permission is unknown.

e) Inall casés, I adhered to the requirements of the Ethical Review‘

| Committeé. This strict compliancé meént that I was unable to conduct research
at one potential sife dﬁe to the instructor’s insistence that a mark be assigned for
student Parﬁcipation in the study.

f) During the mam fesearch project, I depended on public transporfaﬁon.
Trax}el time averaged two hours per visit at Sites One and Two. For Site Three, I
iequired three buses with various wait times, up to an h’dﬂr, so the actual travel
ﬁme averaged three hours per visit. Although I expressed intérest and inquired
abé‘ut ~tra§7ellir'1g to a rural setting or smaller community, no offers to host a study
were reéeived. |

Ethical Concerns

A primary concern has’ beeh to honour the voices of the participanfs by
.heither‘silencihg nor denying them the right to be heard W;vhﬂe ensuring their
~ confidentiality. I acknowledge their experiences with empathy \and respect. It
rshould be no surpfiée to readers of this dissertation that forms of abuse exist at
every level éf education. Té hear é few of the unheard voices, feprese‘nting
multifudes of chﬂdrenand adult‘s‘ywho have survived ﬁleXCusdble wrongs, calls
educators to reflect on the meaning of profeSSional ethics. The participants’

stories create the core of our partnership in research for it is their images and
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voices that I hope educators will remember. van Manen (1990) writes about
restoration to a state of wholeness in the following passage.

And so any text that may teach us something about the depthful

character of our pedagogic nature is bound to aim for a certain

hermeneutic: reaching for something beyond, restoring a forgotten

or broken wholeness by recollecting something lost, past, or eroded,

and by reconciling it in our experience of the present with a vision of

what should be. This kind of text cannot be summarized. To present

research by way of reflective text is not to present findings, but to do

areading (as a poet would) of a text that shows what it teaches. One

must meet with it, go through it, encounter it, suffer it, consume it and,

as well, be consumed by it. (p. 153)
A concern of mine is that readers may not take the time to internalize what we
need to be ethically concerned about. Are we reaching for or resigned to
something beyond? Do we reflect on the texts our students tell with care or
indifference? How ethical is indifference, anyway? van Manen states that
“indifference is the failure to recognize the other human being in a genuine
encounter or personal relation. Indifference is a failure or crises of the ‘we’ ”
(p- 108). Throughout the study, the different voices raise awareness of the sacred.
space we occupy in classrooms as partners in learning.

One of my goals was to create sufficient distance for the participants to
critique stereotypes and images of disadvantage yet engage them in discussion to
envision their own realistic possibilities for social change. Therefore, I chose

television stories that reveal “the experience of lived difference as an agenda for

discussion and a central resource for a pedagogy of possibility” (Giroux and
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Simon, et al. 1989, p. 23). Such a pedagogy encourages the learner’s
empowerment. waever, the opposite can occur. Giroux and Simon write:
Sometimes when students and teachers engage in a critique of
existing social practices or forms of knowledge, a feeling of
powerlessness comes over the group. Doing critical pedagogy
can turn an educational setting into a council of despair. How
can we guard against the production of hopelessness when taking
up an agenda of critique and social analysis? Given all the limitations
of teaching and schooling, how can we effectively empower people
(Aronowitz and Giroux 1985, Simon 1987; McLaren 1986)? (p. 232)
The possibility that images of oppression, poverty, and violence could reinforce
the participants’ feélings of resignation to what exists in terms of real social
conditions of everyday life, rather than enhance their resilience to strive for
change and, thereby, transform their lives was/is a concern of mine. |
Although my research positioned me within relations of power that
‘contribute to systemic disadvantage, I regard my commitment as an educator to
be directed not only toward empowerment of the disadvantaged but also
empowerment of the advantaged to reflect on the voices in positions of authority
who are actively committed to social change. From my pérspective, silence on
the part of the majority of advantaged on issues of oppression, injustice, and
violence within our schools and institutions of higher learning creates a vacuum,
and this has far-reaching ethical concerns.
Also, maintaim'ng professional boundaries between institutions, the

researcher, and individual instructors can create ethical challenges. In order not

to jeopardize my autonomy as a researcher, I realized that becdming a “team
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member” with instructors could be problematic. In oné situation, the planned
study collapsed when I was unable to satisfy both the team’s agenda to attach a
parﬁcipation mark and meet the ethical requirements set by my university.

Finally, when I agreed to give 10 hours of equal time as a Vblunfeer atan
institution fOllowhg the completion of my research but was unable to esfablish
contact with the person who handied volunteer services, it felt uncomfortable
breaking a promise Ihad made as a condition of receiving permission to conduct
rese:grch atthe insﬁtution.

* In summary, the television stories raise public awareness of moral and
ethical concerns, and the research pérticipants express opinions and think
reflectively about problems that occur in real life. The plurali{:y bf voices invite
educators to enter into the dialogue, not as’experts'but as learners gaining new
insights. Quigley (1997) writes, “In my experience, many teachers (and |
- administrators) become uncomfbrtable when the more “sordid” details of the |

learner’s past or present life are revealed [and subscribe] to the poPular
| perspective to keep a certain distance from the learners’ reality”\ (p- 108). From
persQnal experience both as a student and féculty member, I conéur that
Quigley’s ex?erienc‘e resonates with truth. Aftér a studenf dies, unable to cope
with esceﬂating harassment and bullying, issues surrounding the suicide r‘e%zeal
that individuals m authority knew of the siﬁaﬁon but ignored the student’s
sense of isola‘tionand fear. Not that I discount the préssures of teaching that are

daunting, but experiencing contempt and indifference from the advantagéd who
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are in close contact with a student can be devastating fér that student if he/she is
dealing witha rea'i or perceived life-threatem'hg situation.

I know there is reticence to bring im:iges that représent reality into the
classroom, and some will argue that silencing and/or denial’ proteéts social
disorder. Yet, voices th break throi;gh the silence “ (for example, Aronowitz .
and Giroux, 1991 ; Welch, 1990), . . . maintain that we now face exciting
opportunities to envisiéh and build more multicultural, diverse systems in
sociéty and ﬁl'education that WiH reflect the comple‘xity éf the world we have
entered. Rather than embracing singular solutions or grand narratives (Harvey,
1989), we must now foster 'piuralism and new forms of empowerment” (Quigley,
p. 22). The,i;mtabﬂiﬁes ain the world that are presented as oral/visual stories on a
daily basis demand our ability to read and‘ ‘discﬁss a range of social issues that
have a harmful impact on individ'ualé and soéieties’. Throughout my
dissertation, readers will have an opportunity to probe their own position on

ethical issues raised in both fictional and real situations.
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‘k CHAPTER 2: BACKGROUND OF THE RESEARCHER
Wearea story we like to tell.
- Roger Schank
‘Belonging. One motivator of literacy edﬁcation stems from a longing to

participate fully as a literate person in a literate community. PerSonal, family,
work, and social status-are reasons for wanting to acquire or imptove literacy
skills. I first became acéi}e in literacy through tutoring refugees and volunteering
time in a low-income housing project. Since language learhing included
speaking, I encouraged storytelling and felt profoundly enriched by the cultural
stories és trust developed dﬁring tutoring sessions. To belong, a human needs a
welcoming envifo’nrhent. Even if a person migrates to unfamiliar territory, a
sense of home and belonging is basic to wéilfbemg in body, m_md, and spirit.

| It has taken mahy years of building partnerships in learning to realize that
the need to belong,has de‘ep, deep roots, and when I examine the highs and lows
of my education, the lows have blessed me with empathy as I ¢onnect inmind
and heart with students of any ége who override exceptionalities to achieve their
goals, and the highs have given me vision, hope, and perseverance when others
more capable than I might have given up. I am grateful for the oppor’curﬁties to .
teach and learn.

Why ‘te‘achers’gravitate to the profession and what influences form their

pedagogical stance would be a fasciﬁating study. During a conversatioh, a

colleague remarked that everyone knows teachers become teachers to be boss.
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Being boss had never occurred to me, anymore than a dahlia would want to be -
boss in a’rose garcien. I reﬂectéd on how different motivations for becoming a
teacher has an impact on classroom dynamics and how perception of others
changes depending on how a teacher positions him/ her self in relatioh to the

- students. In literacy, I often feel that the teacher /learner relaﬁohship goes back
and forth and each peréon speaks from their centre of being. Nb one sits in the
margin. We are fvaluedl as different equals worthy of respect and reverence.
Smdként-centred leaming, empowerment, partnership, equalify, and fairness are

important concepts that guide my teaching principles and practices.

Background Influences

My preschool years were spent on a dairy farm in southern Ontarié. To
return to early lived experiences is signﬁicént as a researcher éf adult literacy
because it is through past knowledge and lived experiences that we make
meaning in the present. “The pésf acts as a template for‘replicating and renewing
our pa’ctems of interaction in a learning situation. For ‘me,‘.t.ﬁhe tirst day of school
became synonymous with loss. I have written about transforming loss in adult
literacy learners because failure and loss, not suécess and gain, in school is a

" common denominator in literacy classrooms. During graduate studies, I have
explored power relations in my own school expefiences that began‘on the first

| day of‘Grjade One wifh erelings of disconnection, alienation, and loss.

| A photo taken on that first day of school shows a girl wearing a white

’ blouse, a plaid pleated skirt, white socks, and black shoes. She is clutching a
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lunch pail. Using third person singular objectifies thesélf captured in a photo .
Who just the day i;éfore was a carefree child, the me I love to remember; ﬂying
throﬁgh tields of~clover in overalis and bare feet and hair With burrs lilge spaniels
ears. The girl-in-a-skirt day proved to be an abrupt beginningeand-end day that
has been obliterated from my mémory; Evidently, the school trustees held a
meeting énd decided that the one-room school just down the roéd from our
family farm could not ;;ccominodateonenmor‘ekdesk, so my first day consisted of
being turned away not only from school, but also frofn a way of life.
~ Rather than forcing a five-year-old to walk alone several miles along a
sparsely populated main highway, up a treacherously steep hill, past a gravel pit,
and farther still to the other one-room rural school, my parents packed me away
~ to live with an aunt and uncle in a town Wifh multi-room schools until other
arrangements could be made. I have surreal memories of that year: big boys
lezipfrogging, over me, their hands pressing on my head, getting lost on strange
streets, vomitting in the cloakroom, creating an awkward jsituation for my sweet,
gentle ‘te’acher» who meant no harm. The year ended badly, in fa;lure, and a
permanent branding as “one year older than nqrmal’ for my grade. Clearly, my
: emphasis on belonging and Building communify in adult literacy clasSrdoms ;
originates ata primal level from those early introductions to school.
Gradually, school bécame tolerable though I wanted my‘braids cut sono
one could see my ears turn scarlet when the teacher asked me a question.

However, introversion in childhood became an advantage as a reflective teacher
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and researcher. Social justice grew from my awareness of struggle. In grade
school, we had spélling bees. One day, I asked a friendless girl in smelly, ragged
cIothes’ to be on ’my team because she usually waited until all the other students
‘had been selected by the team leaders. Though she attended class irregularly
and moved after a few mbnths, she was my first teacher of compassion and
equality., Her name wés Constance. |
In junior high, f;iénds ’launched‘ me into political activism on the students’
council. These were the best years: grades six, seven, and eight. I participated in
sports, fund raising, art, music, school dances. If peer preSsure existed, I wasn’t
éware of it. A tin box holds a stack of awards, and on top, a note from an art
teacher with the wordsk “an asset in class”. At home, I fed my soul with music,
pract’ising‘piand three hours a day. Evelyﬁ Lau 'arﬁculates in‘Runa way, a kind of
authoritarian, emotionless parenting I can relate té. My body étayed home,
caressing the piano keys with passion and sensitivity, but my heart was a
runéWay in search of acceptance. The teachers loomed la;ge as surrogate
guardians of my pubescent World and in their care, I thrived. |
Then, in high school, loss broke my stride. Although my marks soared to
‘ the h\ono‘ur roll, a low IQ score prompted a guidance counselork to récommend
that I transfer from academic to commercial courses. “You're not smart enough
for uniffersity,” the counsellor said. My family trusted his authority. With hopes

dashed forever of being a high school music teacher, I stayed one more year,
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giving a solo performance of the Warsaw Piano Concerto before quitting school
and enrollihg in sécretarial college. -
‘/ Fokok Rk k% Kk
In tundra
spirit grows resilience
| lichen
welded on stone.
FhkhhkhEtE :

As an adult, I found it hard to believe that no one from the school phone’d
my pareﬁts to discuss with fhem why I dropped out of .school;‘howevef, while
teaching high school, a G'rade 10 studeﬁt wrote in a note that I had been the first
teacher who had ’everhelped him deal Witfrlkproblems that .had siowed his
learning since early clﬁldho,od. ’;_I?hen I understood why no one bothered to |
inquire about my withdrawal.

| Subjects in texts receive more respect than "objects in desks.

As a school couhsellor/ rﬁusic teacher, who had a choice to empower or
disempower, he chose the létter position rather than act as a mentor. I later
learned from a férmer teacher at the samé school, that his prejudicial attitudes
tiiat I intérpret as ’insecurities and ignorance prevented him from thinking
clearly. What happened to me, apparently, had nothihg to do with a low 1Q
score. For the average educator who expériences few, if any, academic failures, I

emphasize the tenet “never assume”. Never assume your influence stops at the
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classroom door, never assume that disability or exceptionality is an
insurmountable barrier to academic success, never assume that knowledge is

true, never assume that an expert is right. When an educator chooses to impede

rather than enhance learning, for whatever reasons, a student’s loss is a society’s

loss.

B O S K

Where does the illiterate child
in the adult body go
when the adult
learns to read?
Why
- In the silence
does no one speak out
- if hurt freezes the child’s mind?

EE S R R R

Renewing a Journey in Education

As I spread out this album qnﬂt of research participants and myself, the
similar patterns of life experience that stitch us together include, on the one

hand, marital breakdown, welfare, single parenthood poverty, absence of

“extended famlly, low-lncome ]obs, unemployment 1nsecur1ty, isolation, health

problems, transience, stress, loss of self-worth On the other hand, we share the
warmth of survival mstmcts resilience, sensitivity, insight, heallng, strength
truthfulness, determination, re31stance endurance, openness to change It takes

more strength of character to survive oppression than to inflict it,
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When"my two children were in school, I returned to a regular high school
as an adult studen’; to complete Grade 12. I felt so scared the first day with one
other adult student in one of the three classes. For three months, she and I never
' spoke.- Teacher-centred instruction allowed students to remain isolated. We

eventually became friends, but this experience probably instilled in me the need
to approach adult literacy classrooms as a place for building cémmurlity rather
than leaving individﬁals to‘réniain as islands unto themselves.

After graduation, I worked as a secretary for another five yéars. Ona
bleak day, our family physician urged me to try one course at university since |
failure was no longer an unknown to fear. He, too, had received dire predictions
for his future prOspec‘t‘s by a school counsellor and conéidered returning to his
alma mater after interning as an M.D: with a “so you thought I would amount to
nothing, eh?”. For the next five years, working and studying part-time while

~ | raising teenagers kept me intensely busy, earning a four-year degree in five
years. .

In 1985, I graduated with a Bachelor of Arts Degree from fhe University of
Victoria and moved to Ottawa where I emollegl ina graduate diploma course in
International Relations which created unanticibated challenges: Frenchiand
- Math. Ileft after the first year and returned to work as a secretary during the
day and an adult literacy instructor in fhe evening,. With both children in

university, I was able in 1988 to enroll in a Teacher Education PrOgr’am at the
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University of Ottawa and graduated as asecondary 'SCl’IIOOI teacher with first-
class honours. (

From 1988 to 1991, I taught secondary 1evel Special Needs and English
'during"the day and continued to teach adult literacy students in the evenings.
The resistances and rebellions of my day students were balanced by the hlghly
motivated and appreciative evening students. A large percentage of both day
and evening students were second language learners, so I specialized in Special

Needs and English as a Second Language for three summers and Wiﬁters in my
spare time. It was during this time that the advantages ef television as a resource
tor multi-level language classes came to my attention. In1991, 1 decided to
devote my teaching energies exclusively to my secor’ldary,students’, but it was a
difficult dec1510n to leave literacy work. The frenetic pace of 12~14 hour days,
mtenswe 1nd1v1duallzed programming for spec1a1 needs students, and the death

- of a respected colleague prompted me to take a leave of absence and return to’
ﬁiﬁversity for a Master’s Degree. E

From 1992 to 1994, 1 studied Canadian and Aboriginal Literature fof a
Master’s in English from Carleton University. My thesis on Aboriginal Literature
focussed on spirituality as a site of resistahce and renewal in Werks by N. Scott
Momaday, Leslie Marmon Silko, and Jeannette Armstrong. While writing my

| thesis, a cousin informed me‘ that our maternal grandmother was mixed blood,
and our great grandmother a full-blood native woman. The revelation explained

a lot about my mother whom I loved and admired but never really knew. Her
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repression went fathoms deep through her adult life, li.ving in a religious void -
with chronic depreosion, fear of alcoholism,‘ drug dependency, and sﬂence about
her family. On one occasion, she expressed shame about her ancestry without
elaboraﬁng and felt that her life had been wasted. Denial of ethnicity resulted in
a denial of self and an inability’ to feel safe or speak her own truth from the heart.
When 1 graduated from high school as an adult, I realized the depth of her
aliehation for she heither recalled that I had dropped out of school as a teenager
?hor ‘offered congfatulaﬁona.

Reflecting on my mother’s life, so gifted with intelligence and talent, I
have a better understandi‘ng of why she denied her self in order to survive, yet
no one can escape from history. Andefson (2000) writes:

Many Native Culhires teach that we Vcarry the mefnories of our

ancestors in our physical being. As such, we are immediately

connected to those who have gone before us. We live with the

trauma that has plagued the previous generations. We know

thelr laughter, but also their sorrows. (p. 24-5)

When people feel forced to hide the1r identity, a sch1201d dlsmembermg of self is
~ created. One ramy mormng, a bird flew across my dreamtime, and I learned that
my mother had gone to the sp1r1t world. A rambow spanned the hlghway as the
farruly drove to the lake to set her spirit free by the shores she loved to v181t near
the land of her ancestors. In The Sacred Tree (Bopp et al, 1985), the authors
explam the traditional teachmgs of the Medicine Wheel. The North is the sacred

dlrec’aon of death and reblrth which has spec1al resonance when I reflect on my

- maternal connection to Native Spirituality.
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The final lesson of the North is the lesson of balance, for wisdom

teaches how- all things fit together And balance, when applied

to the interconnectedness of all human beings, becomes justice.

- Justice is the greatest gift of the North. With its aid, the traveler

can see all things as they really are. Without it, there can be no

peace or security in the affairs of the world. (Bopp et al, p. 71)
As] fmd my own voice and reach out to students who search for their power
within in order to overcome power over them, my capacity to share our stories as
“the people” grows. /7 |

What has happened to me in school could happen to anyone and that is a
' soberlng reahty Our humamty has not evolved, yet, to walk the talk of equality,
inclusivity, and respect for the people, regardless of ‘gender, race, or class.
Researcher’s Reﬂecﬁon |

| Sometimes we turn a corner and come face to face with m ystezj/, Such a
moment.came to me ear]y in 1998. While leaving our departmental oﬁ?ce, I
looked into the steady gaze ‘of a bird of prey not more than six feet f_'rorn the

doorway. Other tban a few leaves rustling on t]re pa Vement between us, the
courtyard had a hushed quality. The visitor stood her grdzmd 1t was I who felt
sz‘artled, not‘knnwinghow to respond. We stared at each other for several
seconds before she ‘Ca]m] ly bent to pick up a rec‘/i’ berry m her beak; then, she
~ glanced toward me agajn as she gently lifted her wings and flew to a nearb)} tree.

. She settled on a lower branch facing away from me. Slowly, not wanting to scare

her awa y, I moved along the path to get another look at this exquisite being.
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- Just as Ineared the tree, two professors rushed headlong down a tlight of
stairs, their clatter causing Merlin to exit in haste. All I could do was call to the

4

men, “Look at the bird,” as she flew ovef their heads. “Are you talking tb crows,
again?” one said. “No,” I ‘ans-Wéfed with exasperation. “Look! Over there!” My
hands waved frantica]]y as both heads g]ancéd back, but they were deep in
conversation and brushed past. |

1 searched and compafea’ 5128, Co]our, and markings in several bird books,
)befofe identifying the “visitor” as a female Merlin falcon. Merlin sta yed with
}ne, her tame demeanor and pjercing stare, Cbmpe]]mg me to look inward. Her
physical presence conﬁzﬁzed she was real, yet I could not dismiss the coincidence
of her appearance with other events. A]tbougﬁ t{ze reasogjs were unclear‘,kl knew
Merlin to be a spiritua] being and that she kll‘zad appeared for a réason.f Her visit
alerted me to a whole dimensioﬁ of reality that did and did not make sense at the
timé, but my heart soared that day with fear and wonder as I watched ber Wlﬁg
ﬁps scroll messages across the Western sky until they béc%ﬁne no more than a dot

on the horizon.



CHAPTER 3: REFLECTIVE RESEARCH METHODOLOGY

Eo R R

Partners in Learning

In the Messengers” landscape

wing tips communicate with air

grace soars on bounded space

partners join in natural equa]zty

Look to the east

where Grandfather Sun opens each dawn
reflecting on lessons delivered in dreamtime
breath of life awakening.

In the Messengers” landsca pe

visions transform possibility,

rites scroll through finitude -

trusting the knowledge of Father Sky

Look fo the south

where eagles spiral to the sea

 adyad of talons lashed freefall through space
hearts drumnmg with Mother Earth. .

In the Messengers’ landscape
harmony spins a mystical web
quixotic connections to passion and fear
responding to sacred power within.
Look to the west
where songs sigh in cedar and breeze
cradle nests of hopeful harmonies

. sing oh sing for creation.

In the Messengers” landscape
ancestral warriors offer protection
whispering wisdom in feather and stone
stories and ceremonies Interlocking
Look to the north
where traditional teachings endure
honouring oneness, all my relations
gratitude fo Grandmother Moon.

oF ok A A ok Aok
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Pathwavs to Reﬂe&:ﬁvé Research

~ The poem Partners in Learning situates the learners in a relationship of

trust with each other and connects them to the natural world while mutuality
rather than inequality define the relations of power. Metaphorically, fhe eagle
‘messengers both teach and learn as sacred intermediaries within the cosmos. As
signifiers of high aspirations, they exhibit qualities of mind, body, and spirit that
enhance survival by creating hafmony and balance, independence and
intefdependence. The 'phenoménon of eagles scrolling throxigh space, time, and
tjransformation invites readers to reflect on their majesty and power. Their
presence challenges human perspective, entering our cpﬁsciousness to consider
‘other ways of knowing.

Drawing from valués, beliefs, and ekperiences in native and non-native
educational communiﬁes‘, my research methodology focusses on reflective
'- 'learnihg. To ground myself as a\researcher,rI have participated in traditional
Native ceremonies and spiritual practices. References totiie earth, sky, sun, and
moon acknowledge my dependence on them for survival. Posi’;ioned at the
~ centre of the Medicine Wheel, the journey to the East is where beginnings emerge
in harmony with natural phenomena. To‘study the teachings of this a’nc.ie‘nt
symbol known to most native people in North America is a life-long process.
Moving around the circle td the South, next to the West, and then to the North
creates a continual cycle of being. Each ‘direcﬁon signifies aspects of spiritual

growth that are necessary for personal and social change.
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Kirkness and Barnhart (1994) articulate principlés of respectful research
practices‘based on ;espect, 'relevance; reciprocity, and responsibility as
”hurﬁam'stic, culturally sensiﬁve; inclusive terms” (p. 1). These Four R’s were
adapted by native educators aﬁd leaders at the First Nations House of Learning,
University of British Collimbia. Respect, relationship, responsibility, and
reverence —the R’s thaf,Arqhibald, Macivo:, Wilhelmson, and Y(‘)ung (2001)
develbped into seminars and brought to 'mylearning through 'fhe Longhouse
Leaderslﬁp Trainihg Program—have been guiding principles of my reflective
léarm'ng while conducting reflective research and recording the journey.

Practiﬁoners of Reflective Methods

To apply reﬂective methods while researching the use of television in
adult literacy, Ireviewed available literature on reflective pracﬁce that provided
a partial frame of reference. While other academic journeys in reflective learning
created meaningful and valuable inspiration, the one individual whose Wordé
ahd work I most admire is Paulo Freire. His words leave ;finprirlts onmy life as

they articulate my understanding of personal responsibility and social justice. In

Pedagogy of Freedom: Ethics, Democracy, and Civic Courage (1998)} published
after his death on May 2, 1997, Freire writes: |

My voice is in tune with a different language, another kind of
music. It speaks of resistance, indignation, and just anger of those
who are deceived and betrayed. It speaks, too, of their right to rebel
against the ethical transgressions of which they are the long-
suffering victims. (p. 93) ‘ y
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The voices of my research participants speak from the eentre as survivorsina -
language Freire ur;derstood. In reflective and emancipatory learning ~$ituations,
the &aditional role of the teacher as expert changes, so that “two learners who
~occupy somewhat different spaces in an ongoing dialogue” (Aron‘OWitz in Freire,
1998, p. 8) bring knowledge to the relationship and teach each other. The
following model (Figure 1) illustrates the interconnections that activated in the
process of analyzing problem situations, gaining understandihg of them, and

working toward transformation.

1
i

MODEL OF REFLECTIVE ’LEARNING ;

 MIND BODY

THINKING SEEING -
RESPONDING LISTENING
REFLECTING ACTING

REVISING EXPLORING

SPIRIT - EMOTIONS

INTUITING DESIRING
ENVISIONING TRUSTING
TRANSFORMING SUFFERING

EVOLVING FORGIVING

Figure 1. Reflective learning involves the mind body, emotions, and spirit and
acknowledges that a person’s lived experience has a pivotal role in the transfer of
mforma‘uon into knowledge Naome Solell © 2002
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, Emanéipatory pedagogy requires a reflective anaiysis of how things are
and how things c01;1d be otherwise, not only to gain an understa_nding’ of
situations, but also to transform them. “In Freirean térms an essential ’
‘prerequisite for dialogue is the educator’s understanding of the ‘situatédness' of
the learners’ discourse and of the capacity of teacher and learner to analyze and
- critique their daily reality in order to discover and exercise theii capacity to
transform it” (Modra, 1989, p. 128). Not bﬁly in educational contexts, but also in
homes, communities, and around the globe, images of conflict and destruction
confront us daily in the media. Yet, voices of respect and responsibility
empoweruS to transform those painful images through our acknowledgement of
the sacred connecﬁons we share with each (k)ther' ahd all of ‘creation.

Dewey (1933) defines a reflective teacher as one who ”emancipates us
from merely impulsivé and routine activity . . . enables us to direct our actions
: With,foresight and to plan according to ends in view of purposes of which we are
aware. It enables us to know what we are about when we ;’:1-ct” (p-17). 1 agree
that educators risk Self-impriso’nment in daily routines of teache;: tasks that leave
inadequate time for reflecting on the relévance "of the activities being presented
as tools for learning specific ékills. Selecting materials and planning strategies
't‘haf bﬁng alove of learning into a claséroom esféb]ishes a base for meaningful
inte’ractiqns in a classroom.

- Whereas Dewey (1933) and Freire (1974) focus on the classroom as a site in

which students experience personal growth and change through a process of
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actiVity, quesﬁonihg, and reflection on knowledge gainéd, Schon emphasizes
reflection in teachil;g during lesson planning that he defines as reﬂectfon—on—
action; or, when ehcountering an in-class situation that requires t’hink’mg on the
‘spot as reflection-in-action; or, the knowledger that guides a teacher’s practices in
schools that refers to 1010W1edge-1'tz-actibn. These three categories of reflective
practice émphasize mental processes but seem to exclude physical, emoﬁonal,
and spiritual aspects. I app’reciéted one quote that locates professiohal practice
on "ﬁgh, hard ground” or swampy “messes.”

' Inthe varied topography of professional practice, there is a high,

hard ground where practitioners can make effective use of

research-based theory and technique, and there is a swampy

lowland where situations are confusing “messes” incapable of

technical solution. (Schon, 1983, p. 42)

Since 1985, my teaching experiences in confusing, swampy mésées have proved
to be a major source of inspiration for graduate research. The lowlands grow a

- variety of resilient’ leamers who defy theories and challenge leaders in educ‘aﬁon
to reflect deeply on the profound knowledge to be ga:ined-,t(lrlrough listening and
observing in a literate society. -

From Mezirow (1990), who makes the distinction between reflection and
Criﬁcal’reﬂection,‘ I'learned tine importance of including assumptions in ﬁly " o
presentation of materials for the study participants. Before their first exposure 'fo
a story, the participants reflected on their assumptions about a central aSpect of
the story. These assumptions were further examined when problem-solving an

issue since ”cha]lenging our established and habitual patterns of expectation, the
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meaning perépectives with which we have made sense of our encounters with
the world . . . can b;z blocked by externél or internal constraints (or both), by
situational and psychic factors, or simply by inadequate information or lack of
skill to proceed” (p. 12).‘ Mezirow explores critical reflection from multiple
perspectives and distortibns that influence an individual’s capacity or openness:
to transform. "

Distortions are placed in three éatégories: epistemic, soci‘(’)culturai, and
- psychic. Under sociocultural distortion, Mezirow notes that “ideology is a form
of prereflective consciousness, which does not question the validity of existing
social noms and resists critique of presuppositions” (p. 16). Critical reflection
contests the status quo and raises consciousness from a State of “social amnesia”
| to social action. Another interesting commént that “television has become a
major force in perpetﬁati’ng and extendingﬂm hegemony of mainstream
ideology” (p. 16) heighte’ried fny observation of stereotypes, biases, and
, (iistortions in the television stories that became a natural e;tension of the

reflective problem-solving activities taking place during the workshops.

Changing Patterns in Reflective Learning |

An aspecf of .phenomenOIOgy integral to my research method is abfocu’s bn
lived experience; however, I do not attempt in this study to reduce the
experiences of 22 ad‘ult‘literacy, participants to a central meaning or single
“essence” (Creswell, 1998, p. 236). My emphasis adheres to the notion that “in

phenomenological research description carries a moral force . . . [and] has, as its
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ultimate aim,‘ the fulfillment of our human nature: to become more fully who we
are” (van Manen, p 12). |

S:'mce thereuis a cleér distinction made between phenomenology and other
research methods, I cannot claim to strictly conform to one particular fesearch
method. In so far as my research study is an inquiry procéss for understanding
based on4 a reflective methodology exploring é sociél or human problem in the
context of’culture(s) , there ére elements of ethnography. The distinétion made by

Thomas (1993) between “critical’” ethnography and “conventional” ethnography
situates my research in the former ethnographic’ framework. According to
Creswell (1998), conventional ethnographers emphasize “a political purpose to
challenge research, policy, and ofhér fdrms of human activity” . .. [whereas
critical ethnographers] “speak “on behalf’ of their sﬁbjects as é ﬁeam éf
empowering them, giving them "voice’ “ (p. 211).

Briefly, there are thrée cultural fronts in my study: 1) the culture of adult
literacy within education; 2) the mﬁl’ci—ethnic and diverse béCkgrounds of the
research participants that have an impact on their values, beliefs( interpretations,
and 'resis’ta'nceé; and 3) the culture of aboriginal Canadians depicted in the
stories, and the interconnectedness of each one to all the rest 1n the consfruction ;
of meaning. /‘I think the elements of cultufe, empowerment, and Voice create an
interweaving of the parﬁ'cipants’ vyoices and mine ’that gives reason kto pay

attention to the shifting landscape we call education and the inevitable erosions
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that accompény change, whether individual, mstitutional, national, or
international,
Further, critical ethnography for this particular research study is informed
by First Nations researchers. With reference to Haig-Brown and Archibald
(1996), critical ethnography in a First Nations context “provides opportunity for
study participants to engage in dialectical interactions of action and reflection—
praxis—in relation to both the research and their situations . . . [and] resists
hierarchical power relations” (p. 246) between the researcher and the study
participants. These researchers write:

Hammersley (1992) points out that critical ethnography is

concerned with the overt expression of values (p. 103).

In our work, such considerations were central. Respect

concerned with values (such as reciprocity and harmony)

and ethics (such as responsibility, representation, and

authenticity); power, ultimately an issue of equlty and

ethics, focuses on relations. (p.248)

Bringing strands of theory and practice together —phenomenology,
ethnography, emancipatory pedagogy —has been a deliberate attempt to
harmonize and validate diverse voices representing both native and non-native
cultures. The echoes of lived experience reverberate through the self-reflective
oral and written narratives of the participants. Richardson (1995) writes:

Narrative gives room for the expression of our individual and

shared fates, our personal and communal worlds. Narrative

permits the individual, the society, or the group to explain its

experiences of temporality because narrative attends to and grows

- out of temporality. It is the best way to understand the human

experience because it is the way humans understand their own
lives. (p. 218) : :
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Like Van Manen (1992), Richardson recognizes that lived experience is not
peripheral to learning; it is fundamental. Through “a unidn between poetics and
science” (Richardson, p. 218), the narrativé encourages voices to speak/ Writev
fheir own stories. |

Through poems and dreams, I attempt to make sense of eXperiences and

identities that can empower or disempower voices in education.

kEEEEE %R

Lecture at Night School
topic: death : ‘

goals and objectives: destruction
. ~strategies: bullying

1 heard my words, poetry and prose, paragra pfzs of peace
spliced into a hyper erratic text.
no quotes cited. of course. no ]1mzts
more petty thief than plagiarist, carving up
: cutting edge stuff. '
one poem i’d invented : out of boredom.

Imagine
seeing my words spitting out the black hole
-of amouth so full of self, so empty of other

~ at the centre
of the room, like a normal being choosing me, alone, fo taunt
at the centre
of the marginal crescent moon of desks
- grouped by human occupation

i ached for wasted trees silenced that night
no, that’s not true, i ached for me my body rounding
a full shell, neckpulledinturtleturningin animal-caught eyes
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under a spell of ice blue gaze the patter of rehearsed articulation
anchoring this concrete and steel tower rocking heel to foe,
rocking cool and calm while the earth quaked.
1 left night Scbool feeling bitten
by smart darts aimed without care,

scared, seeing another’s m i n d
about to - se pa rate from

" spirit less a b4

FEELEE AL

“Lecture at Night School” isa slice of life as a student that helps me, and 1
hope the reader, to re-imagine the oppressions experienced when power over
students operates in classrooms to disempower the learner and foxify the
learning environment for the targeted studént(s). Though I believe that healthy
partnerships between teacher aﬁd learner create a climate for building

~ Commuﬁity and belonging, I recognize that toxic experiences sensitize us to the
nioral forces that serve to guide our principles and pra_ctic;eé in pedagogical
relationships, and the long-term negative effects that occur when these mofal

forces are not adhered to.

Reflective Methods in Research and Practice

In resear'ch’and practice, I position myself as a facilitator and partner in the -
learning process, actively involved in multi-dimensional change — intellectual,
physical, emotional, and spiritual —that opens possibilities not only for individual

change but also social transformation. Among the research participants
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ideological variables of gender, race, and class influence individual and cultural
differences, yet I adhere to a personal phﬂosophy that difference does not signify
inequality. My role, therefore, as a researcher in adult literacy reflects a
fundamental belief in equality and the right of every learner to be treated with
dignity, respect and faiméss.

This position as a ‘reﬂecﬁve practitioner contrasts with teacher-centred
instruction described by Quigley (1997) in which the location of an authority
figure clearly defines a hierarchical relationship between teacher and student. He
provides an illustration of a woman'’s experience with a younger teacher who
shows a “motherly attitude” that incites feelings in the adult student of
“regressing to being a schoolgirl again” (p. 106). By this example, Quigley writes:

Although all in the room were adults, the fact is that the teacher

had succeeded in school and the learners had not. The two

radically different sets of experiences, together with a host of

social, cultural, and learning issues, create two perceptions of

reality connected by the unspoken awareness that teachers have

an ”authoritative”’ role and students have a passive, ignorant

role. (p.107)

Quigley asksf’Why?” in referring to “traditional literacy programs”
(p-107) as though unequal relationships are scripted roles that must be followed.
The woman gives school a try but drops out. If the majority of teachers were
treated like ignorant children, I suspect they would not last long in a class, either,
~yetIThave witnessed this condescending attitude too often in adult literacy.

I think each individual has needs that change over time, and everyone

grows and strengthens in a friendly and supportive environment; however, an
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image of fragié victim and the disempowering messages, such as “little lost
shee’p” (p-108) that)maintaih a state of helplessness, when contrasted with an
image of a resilient survivor and empowering messages that position him /her on
a threshold of change, reveals hbw images and voices have the power fo create
de-formation versus re—formation. '

Onan intéllectual level, the research participants and I négotiated different

points of view and drew our own conclusions about what the stories meant. The

participants read the edited television stories from North of 60, participated in
brainStorming to increase vocabulary, developed reflective thinking skills, and
eﬁéaged in group discussion to problem solve real situations. Freire (1974, 1997)
advocates ”dialogue about issues of éveryday lifé that leads to praxis: reflection
plus action that move students [and researcher] towardkper‘soﬁal\transformation”
(Soleil, 2000, p. 78). To advance reflective inquiry for analyzing situations of
-everyday life, challenging assumptions, and exploring possible solutions, I '
siklggest'respect[ul discussion that invites a variety of persl;écﬁves.

-~ Social interaction based on a coghitive apprenticeship model articulated
by Brown, Collins, ’and Duguid (1989) ris an act%ve, cdllaboratiVeleamjng process
to encourage ideas that are “exchanged and modified ahd belief systems |

- developed and appropriated through conversation and narratives” (p-40).
Speakers and listeners go back and forth, sifting through a plethora of opinions

- until the learner finds clarity in the construction of meaning. This process of
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using language as tools to accept some ideas while discarding others constitutes-
both individual and collective Iearhing within a social context.

A reflective methodology encompasses more than critical thinking that
focusses on intellectual activity. While reading de Kerckhove (1995), I reassessed
the reflective process on a“physical level, particularly in connection to “reading”
television stories. de Kerckhove writes about a test designed by Steven Kline and
his brother, “to analyze people’s physiological responses to anything they are
| being shown” (p. 7). de Kerckhove volunteered to be tested for his response as a
”knee‘-jerk critic” to rapidly changing visual stimuli.

I drew two important conclusions from that experience. The

first is that television talks primarily to the body, not to the

mind. This is something I'd suspected for several years.

The second conclusion was that, if the video screen has such

a direct impact on my nervous system and my emotions, and

so little effect on my mind, then most of the information-

processing was actually being performed by the screen. (p. 8)

Although the writer acknowledges his conclusions are hypotheﬁcal, he refers to
the ” “sub-muscularization effect’ [that is] the mterpretauon of motion and action
by asortof sensorlmotor mimicry involving the whole body” (p 11). Citing
Slopek (n.d.), a communications researcher at McGill University who has coined
the expression "collapsing the interval’ to explain how television eliminates the
stimulus/response interval so that there is little or no time “to reflect on what we

are watching” (p. 10) on television, de Kerckhove speculates that human response

to visual texts involves the body and emotions as well as the mind.
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In addition, Fleckenstein (1996) claims that images are tied “closely to inner

feeling and bodily reactions” (p. 920). She writes, “images are not direct copies of
~experience, but have been “projected” into new dimensions by the process of
experiencihg the stimuli and experiencing the image (Langer, Philosophy 127)”
(p-921). In Chapters 5, 6, and 7 of the dissertation, oral and written responses of
the research participants illustrate the significant involvement of mind, body, and
emotions in their interpretation of behaviours and situations revealed through
image and voice in the television stories.

Personally and culturally, students transfer information into knowledge in
different ways. From a Native epistemological perspective, spirituality is
embedded in their nature and acquisition of knowledge. Hanohano (1999) writes:

‘Thus epistemology is the study of the nature and attainment of
knowledge, and which much of the literature describes as holistic,
encompassing the intellectual, emotional, physical and spiritual

realms. (Barman, Hebert, & McCaskill, 1987). Calls for reforming

our educational systems to better meet the needs of Native students

always include Native culture and language. And the most

-distinguishing feature of Native culture and language is its

spirituality. However, this is the one aspect of Native culture that is-

often missing, neglected, or dismissed in western educational

models. (p. 211)

Desplte Hanohano s contention that spiritualit}; is often absent in education, I
would argué that creativity is an'expr'ession of the human spirit made manifest.
- Since my reflective practice includes a spiritual dimension, it is important for the

reader’s awareness in order to walk with me in the same learning landscape.
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Western dualism situates self and other in a hierarchy of domination and
’subordination, supe;ﬁority and inferiority. In terms of status, situéti'ng pebple
with greater power at the centre and people with less power in the margin is a
socially constrﬁcted concept that is contrary to traditional aboriginal notions of
equality and balance in a c1rcle within cycles of being. Although I cannot claim -
to be aboriginal in terms of educa’aon and lived experlence, I feel more attuned to
tradjtional aboriginal beliefs, values, and sensibility embedded in non-gendered
langhage that does not differentia"ce the male as superibr to the female. Learning
1n both native and non;native contexts requires parﬁcipation, listening, and
reflection as different voices make iméaning from differhig worldviews.

Research a’s’a reflective process situates the vresearcher as a learner both in
the classroom and in the world. Smith (1976) quofed in Modra (1989) writes:

There is no “expert’ who knows the answers and whose job it

is to transmit those answers. Individuals come together with

equally valid, but different, perspectives, sharing problems

which have yet to be defined, seeking answers which have yet

to be formulated. (p. 127)

'Adult literacy learners have met a lot of experts in education who have exposed
real limitations of expertise in tenhs of their abihty to help students with various
disabilities. Modtra's opinioh invites ‘reﬂecti(’)n. To be humble in sharing
knowledge with others requires an admission of ignorance, too, because we are

all evolving throughout our lives. Students want to feel confident that the

teacher has special expertise, yet experts who abuse their power in a classroom
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may cause irreparable harm. In the teaching of information in a specific subject,
the teacher acts as an assistant who helps students construct meaning.

As learners, we enter texts with past knowledge already formed by our
culture, values, and beliefs. Gender, race, and class sensitivities influence our
ways of knowing and seeiﬁg reality. van Manen (1990) explains: |

The phen'o‘menologicalv method consists of the ability, or rather

the art of being sensitive —sensitive to the subtle undertones of

language, to the way language speaks when it allows the things

themselves to speak. This means that an authentic speaker must
- be a true listener, able to attune to the deep tonalities of language

that normally fall out of our accustomed range of hearing, able to
listen to the way things of the world speak to us. (p. 111)

1:;;1king a phenomenological approach by studying reality in socially relevant
television stories has been my process for Conducting research in adult literacy
and developing a reflective learning methodology. ’

In my opening‘poem (p- 49), inspired by Native spiritual teachings and
the Medicine Wheel, I began in the East ‘where’begirmjngs emerge in harmony
' with natural phenomena. When eagles lock talons and _turr;Ble fhrough space,
~ they create a bond of trust. A fearsome responsibility moves the1;1 to act on

- intuitive knowing and physical being in harmony with creation. The
practicalities of working toge’/cher_ to locate a secﬁre home site in Which to i‘aise
their young require skills and strategies, planning and practice, patience and
trust. Theirs is a sacred path, one requiring commitment and effort. In order to
tulfill their purpose as partners, eagles must embrace, in human terms,

relationship, trust, responsibility, and commitment. The eagle messenger
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reminds humans'that learning these qualities is a team effort, not only to expand
~our horizons through knowledge and action in the external world but él'so to

illuminate our internal world through Creativity, reflection, and transformation.
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CHAPTER 4: STORY SUMMARIES

Workshop One: “Competition”

 The story foi' the first workshop focussed on a théme of job competition |
that results in betrayal of trust between two male characters. The bet—fayal‘
encompasses both persoﬁal and cultural experiences. In this edited segment, the
non-native Band Manager, Harris, and his native stepson, TeéVee, both appear to
be WOrking-cooperaﬁvely toward job tréirﬁng’ for TeeVee. The opening scene
shows Harris giadly heaping files of job postings on TeeVee for his perusal, and
from this bafch of oppor’uim‘ties, TeeVee decides to apply for a Band Manager
Trainee position. With his stepfathef’ s recommendation plus references from

Chief Peter, and R.C.M.P. Constable, Michelle, TeeVee naturally feels hopeful

- that his application will be successful.

In the beginhing, a mood of celebration and gobdwﬂl carries over from the
- recent marriage between Harris and TeeVee’s mother, Lois. ‘Whatever Conﬂiétsf
have existed prior to the wedding, all appear to be forgivéﬁ because seeing his |
'mothef’S' happiness has caused TeeVee to let down his guard and trust Harris. In
a prior episode, TeeVee even jokes about Harris being “the white guy that
| always says no” but now, when TeeVee wants his support, Harris Seems to be
| | enjoying Iﬁs new responsibility as amentor and advocate.
Delays in processing the ap'plication,begin to bother TeeVee; he feels
impatient to assume responsibilities of his own by helping to‘ suppért his

girlfriend, Bertha, and their baby daughter. Time lags, and TeeVee asks Harris
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| ~ and the Chief for phone numbers to make follow-up iﬁquir’ies. He receives
mixed messages fr;)m Harris and becomes suspicious when his calls aﬁre'not‘

; coﬁnecﬁng~with the‘ appropriate people. The Chief says} “Good-old ngris” in a
tone that foreshadows the outcome. Then, he instructs TéeVee’ to try a different
number and tell them he’s callihg to pay off a loan just so he can speak directly to
someoné rather than voice mail. Following his instincts, and dis‘guising his
identity in a phone call to a gbvernmen’t ageht involved in the hiring process,
TeeVee learns that Harris has betrayed him by directing the authorities to
withdraw his recommendation; hence, the application that could have creatéd
solidarity and respect in the family becomes the catalysf for dissension.

The local shopkeeper Who has overheard the telephone conversation
alerts Harris to the fact that TeeVee “is onto him”. A profo’uhdly moving scene
occurs when Harrls is WOrkiﬁg late, and Lois sends TeeVee with a bowl of soup
for his stepfathé;. Her loyalty and blind trust contrasts her husband’s disloyalty
and deceitfulness. In his office, the camera catches Harris‘, ﬁying to'bully the

agent iﬁto p?yersmg the decision to reject TeeVee’s applicatic)n,‘ but he does not
succeed. Framed on the far side of a ’wi’ndow,‘behind venetian blinds, and under
direct light, Harris appears /imprisoned in phjsical space‘and conscience. A
double entéﬁdre created by the external bar-like image of the blinds and the
stepfather’s internal blindness has a powerful visual impact whén the
participants begin to discuss the symbolism in this séene. By unethical and

devious means, Harris cannot escape his actions, and his agitation contrasts with
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TeeVee's forced restraint. As TeeVee comes slowly toWard his office, the camera
casts half his face m light, half in shadow, thus, creating a mirror image of love |
and” hate that both men, in that moment, face. It is the fate of human reasdn that
our capacity for good and evil operates on the choices we make and the - |
inevitable consequences of those choices.

‘Even when Harris follows the Chief’s advice to borrow money and set up
a ij sharingposition to salvage the wrong he has committed, TeeVee refuses
any Mcompron\riises, Furiously, he challenges Harris to tell him why 'he'sabofaged ;
his chances; and Harris replies that because he is white, he fears TeeVee will take
his job-once he is trained as a Band Manager. Of course, his stepson expresses
shock that he would jeopardiée family relations in such qh underhanded way.

The final scene shows Bertha ,c’omfdrﬁng the father of her child, knowing

his rage and reallzmg there is nothing he will do to change the situation. When

. she suggests that he go to the Chief with the truth i in order to punish Harris and

~make him respon31b1e for his actions, TeeVee says that Would be 1mpossrble “It
would klll my mother I mean really kill her.”

| ‘What became clear in responses to the story Was a cultural interpretation
‘based on ihdividualiét and eollectivist positions. Inoted that participants who
were either naﬁve or from cultures where sodalconditioning encourages a
strong sense of family honour or decision-making by group consensus or
eonsidering responsibility for the good of all rather than individual rights

understood and generally agreed with TeeVee's decision to maintain silence,
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whereas ‘parﬁcip'ants who were socially conditioned té put individual rights first
felt that TeeVee shz)uldx have spoken out despite the pain it would caﬁse his
famﬂy and the community. The participants could all relate to competition
versus Qollaboraﬁon and agree on the principles of fairness, honesty, and respect,
‘but how to respond when these principles are broken remained open for debate

and reflection.

Workshop Two: “Corrections”

‘The Sec(;nd episode shown during the pilot project portrays a Violént
confrontation between a native female police officer and a native male teenager.
The story exposes gender, race, and class stereotypes as well as issues of police
authority over prisonérs. Like the other stories selected for the study, this one
provides an opening “for educating students to be crit‘ical rather than merely
good citizens” (Giroﬁx,Simon etal., 1989, p. 1x), and to expahd their
understanding of how knowledge and power “both enable and silence the vbices
| of different [people]” (p. ix). The text reveals the fragilit}; bf sécial order when

the intention of police to provide protection for a society deger;erates into
violence and ch:‘aosa

Although William ﬁses verbal abuse, taunts, and sexual innuendoes to
inflame Michellé, she puts herself at fisk ‘of legal action and loss of her job. Thé
community, though witnesses to her élctions, indicate their unconditional
support and want her to remove William from the community immediately.

However, planes to his home in Yellowknife cannot fly in for two days, and in
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the meantime, Michelle has to mediate the rising opilﬁons of her brother, the
community rnembérs, and her prisoner.

On a personal level, the police officer, Michelle, reﬂects on the i;‘0ny ofa
" native authority figui'efstriking an una’fmed native youth with a bﬂly clubina
jail é‘ell. She ;:onfesses that first she lost her reason; nexf, she lost her instincts;
then, she wondered what she was doing m a cell beating a prisoner unconscious.
When Michelle is able to feel William’s suffering, she understands her own pain
and discovers that ’fthe heart often provides surer insight than reason; heartless
knowledge is dead knowledge” (van Manen, 1990, p. 139).

A significant detaﬂ in the story that is glossed over but worth contesting
in a classroom Setﬁng is demystification of child abusé inh'professiyonal, middle
~class homés. Although,absent in the production, Nﬁchelle leérﬁs through his

local detachment that William’s‘ mother is a nurse and his father a teacher. The

e

parents never appear in the story nor are they notified that their son has been
~incarcerated, 50 some participahts objected strenﬁous_l'y t;)>the ad hoc decisions
made by the officer while William was being held in police cus;cody.

William’s i(;:gal rights seemed to be the most conteﬁtious issue, while acts
of self-mutilation and a threét to kill himself while in jail appeared to be of less ‘
: ‘conc‘ern—behavidurs often manifested by indiViduals who have experienced |

some form of abuse, then, turn the pain inwafd as self—loathing and despair.

~Michelle’s accusation of him ‘going bad “because that’s what Indians are

supposed to do” silences William and denies him any compassion based on the
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officer’s assumption that educated parents provide théir children with-a
privileged 'home er{Vironment which, therefore, inoculates them from abusive
acts either at home or in the community. Since education is only one fgc’tor for |
improving the emotional and economic well-being of children in a family, the
officer’s assumption that William comes from a “good home” may be flawed.
William’é self-destructive actions provide visible chies that he éxperienéed some
form of abuse in his life. In my view, running away from home and getting in
troublewit‘h the law signal deep, inner unhappiness although the causes remain
undisclosed to the readers. |

| Despite “the sensitive nature of ide’nﬁfying signs of child abuse and
discussing ways that victims ﬁlay bé silenced by fear or shame, a fictional story
creates an opening to discuss the tragic coﬁseqﬁences of abu'Sé When society
imposes a code of silence. In the final scene of the edited segment, William is
- released from jaﬂ‘and wlalks alone into a community that does not want him,
léavirig him vulnerable to becoming a repeat offender. ThlS victim/ offender
cycle lbpens anolther:‘ layer for discussion about social responsibiiity and
community support services évailable to indivjduals who heed such support in
order to grow into healthy citizens,‘

Workshop Three: “The Outsidef’ ’

The story for the third session deals with insider/ outsider issues when a
young native man, Nevada, arrives as an unknown to the close-knit community.

Universal themes of light and dark, good /evil, love/hate, acceptance/ rejection,



73

hope/ fear, truth/lie creafe the plot’s dynémics betweén human belonging and.
isolation. The first scene opens at the home of Elsie, an Elder whose knowledge |
of ﬁadiﬁohal plant medicines contrast the differences between Native‘and
Western mediciné. As Elsie prescribes pond scum to clean the outsider’s wound,
Sarah, a non-native nurse in the corhmunity gently provides her alternative
m'terpr«e’tation that pond scum is dirty. While Sarah adnﬁrﬁstefs the naturél
medicine unde: the gﬁidance of Elsie, a feaéhable 'moment occurs for the readers
who observe fhé different cultural practices in health remedies. Who holds the
knowledge, who administers the remedy, and whose authority gains respect as a
healer is clearly depicted as a shared power relation t’hat contests an assumption
that Western medicine is superior to Native medicine. In a classroom of second
language learners, the diversity of health Cérej practices, alone, éould be easily
expanded as a separate topic for small group discussion.

Another Contraét i)resented in the opening scene is the kindness‘ of the two
women toward N evéda, whereas later in the story, antag;)ﬁiSm and rejection are
shown by other people in the community as he begins to fabricate a life story that
soon falls apart at the Seams. His wound not qnly foreshadows a serious health’ |
condition, but also forms a symbolic pattern of woundedness beginru'ng in
Nevada’s childhood and continuing through adulthood. His declared reason for
COnﬁng té Lynx River as a graduate student and doing research in preparation to
write a thesis is a sham. His repeated deceptions limit authentic contact to a few

people who give unconditional acceptance.
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Kenyon & Randa]i (1997) suggest that “The Way we tell and show
oui:selves to others "’generates a picture of what we are like— our abilities and
1imiis. Based on this picture, their treatme‘nt of us either opens up certein
opportunities of closes them off” (p. 37). While_’;he majority in the community
had doubfs about Nevada’s motivation for being there, the story shows reflective
and unreﬂective‘ per’sonalities.’ This stei'y turns an insightful lens on human
nature, and the oppositions that arise When exclusionary biases dominate an
individual’s perspective.

In another scene, while sitting around a campfire with men and boys from
the community, Nevada Shares a story about a sea lion’ hunt with his father. The
intent to build camarade:ie fails when details raise suspicion. One strand of the
story proves:to be irue, but several details are embr’oidere’dlies.‘ A child in the

~ group challenges Nevada’s version of the adventure based on the fact that
harpoons are no longer dsed, thus, bringing humiliation to the telling of a
memory fragment. | g

Later, when the true version of his story is revealed as a tragic turning
point in his life, Nevada gains understanding fi'om, Joey, another outsider whose
mother is dead; his father in’reheb. What provides Joey with greater seciirity
than Nevada is an extended fariﬁly in Lynx River; Nevada, on the other hand,
has been living on the streets, mostly in Vancouver as a male pi‘ostitute‘, since

running away from a violent home at age 14.
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Following the éampfire episode, Nevada awakehs in panic. “Why did
everyone seem soO I;issed off at me last night?” he aéks an Elder whose fesponse
corr;es from a caring heart and thoughtful knowing rather than a lecture. “My |
wife always said I talk too much. “Talk less andnlisten more,” she said. “Then
x;vhen you have something to say, people will listen’.” Insight reﬂecfs wisdom.

Oﬁ a hunting expeditioh with Joey and TeeVee, tené’ion builds between
Nevada and TeeVee, Who is alsoyon the run from a conflict with a local youth.
”Trﬁst me Snowman,” Nevada says. “You start running, it’s 'hard to St()p J
| TeeVee is in no mood for coﬁnsel, and the tWo men gbad each other for the
duration of the hunt. As the conflict reaches a climax, Nevada reveals thé truth
about his life to Joey, who resrponds with a compassionatg mind as Nevada adds,
“T'm still alive, man. That’s all it's been about since I was 14.’; No action has |
earned this trust except the recognition thatv suffering souls simply acéept each
- other’s experience withd;it judgement.

Soon éfterr breaking canip, the‘y,ouhg men find moéée tracks in the snow
and the three take separate trails to maximize their chances; a n;oose appears at
close range, and Nevada, an nexperienced hupter, has a Clear shotbut misses; as
the moose runs free, Nevadé collapses in the snow, breathless, and too weak to’
continue the hunt. For thé pilot project, the research participants saw the final
scene where Nevada admiits to Sarah he is HIV positive. However, at the other
sites, 1 Stopped the segment with Nevada collapsing in the forest. ThlS change

was made for two reasons. First, while discussing the stories with a senior
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administrator at a potential site, he expressed concém i;hat one brief incident
near the rend of the éeginent'rhight' triggér some of the students, a risk I was hbt
pi'epared to take. Sechd, the theme I'wanted the participants to address was
insider/ outsider relationships, and what conditions create a hospitable |
environment for Outsyiders‘ coming in to a new situation. Hence, the other three
sites did not see the complete edited stbry, although seeing Ne\}ada'collapse
provided a clue for them to predict the reason and implications for his future at
Lynx River.

Of the fOur,Sthies, the “Outsider” was least discussed as a mémorable
story during the wrapllip intérviews. I thought, perhaps, the second language
learners might identify with some aspects of being an outsider. Sﬁrpris’ingly, the
native speakers of English had more to say“or‘l this topic, si‘ncea‘ few participants
elaborated in their reflective wIi’cten responses about being teased, taunted, and
margih“aliﬁzedby their literate peers in their earlier school experience.

Wotkshop Four: “Safe Home”".

For the last Woi:kshop, the scréenwritérs provided a title, “Safe Home’f to
explore a child’s vulnerability in an unstable, qdult world. The story features a
little boy, Charlie Muskrat, taken from his home by Social'Services becaﬁse his
mother is in a drug rehabilitation program. Choice of language as well as facial
and body images in the‘ opening scene create power dynaﬁﬁcs between adults

“whose control over a child creates unstable conditions, thereby, arousing fear,
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anger, and alienation in the child. An interim caregiver, Betty Moses, explains to
Michelle thaf “ St)ciai Services dumped him with a cousin” Wheh‘his mother
could no longer care f’or’ him. According' to Betty, the situation at the cousin’s is |
“3 real mess”, so Charlie is “on the road” travelling with Betty in her roie as
supervisor of drug and alcohol treatment centres. The instability in Charlie’s life
is compéunded when Betty aésumes he can stay with her good friend, Michelle,
‘in Lynx River for a short time. Without 'forewarning, Michelle arrives home to
find \a child in her living foom watching television and, initially, thinks the child
is an apparition of her decease’df daughter, Hanna. Unhealerd grief becomes the
central barrier to c0mmiinicaﬁo’n that resu‘lté in C’harlig feeling abandoned again
' While he waits for his mother té be releasédfrom treatment.
Vivid images of human connéction’ and disconnecti‘on’in the rising action
show the heart-wrenching dilemmas that happen when people, irrespeétiVe of
- age differenfce, cannot comfort each other as long as their experiences of loss and
: grief are on parallel paths, simultaneously. The clash of human emotions that
, <su1'face between Michelle and Charlie reveal the sensitivity needed to assist
individuals in ,coming to terms with loss of someone they love. Their strong,
stoical fé;lings, so close to the surfaée, 'preve'nf what they need most, to find ‘
comfort in each other.
Rising action in the story reveals how basic needs of a child are not being

met by the adults around him whose own sets of complex circumstances
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override his need)for shelter, food, and care. Adults hoid power; adults exert
their power over children, often Wit’hout consultation or respectful consideration |
that é chﬂd has feelings, too. In fact, Charlie shows femarkable re‘silie‘n‘ce,;
empathy, and self-reliance as oftén happens When a child faces his/her own -
survival at an early age. He also Wearé the scars of Woundiﬁg and distrust and
accurately reéds and interpreté verbal ahd non-verbal messages given to him by
adults. | When Michelle rejecfs Charlie’s need for acceptance or cbmfort, there 1s
an immediacy to hlS respo‘nses.’ ‘For example, Atheir first encounter indicates to
Charlie that hé is unwelcome, disliked, and albne. He runs outsidek,"and when
Betty catchés th, ﬁe says, Quite‘understandably, “1 dop’t like her.” Here, he
reacts withdut really understénding his feelings apd nééds being génerated as
ahger rather than fear and Sadness. Bétty discounts his inner knowing. “You
don’ t like anybody,” éhe responds, without empathy.

Over tixpe, a child learns to distrust his intuitive responses, leaving him
less able to respoﬁd authentically later on as an adult Wiﬂ; éompassion for self
and others. Rather, thé‘internaiized rhessages of rejéction turn iI;tO seif—blarﬁe or
blaming thé otherina ﬁegaﬁ{ze cycle.

*hokkkKEX

In the recesses of a child’s memory, the loss of truth scars her reason,
now, an adult encased in a specially-baked cake and white lies. How

 the body clings to unwanted food, swelling with each distasteful bite
of seeming politeness, telling me that granny believed this specially
baked cake was the little one’s favorite treat. baked with care over
and over in a desire to please the beloved child.
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“] hated that cake” the adult says, passing a piece for me to ingest
her dislike of it of me. “And I could never tell m y grandmother

the truth,” she says, as i taste toxicity, swallow the bittersweet
memory. She hates kindness still, the daffodils i bring, signs of hope
that shrivel. In meta phor, her laughter caws and caws C&FE]ESS]}(’;

L e . 2

Another i'eason for Charlie’s mistrust of adults is revealed during a card
game. Andrew, a friend of Michelle’s, comes tovisit. Charlie quickly seizes the
moment to take charge by djsellowing Andrew from joining the game. Michelle
| tries to reassure Charlie that “ [Andrew s] a nice guy, y know’ " but from llved
experience, Charlie’s mternal voice says aloud “Till he starts beatlng upony’”
W1thout making eye contact, Michelle resp‘onds, “ Andrew doesn’t do that” and’
the moment of tension passes. It will take many messages, both overtly and
| covertly through positive relauonshlps between men end women, to convince
Charhe and children like him that some adults can be trusted whlle others
cannot.

“ Safe Home” exposes a ehjld’s vulnerability when designated guardians
fail to provide réSponsible cere. In Charlie’s case, the “ dunlping pattern” results
~ in a crisis when hlS anuc1pated return home is postponed due to lus mother’s
condition. This delay conflicts w1th Betty s planned trip to the United States, and
as his temporary caregiver, she cannot legally take him across the border. One
option would be to change her travel plans, but Betty has het own agenda and
tends to be an inflexible, opi:rﬁonated ‘pers‘onality, anyway. After a struggle,

Michelle agrees to let Charlie stay with her until Betty returns. Though less than
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ideal, Charlie ’ma,kyes a supreme effort to please Michell.e without his desired
results. Charlie hasﬁy a mghtmaré and crawls into bed with Michelle, tﬁggering
mémories in Michelle of her daughter. In a dazed fog, she forcefully orders him
back toa st:rahge bedroom. To make amends for upsetting her in the night,
Chariie prepares breakfast like he used to for his mother. He tries so hard to be
accepted. |

 Later at Hanna's gravesite, Michelle seeks a few solitary minutes but is
followed by Charlie who offers tobacco and says, “For Hanna.” Michelle
abruptly shoves his hand away, and he runs from the cemetery. I briefly
explained the scene to Lee Browﬁ, a native educator and author, for his
interpretation of the incident. He explained to me that “tobacco is a request for
communication” . . . [but Michelle] “is rejeéting the boy’s tobacéo because [she
perceiveé it to be] an improper gesture” (email message, Sunday, January 20,
2002 8:09 PM). Thefe can be different reasons for offering tobacco, but Charlie’s
need for communiéation makes the most sense, and 'fhouéfl his intentions were
kind and thoughtful, Chaﬂie, no doubt, felt that not only his gesture was being
rejected, but also himself. During the Workshqps, the general feeling of the
native parﬁcip/;nts was that Charlie probably Wanted to show his respect and
sympathy for Michelle; Again, this scene involving proper protocol when
offering tobacco involves cultural layers of meaning, the significance of which
would not be understood by the majority of non-native readers. That Michelle

responded in an impatient and disrespectful manner is a reminder that anyone,
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child or adult, learning the sacred ways of a different cﬁlture needs to ask what
the proper protOcoié are for a particular situation. Even then, “the answer you
seek may not be the one you want to hear” (Alannah Young at a Traditional
Teachings seminar, First Nations House of Leérning, University of Briﬁsh
Columbia, January 16; 2002). We are sometimes too impatient to listen and
blunder into ignorance, offending people we most wish to respéct, and these
cultural misunderstandings can b‘eéome critical judgements that divide rather
\tham"‘ unite if reflection on the intent of the outsider is not taken into consideration
by the insider.

In that poighant\hloment at the cemetery, where roles are reversed, the
readers see how the hurt child re-appears within a suffering adult and reacts in
anger while the wisdom of a little boy, still’too“young to full’y’ Cémprehend the
situation, reaches out;With open Wérmth and receives a chilling rebuke. When
Charlie doesn’t come home that night aﬁd is found sitting at the airstrip in
ﬁeezing temperaturés, Michelle reflects al‘oyud to Sarah ”i—ie"’sjust a little kid;
he’s scared; he juSt Wanted me to be nice to him. Why can't1 bé nice to him? Am
I going to be like this forever?” For me, the questions move out from the speaker
like rippling Cur;ents; pushing the edges of poséibﬂity across bbrders, aéross
cultural boundaries, across the hurts that separate us‘ as people, one from the’
other. Voices of the ancestors inhabit our’memories, have gone before us to other
ways of knowing. Why can’t we learn other ways of being now or are we going

to be like this, in conflict, forever?
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CHAPTER 5: SITE ONE |

Introduction

| The pilot project took place at a university collegé campus during the
Spring Seméster. An outline sf questions (Appendix D.1) to assist pafticipan’ts in
their reflective processing was provided as an informal guide, and the researcher
offered oPen-endéd questions to stimulate discussions. A wntmg sample was not
requested of the Site Oneparticipsnts nor did they receive brainstorming
Wori{sheets. Unlike the main research project (Chapters 6 and 7) that introduced
brainstorming techniques for vocabulary building, the skill development in the |
pilot project emphasized group discussion and problem-solving as the basis from
which to write reﬂ’ective journal responses. As with the other sites, this group of
| research 'parﬁcipants wrote their responses to three stories aftérb' the Workshops
ended, but for the fo@rth story, they were asked to write during the last half hour
of the ‘workShop. The reason for the fonnat change in the last workshop was |
twofold: first, I wanted to assess the Writihg skills and reﬁéctive thinking when
students had unlimited time to consider their response comparsd with a limited
‘time of half an hour that required an immediate response; and second, I needed
to read the responses to the iast story before inféfviewing the participanfs the
following week, so I chose the most expeditious way to compact the parﬁcipanfs’
time commitment to thé project. -

Pedégogically, the research proce‘dures for the pilot project were designed

as a situated learning model (Brown et al, 1989, Collins, et al, 1991, Lave &
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Wenger, 1991, Wﬂson, 1993), because I wanted to fa'cili’cate the w0rk3h0ps‘ ina
manner that would allow the research participants to not only inte‘ract with the
texte, but also communicate with each other as a means of a‘cquiring language =
both oral and written. “In the situated view, experience becomes activity and
takes on a much more dynamic relation to le‘arnjng’ " (Wilson, 1993, p. 75). Of
significance, I believe, is the recursive processing of language ,and the reciprocal
exchange of ideas ’tha’\c enﬁch personal le'afning when aduits analyze stories as a
| greui) rather than as individuale who read and chespond“to stories independently.
: Lave~and Wenger (1991) studied fOInls of a‘ppr,enticeship in the process of
developing a theory of situated learning. Of relevance to my research study that
links language learning with eocial‘interaction, Lave and Wenger explore ways
that “learning involves the whole person . .. becoming a full pafticipant, a
member . . . able to bef_, involved in new activities, to perform new tasks and
- functions, to master new understandings” (p. 53) witnin a community rather
than in 1solat1on Each adult hteracy student engages in lenguage learning
activities that ultimately change his/her self-concept and involve the
construction of identity. (p. 53) In my teaching experience with adult literacy
students in an adult ’(lrearnjng centre as well as Iny observations in a‘varie‘cy of
educational settings, including libraries and storefront classrooms in ’Ontario and
college upgrading programs in British Columbia, it has been my impression that
many adult literacy programs provide limited opportunities to participate in

social interactions.
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As adult members in an academic community, I believe literacy learners
are entitled to a program that includes both independent and interdependent
activities. Becoming print literate is more than a cerebral process. According to
Lave and Wenger, situated learning requires participation in situated activity.

Participation is always based on situated negotiation and

renegotiation of meaning in the world. This implies that

understanding and experience are in constant interaction —

indeed, are mutually constitutive. The notion of participation

thus dissolves dichotomies between cerebral and embodied

activity, between contemplation and involvement, between

- abstraction and experience: persons, actions, and the world

are implicated in all thought, speech, knowing, and learning.

(p. 52).

- Rather than dissolving dichOtomies identified above, I prefer the notion that
participation integrates the stated dichotomies.

I selected television texts from the Canadian series North of 60 because the
stories depicted current social issues of every day life, yet located the situations
- in a specific cultural context outside an urban centre: a northern aboriginal

community known as Lynx River. Although the research participants could
have responded to the stories without group discussion, I view oral language
and dialogue as necessary to the formation of meaning and understanding.
Discussion on social issues represented in the stories, such as sexism, racism,
classism, human rights, health education, employme'nt, child care, nutrition,

housing, equality, and justice generates a flow of ideas and hopefully expands an

-individual’s confidence to transfer oral language into print form.
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Although my research methodology for the projéct did not conform to an
ethnographic stud};, there were aspects of ethnography both ffom the résearch
parﬁcipants’ activities and mine, in the sense that information gathermg(
analys%s, reflection, and reporﬁng as observers on situations within a particular
cultural context un':elated to their own was being undertaken. Creswell (1998) .
writes, “The ethnographer’s task' is the recording of human behavior in culﬁn‘al
terms” (p. 324), although the research participants were neither interviewing nor
coﬂécting data to be categorized in a formal, scientific manner. For the research
participants in the pilot project, none of whom were aboriginal, their task was to
study television stories portrayed as representations of reality in an aboriginal
comiminity, report on their ﬁndings? and reflect on their learning from the
stories, whereas my task was to study a culture of adult Iiteracyg learners using
television stories as a tool for déveléping literacy skﬂlé, and interviewing them to
- gain insight iﬁto their learning with some consideration of their \respbnses

thrdugh different Cuyltural lenses. Within a narrow irjterp;'étation of
etlfmbgraphy, the/parﬁcipénts' were observing and reporting on \”(a) a description
rof the context, (b) an analysis of the major themes, and (c) the interpretation of
cultural behavior (W;Icott, 1994b)” in (Cresweil, 1998, p. 104).
- To connect reflective thinking and Wﬂtmg diréctly to the situated
-experiences of the readers (and writers) in relation to the characters in the stories,
there were four questions to guide the discussions: (1) What is the (conflict) |

situation in the story? (2) Who/what is responsible for this situation? (3) Why
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are things this Way? and (4) What needs to happen to irnprove the situation?
Within this framew(erk for analysis of theme, plot, characters, and setting, the
partrcipants observed a ““culture at work” (H.F. Wolcott, personal
communication, October 10, 1996)” (Creswell, p. 245) and grappled with their
emotional responses, cultural biases, values, and beliefs that create tensions
between real life and visual representations of real 1ife~situatfi01rs.

QOverview of Site One Participants

Participants at Site One represented a multicultural, heterogeneous group.
The three rnen and eight women came from economically diverse backgrounds
and spanned over 40 years in rarnge of age. As aliteracy Volu'nteer inthe
classroom the previous semeeter, I had tutored one of the participants an hour
per week and led a small group of second w1>ar1guage learners ina reading circle
one afternoon per week for approximately ten weeks, so some of the participants
had met'me'priorto the project.

Of the 11 active partlc1pants only one Canadian Enghsh speaker attended
all four workshops and submitted four reflective ]ournals, Whereas three out of
rflve second language learners attended every workshop and submitted four
journals. One second language learner attended three workshops and submitted
two journals while another attended three workshops and submitted three
jotrrrrals.f Two Canadiéh English speakers attended two workshops but
submitted no writing. Finally, e student who ’spoke Creole and had extremely

limited literacy skills wrote a simple sentence in response to the second story and
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submitted a ‘two-page journal in response to the final Wérkshop with the
assistance of two sc1;ibes.

| The second language learners had limited background knowledge of
Canadian television or Native culture. Only one Canadian English speaker said
he had lived near a native reserve and described people he met as “wealthy”
native people. He expressed interest in the portrayal of a Native community that |
differed from his earlier exposure.

7 InaUS. 1itej:acy study, Merrifield, Bingman, Hemphill, and deMarrais
(1997) found that a common theme among the immigrants they profiled “rely on
television for an inordinate amount of information abogt the‘ dominant culture of
the United States, almost as a ﬁsu’rr‘ogate fér interactions With native speakers of
English. Most desire such’interacﬁons with actual humans buf must settle for
them in a passive, elecfronic incarnation” (p. 179). However, the participants‘in
my pilot project did not fit the above profile in terms of dependency on
television. = R |

Alfhough most io/f the participants iﬁ my research study ilitdicated inthe
survey tfhat‘the'y watched some television as a means of information gathering or
entertainment, the group of second language learners said during a break in the
first workshop that they only spent a modest amount of time watching television
at home because they were too busy with family responsibilities and other
interests. Four participants at Site One could meet their daily needs by using

their first language either through family or community contacts. Therefore, it
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seemed that the second language learners eagerly tqok édvantage of any chance
to converse in Engltsh while in the classroom, but in their private lives; vthey
spolte mostly in their first language.

During regular class time, students workgd independently, most of the
time, and did not necessarily know the names of classmates nor did they sha‘ré
ideas in group activities to develop skills in reading compreher’tsion, Limited
social interaction tookk place since the primary course materials were taped
recordings that students listened to individually. In my experience, adult
literaéy instructors usually work in relative isdlation as no consistent, mandated
adult literacy curriculum exists at either a provincial or community level, and
even within a college system, i)rogram materials may differ from one campus to
another, depending on the literacy levels and needs of the students on site.

As a reflective practitioner in adult Hteracy, one priority of mine has
always been to encourage a sense of community by iricorporating activities in
which étudents with diverse literacy skills can participate “eAqually on a regular
basis. Television as an eduéational resourcé stimulates languagé acquisitibn
through active listening and discussion.

Merrifield et al,‘(1997) points out that ”oﬁe of the most basic distinctions
that needs to be drawn between the literacy needs of native speakersg and non-
native speakers of English [ESL] has to dt) with the added burden of developing
oral/aural proficiency as well as cultural understanding” (p. 8). To support this

position, the second language learners at Site One, as well as the other sites,



89

responded eageﬂy to any opportunity to synchronize the four language
domains: speaking,wlistening, reading, and writing. Not only is it important for
the ‘majority of literacy learners to practise oral/aural skill dev‘élopm’e:lfc as parf
of ‘their mastery in academjc discussion/interpretation on a specific topic, but
also as a way of expanding conversational turn-taking, colloquial expressions,
debate, pvroblem—s'haring as Wéll as non-verbal géstures that relate to cultural
norms.

For the regular-class time, students worked independently, for the most
part, and did not ‘necessarily know the names of classmates nor did they share
ideas in g'r'oup'acﬁvities to develop skills in reading corrnprehension, Limited
social interaction took place in class since the primary course materia‘kyls Weré
audiotaped stories and exercises that studénts listened to individually at their
own rate. With a few of the participants, the regular instructor had introduced
reader response strategies, such as predicting, thinking éloud, and connecting
new information to past knowledge that has been storr;ed m memory. However,
the class of multi-level learners required individualized prograrhs and often
worked in relative isolation. After the first workshop, I simplified plans of
introducing a different small group activity for each session to facilitatiﬁg one
large group discussion because the participants” daily routine of working on
independent assignments had not prepared them for this sudden shift to group

analysis and discussion. -
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A significant feature of the research site was the énthusiasm of the
instructor. She encéuraged literacy enrichment opportunities for her sfudents
and expressed a positive attitude toward research in the classroom. While I was
searching for suitable sites for the mainresea"irch:‘project, I becarhe more aware of
the supportive role that an instructor takes in ensuring a respectful relationshi?
with everyone in?olved in the project. The instructor at Site One arranged
optional assignments and alternative study areas for a few students who did not
wisﬂ to participate in the research project. Planning options is an ixhportant
‘aspect of classroom reséarch since participation is voluntary and withdrawal at
any time during the study is a condition of the letter ‘ofk consent. :Studen’ts must
be prépared in advance for changes SO ihat the individuals not involved in the
research study still come to class and work productively oﬁ sepérate projects. In
my view, the encoﬁra?ging, cooperative attitude of the instructor at Site One set a
posi‘cive’ tone for my first meetiﬁg with the students, fh’ereby enhancing their |
récepﬁvity to discuss the purpose and format of the rgseal;c;h project ahd to
commit time and effort to an ‘tmfamiliar learning situation.

- Physical Layout

In retrospect, thé layout of the classroorh that had two large circular tables
seton ‘adia‘gonal in fhe centre of a long, narrow room and work stations around
the perimeter, was not conducive to group interaction and created an imbalance
in terms of physical proximity to the television. - Participants formed two camps

around the tables— the second language learners sitting close to the television
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and all but one Canadian English speaker sitting at a distance, divided by the
expanse of furmture and cultural difference. |

| I Wanted the sessions to be informal and non-threatening which meant
that participants found their own comfort zone rather than conformjng toa
,prescribed; seating plan} Interestingly, the second language learners sitting
closest to the television were more actively engaged than the Cénadjan English
| speakers who chose to sit farther away from the screen. While the six srecond

language learners debated through coffee breéks and enthusiastically wrote:

reflective responseé, the others missed at least one session, took breaks, and did
not complete their journals. This is not to imply that coffee breaks cause a
dec:ease in writing, but the pi.‘oximity to the teleﬁsion Segme’d to maximize
focussed;r’eadjng and reflective response. As a researcher, | can only speculate
thata different room and seaﬁng arrangement might havé resulted in a more
- cohesive whole and encouraged everyone’s active participation,

* Workshop Highlights

~ In the first session, the participants receivedr a brief over\;iew of the main
charaéters and setting. However, no backgrou‘nd information, discussion of
theme, or prediction of plot action was di5cus$ed.f They were accustomed to
either hearing or réading a stdry twice, dependiilg on whether the story was an
audiotaped version or a hard copy. The first “reading” of the visual tekt ran
‘uninterrupted. General confusion followed when I asked them to discuss the

text with a partner. The students normally read print texts in isolation, so they
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balked at my request to work with someone. During tﬁe second reading, I
stopped the video fwice to elicit their responses to camera techniques, lighting,
mood, and symbolism, but otherwise I refrained from entering the group
discussion until it was time to wrap up the session.

In discussion, oral opinions, and written responses, the participaﬂts at this
site Were’divided along cultural lines. It should be noted that hone of the
participan’cs at this site was a native student. Those who came from Asian
couhfries and understood a collectivist stance as their cultural norm, expressed
deep sympathy and approval for TeeVee's decision to remain silent about the
inc:ident;kothers who upheld an individualist stance from a Western perspective
demanded that Harris be held accountable for his interference with due process.
TeeVee felt that silence was his only choice because speaking/out, he believed,
would kill his mother. His position was less valued by thé individualist voices at
Site One who strongly condemned Harris’s actions. One student with collectivist
Sympathjes said that whether or not she cared about a pezzéon would influence
her actions. - |

It was a hotly contested decision amohg' participants at all sites. Native
participants who retained ~c§nne_:ction to native cultural traditions understood
TéeVeéf s refusal to seek revenge or involve anyone from his community in the
private conflict between Harris and himself. However, I recall Laura, a native
woman from the family literacy group who had spént most of her childhqod

with non-native foster parents, objecting to TeeVee's reasoning that his mother
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needed to be protected because this would insulate her. from knowing the truth
and, thereby, keep her in a state of false consciousness. |

During this firsf session, I attempted to remain neutral throughqut the
group discussioﬁ and asked open-ended questions. Students who were not -
accustomed to giving opinions on social or family issues showed preference for
sticking to tﬁe facts butfincluded reflective comments in their journal. Some
looked to v'me to conﬁim a right or wrong answer rather than synthesizing
infofmation and drawing their own conclusions. Building a meaningful
partnership within the grbup did not happen immediately, even though they
' had spent considerable time together in the safneclas‘sroom, and thé dynarnics
remained essentially divided Between kCanad,ian English speakers and second
language speakers with one in the former group joining the latter group for the
next three workshops.

The students raised in English as their first language demonstrated 1es§
commitment to participate fully in the study by irregulér Aﬁendance, little or no
written responses, and physical distance from the active pafticiéants. Tended
the first session by asking participants to consider what their response would be
if they knew a relative had Brokeﬁ alaw that threatened the security of other
| family members and/or the community. The question remained open for their‘
reflection.

The second episode shown during the pilot project portrayed a violent

confrontation between a native female police officer and a native male teenager.
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Before showing the video, I asked the group to discuss With a partner: (a) their - |
assumptions surroﬁhding the role of police in society, and (b) if they vxlrere'
involved in hiring new recruits, what character traits did t"he}’r‘consider‘ desirable
for police work. Later, in the main research study, I used this strategy to begin
each session by asking a question relating to the story’s theme. ‘Participants
recorded their spontaneous ideas, brieﬂy shared information with someohe
nearby, and referred to their notes later as a comparison with the representation
of pblice in the actual plot.

| For this story, I provided background informaﬁon from previous shows
so that allusions to past‘ e‘Ventskwould’ be‘ understood by the readers. . InmJendoeS
made by William in réference to the recent dreath‘o’f Michelle’s daughte:f, Hanna,
complicated her abilify to respond to his taunts. Without thié information to
explain her emotional fragility, the 1ayers of meaning Would‘ not only escape the
readers’ notice, but also skew their analysis of the situation. Under normal
éircumstanCes, for example, the community might not be so ready tb torgive her
actions. Even so, there were participants who felt no mercy an(i judged Michelle
on the basis of her actions.

During the second and subsequent sessions, I paused the episode several
times for questions and comments. One poignant moment during this
workshop, that is explored more in depth in the final interview with Ellen
kf(pseudonym), focussed on her close identification with William’s situation.

'Coincidentally,’she was celebrating a milestone of being drug-free on the same
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day of the Workshop‘ Because of Ellen’s support netwérk and progress in her -
healing process, brihging such a relevant story into her learning environment at
that precise time enabled her to respond objectively‘ and to take pride in her
recovery; howéver,‘the serendipitous situation alerted me to discuss specific |
topics with the instruc’tc’)r’s’ at other sites in advahce of the study, sihce
identiﬁcétion with characters can stimulate powerful responses, both positively
and negatively. In the letter of consent, participants were also informed that they
could Voluntaifily withdraw from the study at any time. |

Fortunately, Ellen’s identity with William created inspiration later on
when we discussed how her lived expeﬁences were still impedingkher learning.
From this experience, I learned two lessons; a) course materials need to be
sensitively selected siﬁce, in any giv‘enclaséroom, a percentage bf students Will
have experienced some form of abuse in their lived experience, and b) support
services should be available for students 1n case stories with traumatic events,
r)elevant to the student’s‘expér‘ience, are mt;oduced in co’ﬁfs‘e materials and,
unexpectedly come to the surface.

During the second workshop, I observed a comfort level of knowing what
to expect, thus creating greater focus. In this session, I stoplyaed‘the Videb '
frequently to ask questions about visual effects and their symbolic meaning.
Literary and visual devices were discussed to optimize the construction and
retention,of meaning and aésist second language learhers who have a tendency

to 1ose the thread of a story if slang or slurréd phrases create a tangle of words.
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Sometimes when the characters were facing away from the camera, or words
were poorly articul‘eted, a second lahguage learner might depend on body
language, toﬁe, and background visuals to interpret the i‘ising action.

Because the story contests a stereotype in showing a native female police
- officer instead of a white male police officer brutally attacking a mal’e‘ prisoner, I
kpresur‘ned, erroneously; ’that this representation of reality :mighf be challenged;
however, the female majority vociferously argued that women can be just as
brufal as men. Yet, lack of accduntability of a police eﬁficer and the absence of
William’s parents in the story generated morai outrage.

The third workshop introduced issues of belonging. Though native and
non-native approaches to medicine and healing could be the focus of discussion
for this particular story, I chose to exp‘lore insider /outsider issues, in part,
’because adlﬂt literacy learners often experience alienation from the literate
: comxhum’ty. I thought Nevada’s sense of alienation and struggle for acceptance
had relevance inan adultiliteracy context. Like the scene 1n ‘which Elsie
prescribes pond scum to heal an open wound, the participants 1;eﬂected on
insider/ outsider dynamics in families, classroems,‘ and communities. Who holds
the kﬁowledge,rwho adnﬁxﬁsters the power, and whose euthOrity domiﬁates the
social order is clearly depicted in “The Outsider”. |

This story turns an insightful lens on ’hu:man nature, and the binary
oppositions that arise when exclusionary biases dominate an individual’s

perspective. I would argue, as many of the research participants did, that
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humans have a choice to judge others on the basis of afpearances whether to be
open or closed to dﬁtsiders; by looking inward through reflective practice, the

community members in the story who rémained open were enriched with

Warmth and fellow feeling; the unreflective people seemed insensitive and

emotionally impoverished by reacting with contempt, rejection, and fear.

waard the’ end of this segment, Nevada collapses in thé snow while

hunting moose.- The ﬁnal scene éhoWs the nurse, Sarah, and an Elder discussing

~ theheed for confidentiality in regards to Nevada’s temporary care after he
confesses to being HIV positive. A glimpse ofk community members éppearing as
shadowy figures in the background is a foreshadow of their emotional distancing
from the situation that’reéults in Nevada’s removal from Lynx River in a later
episode. Because Joey’s teachihgs about survival in the Wﬂdérﬁess depend bn
acquired knowledge in relation to the natural world, he is unable to help Nevada
whose lived experienée has taken him to the streets of Vancouver. Although’
jOey and Nevada share a common understanding of ‘pareﬂr{tal negligence, the
former has access to extended family support whereas the 1atte;‘ haé had no one

| to offer shelter and advice‘during adolescence.

Of the four stories, tﬁe ”Qu’tsider” was 1east discussed as a memorable
story during the wrép—up interviews. I thought, perhaps, the second languageb
learners might identify with some aspeéts of being an outsider. Interestingly, the
native speakers ‘of English'had more to say on this topic, since a few participants

~ elaborated in their reflective written responses about being teased, taunted, and
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marginalized by their literete peers in their earlier scho.ol experience. The scars
of feeling like an outsider generated empathy for Nevada and admiratien for
Ioey"s forgiving nature.

Finally, “Safe Home” brought out the hurt child that yearns to feel safe
a:nd secure both at home and in a community. The participants wrote their
responses during the workshop, so they had less time to reflect on their own
experiences or empathy for a child’s suffering when the adult world he inhabits
canr;ot provide the emotional nourishment he needS"to grow asa healthy multi-
dimensional human‘-being. Charlie is portrayed as a strong survivor, but his
situation provides an opportuhity for adults to discuss and reﬂect on achild’s
needs and desires beyond the basic shelter, food, and dothing.

‘On the secondk reading of the text, I—paused in several pléces to give the
research participants ‘opportum'ties to discuss the symbolie meaning, verbal and
non-verbal messages, and the emotione being conveyed in particular situations. -
The Four R's —relationship, r’eysponsi’b‘ility, respect, and fe‘\}erence —articulate the
key elements of mind, body, and spirit develop‘ment, The ~parﬁeipants identified
~> qualities that create a safe home environment. | They considered social services in

 their own community to provide support for both children and adults.

O B

Children of earth and sky and sea/grow as one large family,/
listen to the songs of trees/let our light awaken dreams/
dance our sorrows in the rain/in our hearts the sun remains/
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when the rocks tell mysteries/ they will share our histories
show us ways to think and see/what to do and how to be
song of growing ditferently/ treat each one respectfully.

ok Rk
I reflect back on my time spent with participants in the pilot project in

order to consider the reasons why written responses from this group mainly

focussed bn factual details about the story, and no one mentioned this story

during the interViews. Like Charlie and Michelle, I was in survivor mode during

the pﬂdt project, fighting to regain strength after physical and emdt‘ional trauma.

In retrospect, I was unable at that time to flesh out depthful knowing (van

Manén, 1990, p. 153) in the parﬁéipants, and needed time to heal and essentially

rebirth myself in order to be fully capable of entering into Charlie’s experience,

| ready to inspire the pérticipants in later groups to empathize with a child’s Way

 of being, seeing, knowing.

Reflections on Oral and Written Responses

Participant: Tane

Since Jane referred to my suggested guidelines for her ‘Wﬁttﬂl responses
that I providéd at 'the first workshop, her oral and written reéponses have been
- selected to introduce the researgh study paxticipants at Site One. Jane was the
‘only Canadiah English speakér who chose to sit close to the front and joined thé
group of second language learners. She attended four workshops and submitted
written responses for each story. While alwaysrespectful of other’s points of

view, she unhesitatingly expressed strong opinions both during the group
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discussions and inhef reflective written responses. In pi*int, her Qoice speaks as it
does in person With/:honesf caﬁdor. I have selected her untitled r’espoﬁs\e to the
story, “Crime and PUIlishnmnt.” N ote that for the main kresearckh projéqt, the‘
same story is referred to as ”Corr‘eétiohs.” |
Aoghter hadjust drown, |
V m/Mpodwt | k
1. De/sonb@whathappmed/ wvﬁae/TV wg/memtﬁfom
| “Northvof 60"
Mwhadbthe/polw@oﬁﬁm hadgw&t come/ﬁfom/
Calgowy a/nd/loownghe/ Wghtertodwvwmgx Notin
very conMwwhad/congntwwaxm cheulxouyowng/
‘ "afander wlﬂvd,rugxy vapocket
2. Wkatpr@vwwy kmmledg&chobyow sz@aboutth@
 toprer o A,
Only things T'v w@wowtv veads wvth&pwper )
 herdoonthe rowb,cr It‘év?b@wtiuo waystreet whm i
| ”fcomaytopeople/ Power WCMMWMWWPVOIJ{&WU

| Dq%remtpeoplelookxat&ﬁferwwwwaﬁovw
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3. What new mfmfmafwwdwl/yowlea/rwaboutm
i i , ;
1 had learnedsalot because T dowt what awhole
, oft;v.‘ But watching thig show yo@aréwpmtoe/va davy
, your@y%fa/nd/yowmowsee/t‘hatwezhm/@axloftovleww
w@'éraalbpéoplé regruadl%{yofodor race or backgroud.
. Whawdbwwwtwceptpwpl@fdrwwﬂ@ e and not |
what they are, e
4. Do yow agree or disagree with the writers point of

 howld be invthe reabworld. Tolook/atﬁwyg'\ow whe see
‘ yougzafe//\d/whoMJMthomy togetMLch’aelL |
| Unlesspeople change the way they think; the
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We the people have to- change with in owrself we
 havertorstat with that.

Mwe/wwghtlookzatpeoplafromxoﬁw/r coutu%
differently. Humay Beings: with one heat. mind soul:
5. Evaluate the text ﬁfom/ your point of view.

kaww point of view mihaeel policer office
showld not have come back to-work so-fast ands especilly
wbﬁ'vouthe/rpowtnar Not making up excusesfor how she
treated Wllicww the youg afender. but she wos under |
very duﬁadtwndxtwmjmlommg/m daughter to-
oot | |

Williany on the other hand knew what words to- say
to get Michael going

Dow't agree wﬁvﬂwhﬁwqamd/yhowmg/w»wm
: ﬁrth@groud/ By dmmg/tharthatjuétngezwl,um more
reasonwto soy omd/dcr ere/ﬂwngytoward/yﬂwpolce/
| oﬁcn,cer whdvcauwob wwre/beafmgxwﬂvsﬁckthespﬁmgz
and sly remawks by Willioum.

Holf through the show yow could, tell by bothpaties
that thingy were changing
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People hawe thiy Wputﬁmg/lablaympeoplez
Willicum who-was Indiou way made to-beleve all he could,
fw@drwdq smoke; do-drugy and he couldnw't do-any
better what. | |

W@aLLWvdowhatwa‘MOuttodobfW@gotﬁv
incowrgement fromvothe people: |

Michall who- also- iy Indion realige what she did was
no{'nght Treating this the sane as heve people way treated:

That's why yh&lethuwg& Eveyone needy o change to-some digree.

In particular, J aﬁe captures the essence of Micheill’e’sy reﬂecﬁon in her own
words when she notes that changing our perceptions and reactions begins within
the individual. 'Then, the possibility of seéing others as huméﬁ beings with heart,
mind, and soul is mirfored by how we see the self in relation to the other. - In her
réﬂective writing, she is taking a balaﬁced view. Her recognition of
encouragemeﬁt, I feel, comes from inner khowing, the prymg loose of
Ainstitutional routines and rigidity that freed her to experience'gréater ‘opﬁons,

- decision-making, and risks. | Theﬁ, during the interview, the dialogue seems to
revert back to past information, to a version of an unchanging world.

Jane indicates her belief that the violence between Michelle ahd Wﬂliam is
real. Her blurring of fiction and reality illuminates the difficulty that some
'indiViduals have in c‘ritically.separaﬁng violence in a story from violence in

society. The need to educate both adults and children about ways that television
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“can lull audiences into nOrmalizing violence became cleer while interviewing
| maﬁy of the researeh participants.
N: bid the episodes seem.real or phony to you?
J: Oh, ;10, they’re as real as you can get em.
N: ‘Mm hm Wilet‘ywae it ebout them that made them real for you? |
J: Idon’ i’c’ ,knew. 1 guess, I mea.h‘hitﬁng ’in the first one.: Michelle was hitting, ah,
- what's his nam‘e?:
‘ :N: William. i
J: William, when he was in jail. |
N: Mm hm.
‘ ']‘:‘k I mean, I;don’t think you can fake that;
N: Do 'yg)u think that really happens ?chough?
JiIn th‘lS count‘-ry?’
N: i\/Im hm:
] Sure. 1 mean just beeause e it’:s"proba'bly just as real now And, I'm sure it was
real ’yea'rs ‘a,go.; Just, ;ybli' know, it W’as‘never heard about but I’n';,sure it’s just as
“ rea"ltod'ay. ~" ;
“‘I sw1’cch abruptly’t’o try and detefrhine 1f the’ commun\ity/k of Lynx River 'is‘ ‘a’
| real native ‘cominunity to Jane. Has she ~eonstructed aversion abou‘t"the world to |
fit what she believes to be true? Bruner (1‘986) writes ab‘out"p‘hilosopher, Nelson
f ,Goedman, in Of Mind and Other Matters Who defends constructivism as a rﬁind-

centred process inma‘king sense of the world (my emphasis) out of other worlds.
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“Such worlds ([Goodman] insists) have been cOnstructéd, but always out of other
worlds, created by others, which wé have taken as given. We do not opérate on
som‘ei sort of aboriginal reality independent of our own minds or the minds of
those who precedé or accompahy us” (Bruner, p- 96). When 1 first read this -
passage with the reference to aboriginal reality, I felt offended; however, I
acknowledge different pefspectives, and my emphasis would bé placed on our
genetic and spiritual interdependence with direct ancestry and all of creation.
My undefstanding in regards to stories of creétion and re-creation is that
the stories speak, globally, of origins, causal events, beginnings within cultural
contexts. These versioné of creation come from the ancestors’ conne¢tion with
the present generation. To re-connect to language and literacy, the teacher or
storyteller needs to provide scaffolding in order to link new information to past |
knowledge, a recurysive;process of meaning making; howe§er, when the perceiver
assumes reality as a given and unchanging or has no prior information on which
‘to connect new information, it would appear thata épllapﬂsle.occurks,' preventing a
recursive process to activate until more material can be gathere&l. Listen to the
following exchange.
N: What did you learn about Native people aﬁd their culture?
J: Mm. Sometimes I feel they got fithardér than we do. Y’ know, because Wh'eré
they come from and I guess how the white people look at em, y’ know, probably
history gone by and everything. That’s how they are and that’s how they are

always gonna be and they’ll never change, so people just treat em that way, but, I




106

mean, if you're not going to give somebody a chance, fo find out that you can be
different, I mean, some choose to stay the same. | |

‘In a“them” and ”ﬁs” world, ]ane‘ has forgotten that from the story, a
“them” beat up another “them” and then reflected on other ways of being in a
them/us world. Her cémment on giVing people a chance opens a space for
flexibility and reflective thinking. 1 missed an opportunity to begin the process of
freeing the learner to reflect in the moment, mainly because I was relying on
“external goals and objectives [to gather responses to-a set of quesﬁons] that may
or may not have anything to do with the learning situation at hand” (Tremmel, p.
440). |

Bruner (1986) writes that when thoughts build on thoughts, “each
transforming a previously created world \;ersion’ into a new one, the whole
providing a basis for understanding not only single acts of cognition but‘also
complex ones that have the look and smell of real world-making” (p. 98), then an
individﬁal begins to ~distinguish bétwéen'some World verds)ions being right, and
éthers not. When Jane says “that’s how they [native people]‘ar;: always gonna be
and they’ll ‘neVer chahge”, she attempts to tind coherency in her world version,
“but the answer cannot lie m coherence alone;/for a false or otherwise Wrong
, fver'sion can hold together as well as a right one” (p. 37) (cited in Bruner, p. 98). |
That there are ”'conﬂicting truths” (p. 99) is evident in the thought fragments
uttered by Jane in a brief inter\}él and int’errupted by a researcher seemingly more

intent on collecting answers, at that time, than finding a clearing in the clutter of
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| ideas to enable the laying of a foundation for future coﬁstruction. Tfeltso
frustrated after listém’ng to this portion of the interview because that ohe
uttei;ance could have fﬂled the entire interview as an exploration of other world
versions.

Lack of exposure to native people in different contexts prevents Jane from
either cohtesting steredtypes that give an appearancé of reality or fully
appreciating how Michelle’s introspection alters the course of the action. Another
false kassumption is that all “white people” fit into her construction of reality.

Jeannette Armstrong (1995) reflects on a childhood memory as an entry
point to them/ us relations from a native perspective. She begins by comparing
the natural world on the reservation to settlement in.thé thn below. For the
; former, the language is warm, free( humming with energy created by nature, ‘
whereas for the latter, words such as “dirty” , “searing glitter”, “angry sounds of
- cars hohking” énd the “grind of large fnachinery” provide a sharp contrast
V(p‘. 317). Her grandmother speaks Okanagan which Arméffong translates as, “The
people down there are dangefoﬁs, they are all insane.” Her fatljxer responds, “It’s
‘becauée they are wild and scatter anywhere” (p- 317). 1 can feel her words form a
~ knot in my stomach, my gut response to blood memories tied to the land that
often arise in that hybrid straddling of differing world versions.

Having some insight into the struggles Jane has overcome to gain self-
determination, I think that she and Armstrong would find common grou’nd ona

- human level when the latter writes as a witness of horrific events in aboriginal
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history. “ As a Native American, I have felt that crisis aé a personal struggle
against an utterly pérvasive phenomenbn. My conflict has been to uhrémittingly
resiat its entrapment, While knowing that it affects every breath ’draw’k " (p- 317).
For Jane and Jeannette, a mutuality existS in their personal struggles and their
resilience to survive the external powers exerted’over them by the dominant
authority. O.ﬁ a personal level, them and us, us and them recohstruct different

versions, suggesting “that versions exist independent of a world they are versions

of” (Bruner, 1986, p. 9).

After transcribing the interviews from the pilot project, I decided to chahge
my approach in the maixl research project to a more conversational style of
interviewing. This decisiQn sfemmed from my reflections on Ellen’s free flowing
interview compared with the other research participants at Site \One. How Ellen
and I proceeded with the interview led to moments of se]f;disco\kery and deeply
felt understanding that will be explained more fully toward the end of this
chapter.

| The fact that Jane touched on the possibility of change aI;d alluded ever so
briefly to ways of changing “how the white people look at em” is a space that
deserved critical attention rather than the suparficial responses that a 20-minute
interview allows when the interviewer’s objective is to elicit responses fdr every
question rather than stay open to the possibility of purposeful reflection on a

single aspect.
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Versions Evolvin Jod

Halfway down the precipice,

geologic edges move over,

shudder their ancient boulders to shift
broad shards into newborn ledges
and gaping crevasses fill with roots

of hardy alpine greens, miracles
yielding, learning to accommodate
unrelenting, inhospitable blizzards.

Yet, nearer to the valley floor,

I wander among a tapestry of blooms,
here a touch of Monet’s palette,

wild canvasses romping in the breeze
where mountain lions meet for lunch
then, turn their satiated bellies to the sun.

and far below, a still-life miner’s town
surrenders empty to the land..

Y

J: See, I've never seeﬁ anything on native people. I mean that was totally brand
néw to me.

N: Ob, interesting.

<]: Mm hm.

N: OK.

J: “Cause I've never knew . . . only something that I read in a book. Actually see
how they actually live; I haven't seen it.

N: Did you question at all when you were watching [the stories] that maybe it
was a producer’s fantésy aboﬁt how they live rather than...? .

- J: No. It never entered my mind.
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N: No?

J: No. Well, I guessf. .. but why would you want to pretend that somééne’s
living like that?

N: Well, because some white people like to think of native people as inferior.

J: Well, I never thought of it that way. Like I said, I just see it as it is. I'm not into
fantasy ahd the hext generation and all that. (laughter) That just don’t do it for
me. It's gotta be real. lee I can’t sit down and watch a movie t’hat’s non-fiction
because it’s gotta be real, y"know, it’s gotta be happe’ning, y’ know:. I can sit
down and watch a true story. No problem.

* Much debate continues in regards to the impact of television on our daily
lives. If media experts are correct in saying that the average‘ﬁVe—year—old is-able
~ to distinguish betwe’eh fiction and reality, how would the same experts explain
Jane’s impression that the “stories” were non-fiction accounfs of real peopl’e’s
‘éxperiences? Despite the fact that the majority of my research study pa‘rticﬁipahts
; said that Lynx River gave the “real” representation off a n;aﬁve lite-style, perhaps

unaware of another version of the native people who live With;’a drum in one
hand and a cbmputer and pen in the other” (Jan Hare in a presentation at the
University of British Columbia,']anuary 15; 2002). For television readers to
contest stereotype images maintained by the dominant society, they must first

acknowledge themselves as agents of change in a dynamic social network.
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Participan’t: David

At the time of the study, David had been in thé program s_e‘veral‘ fnonths.
His decoding skills had progressed so that he was reading with a tutor at the
fundamental level. Both the instructor and I recorded David's response to “Safe
Home”. In the first three Workshops’, David had only tried once to express his
~ ideasin writing.. The second story about the confrontation between Michelle and
William prompted this response. “I tink the ploice Laby is upset.” When I read
this s;iniple Sent'en'cé, again and again, my heart sings, yet tears shed a river of
remembering.

David attended each workshop but séid very 1iﬁ1e until the final session,
when Charlie 'brqught up a chﬂdhood memory he’d abandoned in his homeland.
A flood of sadness opened his voice and filled our hearts with hlS memories.
Then, with the help of the instructor and myself, he dictated these words.

Fromwhat I seewny, the lady took the boy to-the
home—Police officer anvaint expecting boy to-be

there. The little boy ran awoy because both are |

The lady who-took boy there wondered wheve

he-went. She went outyide and found him under

the tree: She took him back inside: Thew she

explained situation to-the police officer. They she

went awayy (to- next job). She asked police woman
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torgive hism Lunch. The little boy asked the police
officer, “Do-yowhave any chidren?” Shewas quict
had those toys (in the room). Thewboy askeds ifhe
' | ; | covdd/watchtv Pohwoﬁ%ce/r md/mmutde/boy
| ron oaway agoww
I dowt?onow where/ utwgo—togcrnnw The
h;ttle/boy’yMumwowywk/—da,d/wtmy qcvll/nm
| police officer seemeds upséi’%MWm e
coming back: Doesntknow how to-deal with them:
: Luttlp/boy feehmg/pam a/nd/getymad/mow
(the instructor stopped recordmg Dav1d s reﬂectrons at this
pomt to attend to the needs of a student who was not
involved in the study, causmg a shght break in the ﬂow of
’ ’1deas, the researcher took over as scribe.) - |
T’he/h,tde/boy leowntwhat mwd&pobwlady |
 sor sl she told himwhat happoneds to-her kid: The
young boy got alatle present for the Police lady
‘ bmuwmwwm~wm6dtowmk@hwfeeb
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ﬂue/utdwboy wwmpmedtom@ﬂ\atoww
H&wew\ttopolwalady s office: Before; ﬂwpolwe/
Service lady Cavdd/rdttakébéy\tostqt%e—mt |
TTwSoan/Serwezlady trzad,togmlflmle)
i boybmmdowdthtolem@hmthw@«m
» hrtle/boy wa/ymeazvm’/v’\g/ “Skawamtytvstay She/
, doe/ywtwamttogo She hates her.” me/w:cw
; outud@fe/lbawhwkmew ﬂmv;mw;back/tqpom
g m%/ we/vwktosamzyplacétopiay cardy: A |
- waJJced/ into-cond playying and he sat beside:
 Michelle: Charlie thinks he cheats Man not
‘mter%ted/valaymg/w}wleﬁ Mwhelle/wem?bado |
' 'fOPWWWCWWMWVW&OW wntll/
ﬂ'l&y &twtbeatmg/up on yow. Charhagofmtow«/ﬁfv
| Mpd«euam~ﬂm&ydled/atmt¢gobaokxtom
own bed H@mad@breaWMModadl@want |
‘happy.‘Atﬁwg«rmw, Chowlwoom&theraomd/we‘/ :

tobacco ax present but Michelle was sad: Choulie
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went to-the airstrip and Michelle fownd him there:

Chawrlie accused Michelle of losing her daughter

becawe/slwwa&a/boow Uike his Mother. Michelle

David’s recall of facts and details from a story allowed him to participate
fully in tﬁe discuSsion.‘ I had worked with him as a tutor, one-on-one, in a private
space away from the classroom and noted his keen obseﬁaﬁom and insights as
we (iiscussed his assigned‘ readings,k goals, and dreams for a better future. Schank
(1990) argues that “story” involves knowledge, intelligence, and memory.
“Knowledge iS‘experiéﬁces and Stories, and intelligenc‘e is the apt use of
experience and the creation and felling of stories. Memory is memory for stories,

’and the major processes of memory are the création, storage, and retrieval of
| stories” (p. 16). In my view, David’s general knowledge, intelligence, and.

- memory allowed him equal access to stories through oral and /or visual media,
but he felt frustrated by his limited ability to decode prmt | The modest gains he
made in decoding language af the fundamental level were not énou’gh, however,

| to keep him attending class. Signiﬁcantly, Da\(id identified ”wﬁting” with a
scﬁbe as the most meaningful p{artof‘ the study for him. Seeing his oral dictation
in print form gave Permanence to his knowledge and reflections. 1 sensed that hlS
ability to read much of his dictated texf also touched him deeply since he spoke
‘with pride about his ability to retain factual information and articulate his

thoughts clearly.
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Embodiment
a man’s voice shakes, little boy speaks
full moon eyes against a midnight sky
memotries startle from silent space
responding again to charlie’s cry
never go back, never warp the mind
to hate the teacher, but hate her whip
that bloodied mud-soft little boy hands,
then dragged himself home, an hour’s trip,
fear quit little boy going to school
- hot, dusty classroom and tortured screams

learning held hostage by words so cruel.
until the salve of years healed clean.

LR I R

Early~abandonm“ent—‘emo‘t~ional, physical, spiritual abandonment--leaves
~ the tender child in an adult body bent,\bfoken, left to wither away, yef still alive
to grieve. David came to mind when I received an email fmessége with a
“description of a watercolour collection inspiréd by a woman on a silent, early
morning walk during a retreat. On the walk, Hazel became aware of the voicés of
: birds that seemed to be askiﬁg her to be more observant, to pay attention to the
sacredness of nature in order to better understand the spirituaﬁi%y of the Cree
people in her region. Lookihg inward for a sign, a direction to move toward, an
ahswer came in the form of é flower. She had been adnﬁring a purple
Monkshood flowerstock “reaching for the sky, beautiful and strong. After sevefal
days, I noticed that the stock had been broken and the flowers hung down to the
“ground. I remember saying, *Oh, what a waste. That was so beautifull. Why

~ would someone do that?' .. .because it had not just fallen over; it had been broken
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‘and then begun to turh and reach for the sun again." Afﬂazingly, the new ﬂowers
had “the same gree;1 that was in the leaves thét grew from the stock before the
break.” I thought of David, the rejection he’d suffered in school as a child, and his
return that was short-lived but ever hopeful, life greening anew.

N: What did you learn about native people and their culture?

D: Well, what I know is like when you get into different places ‘Where you don't,
um, really, us, like used to or like belong there or whatever, you know, it’s like
it's ciifferent to cooperate with other people. Learn froni them, like you know,
more like they get, like, put down sometime, you know. They don’t really like,
you know, communic‘at"e that great. Some of them.

N: They seem to communicate a little bit differently, don’t they.f

; D: Ya. Ya, so it’s a little bit differenty. | |

N: Do you rem,em‘berkwhich episode had the biggest impact on you to make you
think about your own life? | |
D: Well, from the experience from the poliée lady and the ‘Ii.tt‘le boy ...

N: Mmmm. B

D: You know it’s like she was dealin’ with her own problem and she couldn’t
cope with that little boy, }}oﬁ know. Little boy don’t got a big pi‘oble‘m like police
lady dio because little boy can like understand, you know, but when it reach -
certain aspect is, you know, police lady cannot cooperate with it, so needs some
more time to get ovef with her angry to move on.

N: And what was that calling up in you, in your own life?
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D: Well, lots of people have been hurt before but a lot of people move on. Right?
But some people" seem like they just can’t get about it. It's kinda hard, yéu know,
for ébme people to break that ice, you know, to move on.
N: What do you thjnk helps people move oh?
D: Well, you got a choice other people and be strong again.
N: What was the most meaningful experience for you? Watching the media texts
or ydisc’ussi,ng the main ideas or writing your responses?
D: Like writin’ my responses “cause from like different culture what I see up on
the screén is like, you know, exactly what certain people go through and stuff
like that so it come to sounds like those things really exist in real life. |
As David had the mosf difficulty writihg of all the participants, I think this
reference to writing has special significance: 1) his desire to write and think of
himself as a writer, and 2) his ability to recall memories and connect hlS lived
experiences to the Story appeared to be more satisfying when; with the help ofa
- scribe, he was able to see his ideas in print. In the ,next co@ent, itis obvious
that David’s active 1isfening and reflective thinking operated fsil;lultaneously as
he “read” the stories.
; N Did the episodes seem real or phony to you?
D: They seemed reeﬂ because you can see What happened; meanwhile the flim 1s
rollin” and you're just thinkin’ of something of what coulda be happenir’, ybu

know, and it doesn’t work out the way you think it happen so, you know, it's

~ like, you know, go the other way axoun" SO...



118

N: Is that like life?

D: Ya. That things cilange sometime.

N: bo you have any interest in a media literacy course?

D: Well, not much but I wouldn’t mind, um, you know do a little.
N: You have a good mem'ory, don’t you?

D:Ya.

Participant: Rena

m Rena’s responsés to the television stories from North of. 60 focussed on
“marginalized youth and her experiences in an urbén setﬁng réther than on the
situational conflicts in the stories. I found Rena to be searching for meaning
through external forms, such as style and appearance, in an attempt té disrupt
and break free from So’cial constraints; Her dress code, bold make-up, zany nail
polish, and feisty personality created spectacle renﬁniscenf of Bakhtin’s notion of
carnivalesque.

Frorﬁ my perspective, however, Rena tested hei‘ boundaries and resisted
dominant values as a means of discovering her personal identit}; rather than
being motivated by subversive attitudes and /or behaviours. In fact, Rena
expressed conservative vieWs and took a Stro‘né, individualist position among
the participants when discussing Harris’s betrayal of TeeVee, believing that
Harris should be punished for his actions. Yet, her flair for tragic corhedy and the

melodramatic set her apart from the group.




119

Fiske (1987) writes about children’s cartoons and comedies that test the
boundaries and '”fre/zquently invert ‘normal’ relationships and show the adult as "
incompetent, unable to understand, and the children as superior in insight and
ability"”(p. 242). T thought of Rena while reading this passage. She spoke with
authority and used style, not as a form of degradation, but to seﬁsationalize, to -
draw attention to thé body as a political statement. According to Fiske, style that
 performsasa funétion of carnival “is ess'entiaﬂy liberating, acting as an
empéwering language for the subofdinate”’ (p- 249) in response to being a
member of the dispossessed in society. “The carnival is both a product and a
cel’ebrétion of the yawning gap,bétween the interests and experiences of the
dominant and the subordinated in white patriarchal capifalism” (p. 249). In both
oral and written expression, Rena appeared to experience more’discontinuity
than connection to the r‘epresentation‘of social issues in the stories.’

| outsider

Wellerom/ my knowledge Mwyouﬁvawaduk ;

a/vwblldpwgfstreet kids for 6 years voleentowly I |

have ,&eezwplemty Whew a-teenager that comes from

o different town or provence he or Wﬁfwfhfth@

commonw awea—the mall for e/xmnple/to- cheackout

the seeny, what peopl weawr how they act and who’s

retwrnwthe mall, dressed as ov certoin croud eg.:



Skater look - baggy pants, colored nady in blue or
black; tack shirt, diyed hair and if her or she
does't smoke; they stort. He ov she pick the spot most
comumorto-croued they want. Stories awe made up
if he or she get notised: If not they sit in a corner
ofbadoa/reazwatohéng/peol/w%ﬁw compary. |
Every day heor she if & looner will sit alone and

k venture off onown and wmay devlop depression ands
becowwmduxl/ If he or she iy inthe in crowd
then, parties stort, dm% stealing mail. Lie after
lie will devlope: He or Wputyawayﬂwwnmago
the once knew and/becomamwoﬁwﬁaw But
wsilly problems devlop o the famidy andsthey
probally drop out of school or skip a lot. Always irv
trubbleg ifhe or she screws up (makes aBig
Mistake) they are sent out of the group aszbbecowwy
once again o lovuner. Unill he or she picks o new
group to-hand out with If not major depr%ow

- themselves: And/quésﬁ,omwdl/goowfor ever about

the death: But he or she wswally fonds a new crowd,

120



121

tomg/dutw(ﬁvmonwagaamdaw into-

Rena’s witnessing of dispossessed young people reveals internally
divergent selves. She views despair as an inevitable response if these YOung
people she observes in thé mall are unable to reproduce the mateﬁality, geétures,
and langﬁage that ,allowé the outsiders to be initiated into a desired group.
Al%hough Fiske (1987) regardé postmodernism as a refusal of categories in which
”stylne asserts its ownership of all images . . . and produces the pleasures of the
surfacé, of the body, of the liberation from the social, the contextual, and
[common] sense” (pp- 254-‘5), I would argue that in the ‘context of style,
postmodernism may deregulate the dominant culture’s values and thinking;
however, a subversi've process of regulatidh assumes power within the
resistant groups that fepresent “the powerless masses” (p. 254). Irecognized in
my brief time with Rena that in order to work as a partner in learning with her,
an instructor would need a better understanding than I ha;d of the student’s lived
- experiences in the world.
| TSN

Postmodern Me
there is no true me.
absolutely my difference
swings

like a
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pendulum.
“home Sci;o‘o] life
s shif ting

change the constant

,ai'rj\tfa].
| - 1amnot
| the same as jfoa bﬁt equal
identities B
beginning
endjng in flux
al Ways. |

o O, ok
Since Rena’ s réﬂection on belénging made no ref‘erence‘s to the story
" about Nevada a'nd his. Street life, I missed an oPportunity durihg the interview to
brlng hér back to that particular plot to deternﬁne what cohnechons if any, she
identified with.. When I asked her what she en]oyed most about the workshops,
: she couldn” ~tdec1de between dlscusswns and Wnﬁng.
N: I noticed fhat in yourywriﬁngycy,)u referred to some of the peéple yoﬁ were |
| Wor’kiﬁg with. ’ |
.R‘: Ya.

N: So, you were taking something from your own experience, weren’t you?
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R: Mm hm. Um. One of my things was belonging to the. .. . being the outsider:
Um. An outsider doesn't necessarily have to be arace, a different coloﬁr. It could
bea aifferent religion, it could be a different dress code, 1t could be different

| attitude, or it could be a different way of looking, acting, walking, talking.
(cough) Excuse’ me. Anything. People pick up on these things very quickly, you
know, in certain groups, you know, the ’kids like manipulate each other and get
what they want Be on the in crowd, you know. They're very smart and, you

‘ kn;ov(r, um.

N: Would you say you're comfortable with difference?

R: Ya. I am different, myself, you‘know; I don't dress like a skater or “homie” or

a Christian, or, you know, a Jehovah’s Witness, or whatever. Or, a biker. Um.

One thing I've been taught is you dress the ‘Way you féel and today, right now,

I’m wearing Kermit and a pair of dress pants because I feel comfortable, you

know, wearing different clothes. Um, still they attract attehtion to other peoplé

but that’s not my intention. My intention is to make me feéi good, you know, and

I think that if kids out there wore things to make them feel good\ and not to

impress BOYS or GIRLS, or you know, to impress friends and groups and stuff

like that, there would be a Io;c Iess violence, a lot less drug problems, ‘attifudesf,

- family problems, problems within themselves.

N: And, you belong to yourself.

| R:Ya.
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Asan obsefver, critic, detached woman-child, poét, Rena seemed to wear
opposition on her sk;,eve “not as an obstacle to be overcéme or as [an uhiniﬁated
alien]’ to be ignored but as [a provocation] {:o articulate [her] own views”
(Bialostosky, p- 223) in contrast to the views of others. I sensed a deep‘
questioning of self in that outsider role she bravely projected as she shifted from.
emphasizihg her awareness of external images to death, drugs ahd self-
destruction, f’a’ilﬁre and rejection, and the superficial transformations of clothes
and &appings that either 'aHowe‘d a perSon to fit in a crowd or be sidelined as a
loner. Despite limitations in vocabulary and a liberal use of invented spellings,
Rena organized divergent voices i‘n‘her version of the Wprld-—creatively, |
inconsistently, and uniquely her own image(s)/ VOiCQ(S).k
R: The discussions were good, yOu know, gétting alot of diffefent‘ ideas, but1
think writing the reflections because you spent more time thinking, 50 Ird
probably have to say c. [writing a reflective response].

N: How much time do you think you took?

R: Um.‘ Well, for the ones that Idid, I really put myself‘in that poéiﬁon and I
really thoﬁght’ about how I would feel, you know, as a native person because I
am part native, you know. Um You know. And then the community thaf they
were living in and everything like thét, like the situations. I really thought about
how would I feel if I were 'stuck in that position. You know. Would 1 think the

same way or would I think a different way? Or, you know, I would go with the -
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character in the show. Did he make the rigyhtk move, you Aknow‘? did he say the
right things?
Then I asked her what influenced her writing the most because the two

writings she submitted showed very different wriﬁng style and focus.
R: The problems that thé characters were experiencing. A lot of them, a lot of the
‘pr'oblems fhat they were experiencing I have dealt with before, you know, and,
ah, not so much with the native culture.

| I‘wo‘ndered if Rena experienced short-term memory problems coupled
with passive watching rather than éc’cive reading because she had difficulty
retrieving information.‘ At one point, I asked her what she’d learned about
native people and their culture.
R: Only what I knew before, really, that yoﬁ know, éxcept that when a white man
k or a white wéman enters a whole Native cOmmunity,'jrou know, there's a lot of
racial tension, and I didn't know that’. Well, I had an idea because I honestly
believe that the first people that were here on this land We_ré (dropped thought).
And there is proof that they were here first and we basically tool; over what they
- have, Right now we are sitting on their property that was taken away from them
by alcohol and drugs. Not méney. Not exchange. You know. They lived a
perfectly normal lifé. You know, they were happy, they were content, they had |
the most regular, perfect, peaceful lifestyle —most of them, you know. We come

in and we destroy it, you know, and we create our own.
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Rena lost her train of thought several times, and in seemed that short-term

| memory or attention deficit issues might be interfering with her lack of
coheléency. At one point, she referred to fhe experience of an East Indian person
entering a room of all “white” people, but ended her oral‘ stream of
consciousness by saying, “I don’t know what I'm talking about.”

In another clip from the interview which I'm paraphrasing for brevity,
Rena expressed an opinion that Sarah, a non-native nurse, shouldn’t be in Lynx
River\. She felt that Western medical practices competed with Native healing
practices to the detriment of the latter. As we discussed her ideas, she came back
to the notion ‘that‘ Sarah was, in fact, being respectful and contributing in a
positive way to community héalth services, so it would be all right’for her to
remain there.

Since Rena attehded‘ only two of the four ‘workshops and spent longer
during the break, I wondered how she felt about the introduction of visual
s‘éoriés.

N: Do you have anry’interest in medi‘a’ literacy? |
R: Of course I do. I enjoyed doing this very, Véry,' very much. I thought it was
fascinating, you know. Um. I wish it could go oh for longer.

Unlike her response to Nevada’s outsider issues that were directed on he’r‘
experiences with the street sCeﬁe, Rena did focus on the characters in the first

_story on job competition. She voiced strong individualist ideas during the group,

and in her written reflection regarding the way Harris treated TeeVee she wrote,
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“Harris to Me is a jerk and he is trying to get away with Murder.” I noted fewer
spelling errors and r;lore coherency and wondered if detachment ‘froni the issues
helped her to retafn information and reflect on elements in the story, Whereas

| Nevada seemed to trigger her knowledge of yéqu people involved in the street
scene in Vancouver,yillur.ninating the tensions betweén representations of reality
and real Iife situations. |

Participant: Svlvia

7 Sylvia is a second language learner who had studied as a visual artist.
Duﬁng,the interview, she expressed her appreciation of “all kinds of art, movies
too, this kind of medium is art and literature is a kind of art”. I found her ’written :
responses more reflective than the average writer in the study. She attributed
her lived experience and personal phjlosopﬁy as the greatest vinﬂﬁence on her
responses, whereas she viewed her skills in analyzing and interpreting as weak

~during the group discussions.

N: First; what influenced your writing?

S: Okay. In here, the problems that the characters from the movi(;,s. Mmmm. I
think that the problems that the characters expgrience, ya, and perhaps my own
knowledge. You know, I think I"ni very weak on the critical thinking.

N: Do you?

S: You discussed with our group, you know: You have a different kind of
thought. And I realize, oh, I am very weak in this part here. It’s to me it is very

literature. Ya.
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N: Now, if you were working from your own language, would it be different? -

S: 1 think same just because I don’t have this l<ind of training; Or, 1 bel’ieve,like a

~ poet or Writef they‘are bri]liant : just like you discuss in the class. This is very

sharp thought youknow. The visionis .... ah. .

N: Clear?

S:Ya.

Lasked Sylvia if she questions what people say in converSations. As many

second language learners feel uncomfortable expi‘essingtihe‘ir opinions when

- they disagree With‘another point of view, I wondered how Sylvia would

respond. -

S: I hardly challenge to someone if I disagree'With tlﬁssubj(_ec’t. Ya. If Ican,ifI

~ really want to challenge thls subject, which I disagree, thatfmeans this person 1

really care. Then I will. Ya, tell my? true feelings; otherwise, I just keep silent and

even | di‘sagreewith.'

N: But would you thmk about it on your own time? =

‘ S Ya. And it’s confide of conflict 1n51de Ya, And, T carry thls kind of conflict for a

~ while or maybe for a few days Depends on What kmd of conflict. Ya Only in my

heart or I write in my ]ournal you know, diary.
In her written responses, Sylvia had the ability*to move from specific

details in the story to generalizations and reflections on the meaning the story

had for her. Her visual acuity reminds me of the four “eye” categories




129

articulated by John Bell. In an article eprormg visual communication, Moriarity
(1997) writes:

John Bell (1995), who approaches visual communication from

an English/ creative writing perspective, structured his

analysis of basic theories into four categories in his response

to the previously mentioned theory survey: 1) the

mechnical-biological eye, or “the eye that sees,” 2) the

cultural and pictorial eye, or “the eye that frames,” 3) the

inner eye, or “the eye that creates and imagines,” and 4) the

cinema/TV eye, or “the moving eye.” (p. 12)

What I found so thoroughly self-reflective about Sylvia was her ability to grasp
from her cultural perspective that reflective thinking about literary works had
not been encouraged in her previous education; however, once she attuned her
visual sensibility to other forms of communication, and processed the oral and
visual information from reflective perspeéti;les, she transferred her observations
as an artist.into her ertlng She is not, in my view, a literacy student but was

probably placed in a class of Canadian English Iitéracy students because of test
scores and her low level of oral competency in English. As readers will see by her
reflective response to “Competition”, Sylvia is Well-educated in her first
language and quick to apply new skills to her second language.

The main character, Teevee in the North of
60 iy eager to-get the grant for the bank manager
training from government. Through his apployying
for ﬁ’ws/grmw He found out that hiy stepfather,
HWVWM@OI/WQ/DVWWWWFM;'
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that Harriy i afreadsof osing hiy position; being o
'Espeom/uy aﬂ'er Mstmf'tedxw love and trust thiy
mmwhomwrwd/ww}vkwmother H@wged/tcr
Mk&ﬁﬂwmmwmwwwwduld/ The
prwelege/thatalbwhre/peopl@haw/ o

According history white people didn't treat
native Indion right. T can understandxhowk
painfisl could wnder such 50 T'l'wnloouboutth@blackx |
peopla S, invearly 405/ They Wer@treared/azy |
‘ Mbvvml/ Bemgaslaxv%/had/mamy nghtorﬁfeedowv |
| Wfotctcmtnotb@d@vwed/ Frmwwatdwmgtm
Mepvsodezofl\lorﬂvoféio I rather ldw/t‘crthw\kx
thiy is &one of awsad; unhappy side of Uife which
happmqwr@oﬁ:mwvovw wow/tythoughI know:
thiy could/ bescounsed by whits peobles? privelege:

mewWwMOfwwwW% inhere T
sow Howruy weak/partofhwmw Deﬁm\d‘dy
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h@w not o man with o good: chawracter. Thiskind
ofdwwawt’er person we see in @ve/rywher@ ivthiy
world: T dma}twm~wwsélft¢ea4yly Jwmp into-ov
conclusion and say it iy o privelege: Let ug looks
aroundsourselves loves. we soera mother probably
| treatdmﬁ‘er@mﬂy to-her children: A teacher or a
bosy hasy he or herfwvoru’:e/permwhowvbeew
| trea,ted/wdjvprwdege
The controversy ofﬁ'\eheadt‘awforﬁm& :
eowlwr C?ww/w wnmg/rowtny appears oﬁm Now,
some yovmgfchww/wﬁgl\twﬁvcm |
, gavernmemtfbr compezmafww Why letwyﬁrrgwe/
< th@govermfymwﬁqatth@/ ohd/wrovg/toc}wm@
N They were/prweleg@dworuwwnafwwamd/vary
wrong: inthe pat We know it Mdmtdmgﬁ@ B
: Mmy ybwdevvoullxﬁfwﬁ/me/ Let’ylook/fcwward/
ﬁmre/ Today we’/sﬁllxl'me/wlomg/way tcrgoow
: Mﬁmmwweqwtrmmbmmm
‘ 'tharacey ButI reoolly Wryﬁrwvmvwfmwthat
_ fth@/ alwayytooe/mhowxgeowﬂwyw Whamwar
- they couughtwdmmt&deal/owﬁwyw ﬂw/ygcy ‘
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straight forward to- sue by law. And, thiy sue
became into-a main point of matter.
ﬂwprwdeg@bme&mmd/uﬁ%rmramw
happW\g/mcexthe/da/wwofmeOw to-educate
ws not to-be privelege is v big issue to- discuse: But
to‘make/étea/gy aznd/y{/mple/way is let us to-bes
huumble; modest and thoughtful for everythings
pmmmeWe/yofwwwm

“to be silenced by the stillness of reflection—*
van Manen, 1990, p-99

Participant; Don

I m‘enﬁoned'Don,in the introduction as one of the Canadian English
speakers who participated in three stories’ but 'chos‘é not tosvubmit written
respbnses to any He and another étudent who was not involved in the research
study were creating’ dialogue for an in-class project which took priority over the
written component of the reseérCh study. I enéouraged him to submit l")riefv
- responses if that was all he had time for; however, he chose not to.

While'conducting interviews, however, Don asked me to read the first
draft of their script which’ showed creativity and acute awareness of cadence and

nuance in spoken language that had been transferred quite authentically into
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written dialogue. I wondered if his listening skills Weré gaining stimulation
while ’he read the téievision stories and then left before the discussion to work on
his seript, but I never thought to probe this possibility at the time. Sincg Don
requested an interview, I have included his ViGWS on Native reserves that stems,
in part, from his lived expériences in the fishing industry.

N: Yoﬁ mentioned in class that it was a culture that you were familiar with, so
you found some things that ...

D:N b, it’s not a culture that I'm nbt familiar with. It's just that it didn’t reflect on

‘the cultures 've been to. I have been on Indian reserves and we have gotten
boats, but the same problémé they’re having in “North of 60” aren’t, I can’t draw

aline between sgmé of the resérves that I've been on.

N: Okay. That's important. How are they different?

D: Financial problems. A lot of the financial problems that they were having with

the funding the reserves on most or a coupie of reserves I've been on—one in

Ontario and one in Manitoba —they didn’t have the fmanc1al problems that they

- did on “North of 60”. So, they had enough money to do their rebairs, keep their,

ah, majntaining of the reserves, ah, not like ”Nprth of 60”. |

N: Where they had the housing problem and shortage of houses.

D: Right, right. ’

N: Ya.

D: And, also, education-wise for N ative Canadiahs—there was all sorts of

programs available for Native Canadians when I was in Manitoba.
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N: Mm hm.

D: Ah, that if you had Native status, that you really had priority in the school
systém as to upgrade and go into other courses which was paid for by the Indian
Bands, so that wasn’t the same as “North of 60” either where théy were fighting
for the financés just to keep the reserve going. And lookin’ for money.

I aéked Don which of the three stories struck a chord with him, and he first
spoke about issues raised in “Competition” and further along in the interview, he
direc;ted his thoughts to the conflict between Michelle and William. Excerpts that
reflect on prejudice and resentment follow.

D: I think the thing that really upset me about [Compeﬁtion] was the prejudisms,
the prejudism between white and native, ah, right through the Whole show
almost everyor’lerwas “we’re not gettin’ no inoney from the whites, or we're
gettin’, um, (pause) they sort of drew a line where it's almost like whites are

- responsible, and as T say, not being on any reserve or seein’ it that way, it's hard
for me fo draw the line, but the prejudisms rtowards th_e V\;Bites, and I think there
were mentioning about sotnethin’ (pause) that’s what happens \':/vhen you have
one race, like nativéslivingseparate from whi’ge comniunjties, of being
segregated, um. | | | |

N: Well, it’s the majority/minority thing isn’t it.

S ~ D:Right.

- InDon’s opinion, the percentage of non-native people on the reserve at

Lynx River gave a realistic portrayal, but he disagreed with what he perceived to'
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be an imbalance in ethnic representation. We could ha;re discussed the historical

roots of reservat’ion:s, and why there are few non-native people living fhere.

’How'ever,ythat would be an entire coursé far beyond the scope of this research

- study. He expressed strong views that laws governing one ethnic g’roﬁp should

apply to all Canadians, or alternatively, non-native people living on reserves

should have the same rights as native people [in the context of fishing rights].

- Don felt the situations in the storiesﬂdid notaccurately portrayhié expeﬁen‘ces

| with\native people.

D: It's just not that way from what I've seen. Ah, it may be different in British

Columbia. Natives may be different than Manitoba Naﬁves or Ontai‘io Natives.

Ah, I can’t see because I've never beento a reserve out here, but I have been in

Ontario and Manitoba and it’s not the way—it’s portrayed on “North of 60”.
I'\}alued the faét'that Don actively questioned the visual representations,

: Contested their Vaﬁdity, and reflected on the intersections of his lived experiehce ~

in relation to the situations‘ in the stories. He struggléd, h&vever, to put his

: thoughts in writing. When I first asked him why he had not Sul;nﬁtted any |

written responses, he changed the subject. Latgr, I asked again because I wanted

to determine the reason for his lack of parﬁcipéﬁon in this‘aspec’t of the study. In

part, his other story took “almost two and a half weeks” fﬁll time while other

assignments remained in limbo, but he did, apparently, write notes.

N: So, it was mainly an issue of time, not a difficulty in writing,
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D: No. No. Aﬁd, ya, Idid in some parts, ah, when I Waé writin’ down some key
notes on what was inappening in the stories, that putting it together, séparating
whéf I thought in my writing from what's happening on the show and 1 found
myself getting caught in the séme paragraph erlll_the time, just trying to put my
reflections into a paragraph or trying to describe what I saw.

Theneed to get it right . . . a recurrent theme at other sites, too. To clear
space for reflecting on the tensions of one’s own reality in response to situational
realiﬁes in the stories takes ﬁme and energy to process the in’c‘oming information.
An important observation that Don made in reference to the story about Michelle
and William was thé cyclic nature of abusé “so they were feeding each other”,
yet he also remembéred the rapport that developed between them after both
reflected on the situation, how their ~behavibur notbnly inﬂarhed the violence by
reacting from instinc;c;,but also how chénge occﬁrred by'respondmg to reason.
Reclaiming the human power to freaéon and make choices opened mutual lmés of

communication. In the final analysis, hopeful images creaté*space'for re-

imagining other ways of beingQ-respectful in relationship with self and other.

Participant: Dawn

Dawn is a second language learner whose experience in élementary school
had left memories of eXclusion and difference. As soon as she felt equal and
valued by a group, she flourished. Having spent some time with her in a reading

circle, I noted an increase in her group participatfion over time.
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S cémpemww ’ |
| z@t%@;,t@ of “the north of 60°s” Teevee
Horrisy reoowwuiatww i the training
'programm Howaver I noﬁced/ﬁwtrwth’mw
~ Howrwh/ww,elf thh@mry he/k@ptowlymg/to |
Teevee, Md/ﬂt&wnage/hexgaz\/@ mﬁwwkol@@\zemt
% wowob’vuovwa/bag/guy Actually h@wwynétthat
bad. He/ wwjmthrwtmly Teeve&yyouﬁv
: wthwmmamd/wwdnfm H@lwd/becauzse/ha |
could notdwecﬁy telbﬂwtrw a/nd/that will ruinw
their relationship, %peaally wdeWﬁLm -
Inwmy opwumu Harm’/ywa/yacaﬂuuﬁcauy .
arrongeds wvmmubuard/pawxow He wouy mwh@r
rw}vmyhoumg/ He/aléodadznoﬂfla/v@wlf ’
k: conﬁndemtmwbdwbmtmudedemtmnwwy |
perwna,hty H@stt needed/wwwal/ I hop@Teevw
| w:ll/forg/w@him |
Dawn balanéed factual ‘and,descriptive fésp’ohs’es in each story, inaking

 reflective connections between the characters’ lives and her own lived
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experience. In terms of qﬁanﬁty, Dawn'’s submissions {faried, depending on her
interest in the main idea. Amazingly, she produced three hand-writteﬁ ; double-
spaéed pages in a half hour during the final workshop, demonstrating her ability
to comprehend the message and make meanjngful connections despité her
~ limited exposure to English grammar and sentence structure. I would not
charactérize Dawn as aleader, but diligence and a keen desire to express her
ideas in her group seemed to motivate her to speak on topics that held special
meahjng for her and write cr'eatively and reflectively.-

For the interview, I want to focus mainly on what she learned about hative
people and their culture from the four stories and discussions.
- D: Mmm. The kind of people, they are, they are what...they have, how can ] say,
close together; They have their own féeling;Mmm. Native people not same as us.
Every culture they want to protect it and their cﬁlture, you know.
- N: Their traditions.
D: Ya, ya. Don’t want to lose it. Same. Everyculture s:ame‘. I think so, ya. The
protections and just what position you ére and where you are. ﬁow come I don’t
understand why p’edple want to separate, but they separated themselves, only. I
don’t understand. |
- N: On reservations?
D: Ya, ya.

N: Why do you think people live there?
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D; I don’t know. When you, how can I say. When I corne to Canada and Chinese
people goto a circlé group, and when sometime and I came to certain place, Itry
to greet the people but the people don’t, don’t, don’t what, don’t want to
[welcome] me . . . even they don’t know I car’ t speak English, I can feel
sornethjng. They don't speak. I can feel something. I not belong there. That's the
truth. And, it’s real strange that if you the same culture, the sarne culture ,peopie
refer to very naturally. I don’t know whjr, but I don’t know that way.

N: If somebody put you up north with just a few other Chinese people, what do
you think the purpose would be in doing that?

D: I don’t understand your question.

N: Well, you mentioned how native people live on reservations, um, and I'm just
trying to get you to réﬂect on why white péople would have done that to native
people.

- D: They have a threaten.']ust like. It's real strange, um, to me my experience, in
rny own countfy‘ any foreigner who go to visit our co'untrsr'theydon'tsay
anything. We don" feel fhéy will do what. They will own our land. They will get
to be the boss in our country. We don't fear that kind of thing, but when I come
to Canéda, I think the peopln’were very threatén. Is it fretten?

N: Afraid? Frightened? |

D: Yes, frightened. We were being affected. It seems to give me the feeling you
not belong here. You are coming to here and just own our land. Ah, how can I

say? Get our benefit, but they don’t understand.
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In the above dialogue, Dawn was referring to thé dominant cultiire who
seemed threatened. She generalized all immigrants as employed taxpayers with
homéS and possessions. “Everybody come here the same. I think so.” However,

| wheﬁ I mentioned that the non-native colonialis’gs in Canada also gave native
people a feeling they did not belong on the land their ancestors had inhabited
for centuﬁes, she began to see a pattern. "’They’re afraid to be cultural,” she said.
The interview re{Iealed an immigrant’s experience of racism despite Canada’s
multicultural policies and diverse population. Wé toﬁched on the dynamics of
- power over another cﬁlture which maintains control through isolation. The
reservation experience imposed human isolation and limitation in a controlled -
space by other humans who gamed power and control but lost a féeling of
genuine welcome given to thein by the native people. Asl reflécted on Dawn’s
experience of not beldnging, I became acutely aware of Paulo Freire’s cycle of
oppressor/oppressed. Becoming the oppressors cost non-native settlers of this
land to reject a feeling of welcome in their rglation to the fifst peoples. To this
day, the dominant, non-native majority uses power and control \to provide an
external sense of ownership; hoWever, from my experience with people who
‘express racist views in relations /‘of power, theré is also a loss of ‘welc;omev that

becomes negatively reciprocated. -
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ok kR k ok kokk

Ownership

you are feeling sad, my landlady sa s
because 1 have isolated you,
forbidden your human rights on our land.
my indifferent brother, seller of spirits
barks at your powerless heels
‘certain of his place.

your pagan ceremonies offend our place
E opt to be Iike us, displaced
 she/he/they talk mindlessly in unison
- my spirit hides in the garden, waiting -
fo regrow the texture of my heart
mortgaged unwelcome

¥k ok ok ok kkk

Participant: Joan

‘Her voice demands to know. “Why do you puta comma here?” | shrﬁg
and try to explain that 1n some grammar texts a comma is ﬁsed while others no
longer add commas to separate. Phrases flow into independent clauses into |
dependent clagses“.,‘so it is best to check with the ~in$trgcto1; Eecause gray hairs like
me grew up with commas. “English is so hard. You can never I;e sure.” I agree.
Invented spellings ﬁequently make I'nore‘ sense than rules that break at the turn of
- aletter. I remember how earnestly ]oanWantebd to know the rules.

| Eye due knot cair four rewels she sez
Her writing for the first three stories was néatly typed in Bold on a computer
- with interesting fonts and a strict format. The sentences, mostly simple structure,

‘were numbered and categorized. She established a pattern to present her written
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reflections. For example, “The Outsider” rhad 3 headings with 5 sentences
referring to the hea;iing,‘ "Nevada’; 8 for "Native’, and 3 for \Summary; '. I have
sele;ted ”éafe Home”kibecauée it shows Her, wﬁﬁng without fhe help of grammar
and spell checks which she meﬁculously used for her othér subnﬁssions.
Savfb/Home/
1) TMg/wLwowg«wmwply moﬁw |
2) She stoyed w’ﬁvmaalxworker, butmcoume/t(f
| Mw}wll@yhowwmkoutm/ngxm permm
3) Michelle thought her domghrer wa/xwatd'\wugz
theT.V. Itwa/m/t T%ef@wowazsmallxboy called/
) The small boy wanted tor find out Michelle why
she didnt happy when they s each other.
5) Later the small boy wanted to- sty with,
- ‘Mucheu@yprolﬂm | |
- 6) MLCZ’@H&WWGOLCWMWMWMW
: r@wwnder ofher d,aug/ht'er
D ﬂwﬁmtﬁ/mezchmle/y wamw@dxtotelZ/Mzﬂtelle 5
"mwould/be/badowm mother and soonget

L better m@tead/of&tang/hare/
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1) Michelle r%pedted/ﬂwwalbboy thafywhy the/y

2) Michelle really missed her daughter, that was

Wreazsowwﬁy she wished to-help the boy.

3) The small boy imagined he could replace

Michelle’s douighter.

1) The small Z)oy mades breakfa@t for Michelle; boy

loved hiy moﬁae/r Michelle loved her daughter.

They were thinking how to-bring down the wall

which way just mfront of thew |

In 'fhis version, Joan indicatéd her usual format of segmentation without
headings. On the day of the interviews, sﬂé subnﬁ&éd another version of “Safe
Home”, saying her handwritinghad beena mess and she wanted me to read her
typewritten response. With this fourth story, more variety appears in her
’sv,entence strﬁcture. She is using semicolons and understands the placement of a
comma after a dependent ciauée that begins a sentence. These are clearly |
technical improvements from her firs’t,submission. Interestingly, certain details
of the story shift in importance, showing slight’inconsistency between the half-
hour, spontaneous response and her later response. For example, the image of
Charlie and Michelle “thinking how to briﬁg down the wall which waskjust in

front of them” crystallizes in my mind their emotional barriers that prevented
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mutual underst’ahding; however, this profound insight was not included in
Joan's revision. The second version followé for thé reader’s co;m’parisovn’.
1) Michelle entereds the howse; she thought her
3 Whewckarl@wleptwbﬂvher v the mddle/ofﬂw
mg»hf Wﬁ’l«t’ w&fmfled/ WW’V"W"Q’M daugl\ter
| wwbmd@hw |
4 After Mudwu&a/nd/chaﬂ%ymlafmbeomm
better, Michelle wwl'ted/tokeep Chowl%/ living wbth
h@r.
5. Shes d%wed/tvse@her douugktw ytowdntone/ i
: reminded her how WWM@MWW o
wowldwthare bothered Michelle, |
2. CW@WM‘~W@ZI@?¢})V@M& breakfost to-

stoy with her.
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3. Hatrceabtcrwkuggl@ with the social worker
agowm,t W(’/MM& 7 |
| 4, H@dfusplayed/aznger whew Michelle re/ﬁmed/tcr
accepthwoﬁ’ermgxoftobaoooatﬂw gwow@
5. He expressed hig sympathy andsempathy to
Michelle whevvthe/y weves wvthe/ cemetery |
i 1. Boﬂvmeeded/wmpw they Mkwvawed/
, '2’; Wyyywpwboyhoped/to-hwv@somebody to-love:
3. Chawles &t’uqulated/kaeU&ytthy abowt her
4 IfW@Mdmvtbmvbaokground/probl&m
Michelle cowld have appealed, for the care of
In this Vérsion., I,higMighted senténce five in ~thé section heéding, ”Charles.” The '
words * ‘sympathy” and * empathy rm’ist have been introduced in fhe discussion.
’]'oan took nofes and asked for correct 'spellings of unfaﬁlﬂiar ywords that alerted |
; me to use brains'tofnim(g strategies and Vécabulary buﬂdﬁlg in the mam research

study.
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For the interview, Joan emphasized thinking as ‘the most important aspect
of the study. She snpoke about being raised in a large family and havihg to think |
in a’ tactful way to prevent aggression or keep out of danger. I was curious to gain
insight into her analytical skills.

J: Ah. The first action is the looking at the thing first and thén later is the people,

how they respond with the theme and then I mark down the points and I go back

- toadd my idea inside. This is the way how I love it. The last step which I love so

much because I can add my feeling and I have no pressure over it because you

“don’t give me the pressure, you don’t force me to do anything. It is free-writing

and brainwash. What you think and then you write it down. This is what I like.
I delighted in the juxtaposition of free—writing,and_bramwash. The image
of letting the ideas flow as a river ﬂoodingw the banks in her brain without teacher

talk or expectations would be my hopeful interpretation of her intended

- meaning. 1 asked her which culture she felt most understanding for as she saw
_representations of different attitudes and cultural perspectives.

J: Both are totally different. You don’t understand the other’s culture but if you

live together you can solve the culture. Totally, I:don’t have idea about the
other’s culture because the‘first‘ﬁme I came to Canada and live here and learn
something. Before I don’t but no matter what culture they have a different
background. It is hard to understand. |

" Because she understood a collectivist viewpoint, I wondered if she saw

similarities between native culture and her own in terms of problem-solving. We
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have an exchange of miscommunication that i]luminatés cross-cultural struggles
between what the sender of the message anticipates and the receiver’s effort to
provide the appropriate information.

J: Ya. Ya.

N: In what way?

J: For example, living style. For them lix}mg in the north is very éold. For uswe
always have warm Weather and or one or two months or three months really
warm. They have a different situation to handle the weather.

N: What about attitudes? - ‘

J: 1 think native usually as'a Styrdfoém - say styrofoam?

Here my guess is lifestyle whén she probably means sterthYPe.

J: Ya, lifestyle. They are cool because they need to kill the ammal, they need to
protect themselve to get more food and then to use the fooa for their own family
and they are uneducated. It is very different to contact with the outside World
because the weather and the living style. ) |

N: Is that the impression you have of native people or just that c\ommu‘nity? |

7]: I don’t have any kind of this people. Um. Because we know that thé Canada is
owned by the native. "_[hat’sfrwhy we should respect them but theylifés‘tyl'e is
really awful. They drink and take drugs and everything but nowadays, the
young generation, they come out of the society and they learn and study. Looks
like we are not supposed to look down of them now and we know that the

original people is native and you cannot omit this point. This is not Canadian
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land. That is Why we supPosed to respect them. But the people they ddn’t butas
long as they educate them and book is written and it was belong to the native
and’we need to accept it and then sooner or later they’d have their own position
- in Canada. But you need to take, for example, a hundred years as their kid
grown up and they getvtheirposition in Canada and then those people they
respect. Now they don’t, right, just Iike Chinatown. They just line up here and
waiting for the money and then take the pills and the drugs, they do ‘ité nothing
for ’the society. Later on the kid grow up, they can get out of this second rated
area and then they can get their own position later.
Ioan carries visual ir‘npreséions of the Chinatown districtin Vancotiver,
British Columbia though her family who are the first generation in Carl'ada do
not live in “this second rated area.” The stereotype of urban poverty, illiteracy,
and addiction is painfullyreal for many people. However, it is important to
remember that approximately 500 native students attending my university are
‘just a fraction of the total native populatien who proudly _retain their cultural
"traditions and identity while competing for economic security ;a\nd,social status
in the dominant society. ]oen implies that the young generation will gain respect
through educatien and integratiOn, as though education is a ‘prerequisite for
~ respect. 1 believek that respect has to be reciprocal, one human being to another.
Retaining native cultural and spiritual autonomy is integral to respect for self
and others. Since attempts by ’rhe dominant culfure to force assimilation have

failed for hundreds of years, it would be naive to claim that the transitions made
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by educated native peoplé to adapt their values and beliefs are ever easy or in :

total harmony with non-native societal structures.

Participant: Kris
Kris is another second language learner who attended three of the four

workshops but only submitted writing for the first and last stories.

~ Unfortunately, in the pilot project, I made copies of the original texts for the

participants to keep and in Kris's case, I must have returned the original to her as

the copy I have is, in part, too faint to read. Comparing the two submissions,
there is evidehcé of improVement in her paragraph construction in the latter text,
as the beginning of each paragraph is visible though the third paragraph fades
after the first few words. She Begins the first paragraph‘wit‘h “On the first of the
segment”, starts the second paragraph with “On the second s\’eg%nent”‘ and

forgets “the” article as she opens the third paragraph with “On third segment”.

- She shows a facility with language that the other participants haven't yet

achieved, using words such as “rehabilitation centre” and “pleading” embedded

in a complex variety of sentence structure, including several fragments and run-

ons.
Competition |
Many people like to-fool other people. It iy not
worth it especially if youwr doing it with your own

family. Inthiy case; I believe that Hawrry should,




IF I was Howry T shouldnit done that to- Teevee
which was his &tepm ond besides Teevee accepteds
Harry MMstepWLer I think Houwry Vleedé/fO‘ |

herself-for trusting the wrong person that she

maouwrvied with. If she new that Hoarry wa/ylymgzt‘c}

thewv and somehow may come to-aw end. Harry

loves his wife but he loves the money move: It was

- important to-him that he didw't care to-the foumily

 that way hwrting most. He; inthe end;, wanted to-

get out at all to-all the trouble he had, made: On
the other hand; Teevee way eager t&gfet{/w?q-ﬁmt
J%WWWCWPVWM mhé’ydm;yigx \
every way he/oould/ Besides; Howry woythe

the racial discrimination which Teevee hated,
most. Hawy waus white and Teevee way black and
perhaps the reason why they hated each other. The

trust for each other brokedown. Hom/y way capable

150
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of it: dedd/w’m If I was Houry, T wdlxdomy best

to-help my stepsow for albhiy desives: Andy T will not

cause any probl&vwbecam my stepsov hay became

apart of my life:

While Kris shows some understanding of racial tension bétween Harris -
and TeeVee, she mistakes TeeVee's ethnicity for reasons one can only speculate:
she hasn’t made the distinction between Naﬁve Canadian and Black Cana‘dia,n,
she 1fnjsinterpreted the situatedness of the story, she was not listening during the
introduction when an explanation of the setting for the story was given, or she
did ndtunder’stand the significance of raciai and histOrical differences between
Native and Black cox'mhunities.

In the interview, Kris reflects on na;iVe culture, an‘d‘ with the help of ,
prompts, she responds to issues, such as treatment of the elderly and respect to
which she dréws comparisons with her country of oﬁgin.

N : What did you learn about native peoplé and theirvc_ultt‘u’re"?

K: They have éach other. They work together. They fight. They have to fight to the
other outsiders. They are very helpful for their" community. Um, and, they have to
work it out . . . the problems, then they will solve it smoothly together. |

N: How do you think they feel about old people?

K: Old people? Like opposite of young? Respect ’to them.

N: Mm hm. |

X: They did, and . .. (pause)
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I cringe on reading this transcript, wishing her thoughts had continued
without my interjec’;ion; however, my guess is that she needed further prompting
and I moved her from reﬂeéting further on native cultural norms regarding
respect for the Elders.

N: Is it the same in the white commurﬁty from your experience?

K:‘Ah, I don’t think . . . some. It depends on the individuals. Right? “Cause some
maybe on the other side of the . . .other parts of Native Indians that doesn’t
respéct older people and the white side, the others respect the older people and
theh there’s another side that is bad. They don’t respect older people. Right? It
depends on the individual. Um, um . . (pause)

N: Do you think they’d be having home invasions?

K: I think so. Um, because like in the Philipi)mes thé old people, no, no
Philippines they have, we have to care for the old people, you know. Like we

- should say we respect for the older people and, um, oh, what else, um . . .

Itis clear in the above response that, ’im'tially, there ‘v;zas confusion in
responding positively t‘o‘ my question, and then feversing toa négaﬁve that
insisted home invasions against the elderly would be unljkel’y. This question
made indirect reference to a worrisome trend developing in Vancouver at the
time interviews took place. As societies, I believe, mirror their values and quality
of life through the care and respect,‘or lack of, toward children, disabled, elderly,
and otherwise vulnerable citizens, I encourage readers to reflect on the health of

-Canadian society at the present time.
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N: Do you feel that whatyou saw in the Naﬁve commuﬁjty was similar to what
you knew in the Phﬂippines? |

K ‘th'mk in the Plﬁlippines ... “cause it's different, like they respectable.. . .
respected old people. Right? Then, in the Philippines, they, we have like more
respect, I guess, “cause I'm from the Philippines so I'm saying this positively, but
itdei)ends on the individual, really, ‘cause, you know, they bug us and good
sides.

N: Bl\lt, society as a whole? In the Philippines, do you‘ think there is more respect?
K: Ya.

- Though my association with Filipino people has been largely restricted to |
health care, child care, and education, I happened to be ina laundromat with two
Filipino women who hummed and laughed as they folded a mass of family
1aund1'y‘. I mentioned ,how‘their songs lightened the spa‘cevand process, and‘ as we
 talked, I learned that they’d grown up ina large family. With six children in a

small, c‘onﬁhed space, they learned at an early age to 1ive'é1hd sing in harmony

together in order to survive their cramped conditions. Simﬂarlyl a former
neighbour from Hong Kong recalléd his faniily of nine people growing up in a
smaller space than his 550 sciuare foot apartmeht. In North America, gréater
space does not equal greéter harmony, and inéreasingly, I feei the causes of

disharmony within families and communities require careful reflection.
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Researcher’s Reflection

A year after ﬁze pilot project, Kris met me in a Washroom at the college
Whefe she still attended upgrading classes. She asked with eyes sparkljng so
enthusiastically if I still visited classes to give workshops, and I longed to say
“yes, of course” but, in fact, it is extremely challenging to interest adult literacy
programimers to view ie_]evision as an educational tool and a reéource for the
emjdzmenf of language acquisitjon. Other than this research project, I have had
tht]e“ opportunity to share my knowledge with adult literacy students since
resigning from pemiement emp]oymentras a classroom teacher. However, media
interested Kris because of her sjsfe:fs training in film studies.
N: Do you have any interest in a media literacy course?
K: Um, at first I like the Visual medium because sister, she is, um, she took this,
um, um, course before. They’'re doing mass communication which I'm learning
from her. Like she did this film before in her collegé, learning college in the
- Philippines and I guess so. B
N: You ‘found that interesting?
K: Ya. There in the media. That included like you're interviewing something,
someone. Right? |
N: Right.
K: That’s one of it. And, you'll be, ~yoﬁr opinions, your ideas, your knowledges
from yoursélf, you can give it to someone, you can relate to someone if you're in

the media, too, if they a help, um, a help for you. Ya.
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I cannot claim to bé neutral in regards to issues éf abuse. Kris’s candor and
insights about résp;ect for the elderly in her homeland reminded me that
classrooms are occupied, “not merely as instructional sites, but also as cultural
sites” (Giroﬁx and Simon, et al. 1989, p. ix) and as such, they serve as forums for
| sharing stories that invite critical discussion on moral values in a pluralistic
society. |

- Participant: Amelia

Amelia has lived in Canada for many years but rarely speaks English in
her home. In her responses, both orallyand'written, she showed difficulty
recalling details in sequ’ehﬁal order. She used some vocabulary recorded during
the group discussion, but hér Twriting contains a jumblé of ideas, and some
dissonance between the story’s message and her interpretation of it. Initially,
Amelia felt overwhelmed by the pace of the dialogue and wanted to withdraw
: from‘ the study, but was encouraged to stay in order to increase her listening
skills. In fact, she was one of the more prolific writers desiﬁte her initial

discomfort. | |

A reticence to ask for clarification, to voice her ideas in the group

discussion or to question the relevance of a story’s message are factors that
seemed to inhibit the development of reﬂective thinking. Sands (2000) wrote, |
”At times the audience is a detached, inacﬁve observer conscious of difference,
yet at times the audience identifies with the protagonist enough to see and feel as

[she/]he does" (p-258). The detachment which Amelia maintained throughout
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the study differed from the majority of participants Whé identified with one or
more characters in a personal way. Part of that detachment can be atnibuted to
her focus on the action and dialogue of the characters rather than her response to
them. Also, the strain of listening to a Ianguage not yet familiar to the listener
creates barriers that interrupt the fluidity needed td internalize the layers of
meaning that each character brings to a story.

Although fluent in several languages other than English, Amelia’s access to
"En‘gl‘ish was deferred for many years while she raised heryfa‘mily and during those
years, she socialized in groups not requiring her to speeik Eﬁglish. In my
observations, I noted an aptitudé for identifying concrete details; similarly, she
interpreted actioné and relati(‘)nshipsjn concrete terms {hgt were separate aﬁd
outside. Ricoeur (1995) says that action is the “outside” of the text whereas
language is the “inside” of the text (p.240). If language is, therefore, a barrier to
understanding, then the involvement with the “inside” of the text necessarily
remaiﬁs illusor"y.

A selection of her writing about Michelle and William
follows. |

In/the/ new T.V‘.’ segment from “Novthvof 607,
power inv conflict was happened about apolice
woman, Michelle who-hay av dauughter wa just dieds

- before she sent resentiment to-William.




Whmvske)wwwr@;tmgzhm ‘ﬂw/wwyvery rude and

;wmwaﬁmwaummdwmambwaumm ;

WWWLLMWWMWV@WWWW n

| 'mwmwwwwm becowowslwwa&
| oﬁ'armg/agaretta, coﬁ‘e@omdzwmwvreawwwwwy
wd‘romely vwl@nc&wvact“wwamd/verbally After
';}whwt’mg/Wulhmw Mudwllaﬁoltﬂ'\odwngvpower

| com%t Somoﬁ‘i,cerytabk&mmofwabfumbvww '
took/beﬁ)r@allxthe/r%pmabvhty about him

* rmewmwwprwmm
forﬂwyrea/sowa}teIlatned/tohelp himy H&waw |
'wwyoumg/oﬁ‘bndw amd/he/wa/yarr%ted/ |

Willioawm way abvwfwe/by somebody and he buunt
| huwwdfwﬁva,gayett@ | , B
Wil fought and he s verbally We/wbm 8

) Muohdl@a/nd/th@sam&fmh@azsked/for the other

deovaa/m:by
TMrecordystudyoﬁcenderybackgrowndzwere/very '
awt’walxaznd/need/tvmwtww}vwaal/workwx |

| cowncellom/, pgyduatm/st :
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Take time to- change to-another habite but

educated the younger offendery to-prevent crime

'y v retraining program.

Volunter job-for yeary were the pawt of the charge

In thé segment about conflict between Micheile and William, she makes

recomméndations but doesn’t reflect on them, leaving the reader to wonder
abou;c the juxtaposition of William’ as a “criminal” and Michelle in need of a
retréining course reveals incomplete thoughts, as though the ﬁrgency to record
- key points supe‘rcédes a deeper u‘rylderstanding of the points she views are
importanf to remembér. When the next sentence, m the middle of the text, opens
with “In the begim'ng. ..”, it suggests a stream of consciousness Without revision.
Later in the text, she repeats some details while changihg others. In spokeh
English, Amelia experienced similar problems with linear explanations, needihg
| tb tell and re-tell ideas in,disjointed‘ chunks, seemingly, wﬂ:h the anﬁcipation that
repetition would clarify her ‘mfended meamng,~wﬁen,, it ‘frequentiy caﬁsed
confusion for the listener(s) and resulted in ~the"opposit‘e, effecf. In retrospect, she
probably misunderstood my explanation of reﬂective thinking leading t‘b
reflective writing, English being a barrier to all aspects of her language learning.

Amelia elaborated oh. difficulty with sequencing and comprehension
during our interview; I began by asking what was the most meaningful

experience for her as a participant in the pilot project.
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A: For me was what I like more or what I feel better for. me? [ feel everythin’ is
interestin’, no, because I learn philosophy, especially because when I listen at
home, for example, sometime I can’t understan’ what happen.lf my husbénd not
with mé, you know, so many little things, you know, linking, you know, one
thing to the other sometime escape to me.

N: Ah ha. So, it doesn’t make a lot of sehse.

A:Ya. Ah, but I worry every time, especially when we start with this episode, I
feel so embarrassed for the simple, for the first day, you know I underétan’
nothing about. Right? Little by little, I talk with the girls and is coming, little by
little in my mind, but what I saw. ’th, yes. Okay. Ya, ha. Oh, oh. I understan’
something. Oh, oh, okay. (laughter) people from this or no? Ah....

N: What brought that understanding? Was it your own [reading]

or was it the discussion? |

A: Well, I need discussion becaﬁse if you know it is very hard for me. You
understand, I have this problem. No, the same in conyersélﬁon, no, so I feel so
émbarrass, no. I don't know what happen to me because someﬁﬁe my husband
say, “What yo:u; study, English? Yes or no. (laughter) Yes, but I don’t know. ,

| Maybe it something psychoidgi;, I don’t know. Or) maybe it because I was S0
many years at home with my children. I give all my love to my children. Right?
My husbémd told me sb many times, you improve very much, you know, from
)the kbe’ginning to now. It’s so different. But, still, still isn’t for me; no, is’not

enough. I don’t know what I do. My writing. You know my writing, almost, no,
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is not perfect, but you can understar’. Right? It dependl, I don’t know. It depend
beéause I was different teacher in this class [four teachers]. Is so »many‘ years I
coﬁé here, you know, and this is the first opportunity for something different.
Researcher’s Reflection
I am stunned by‘this comment, imagining myself in the same class for four

years listening to the same dull tapes. Amelia was in the reading circle I led one
afternoon a week in the previous teﬁn. So many transitions she has made in
aa’]ustzng to ’teachm‘g styles, yet I suspect that the program’s emphasis on taped
materials has not given her efzougb time to share meaningtul conversations with
classmates. Sometimes students get stuck in a program that just isn’t meeting

their unique needs. As it happened, she entirely cbangéd her focus the following
year and came back to see me, beaming with success and a ﬁ'rsz‘ class grade in her
‘course. This interview was the first mk]j'ngvof positive chaﬁges on the horizon,

N: Was it[the study] useful?

A: 1 think so. I think so, because I feel, you remember_ When I told you. Oh, my
gosh. | |

N: I know. I was so proud of you for coming back because I know that it was
hard for you to do that. |

A: Ya, ah, thank you to the girls and all fhey tell me. Lots more to diécuss. It waé
very, very, very nicé how they discuss, no. I think I learn lots.

N: Good!
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A:Ya. 'm happy. The first one I was really embarrass. I feel worried, you know,
what I do, whatI sa/y, what (pause) I thought about everything. And, honestly,
talking to them. Oh, yes, and that's something more because it was coming in my
‘mind what I saw befdre. Right?

N: That may be what has blocked your progress more than anything is fear,
because I think when students start to talk and you realize you’re not alone in
not understanding, that almost everybo‘dy in the class feels the same way . . .

A: Mm hm. | |

N: That you begin to relax.

A:Ya.

- The interview mainly consfsted of Amelia’s challenges with language, but
she commen‘ted‘brie’ﬂy on her perception of N ative Canadians, Based on the four
edited stories. It appeared she had no previous knowledge of Native History.
She expressed a i(een interest “because I never saw this kind of, you know, |
Bistory. Right? With reference to representations of life on a northern reserve, she
noted that life “is no easy. Of course, I thjnkk they need more heip. Social
worker.” She noted their poverty and said, “They don’t have any defenée.” ‘

As I came to the end of Amelia’s 1'nterviéw and reflected on her emotional
angst in the beginning compared with her increasing confidence over four 2-hour
sessions, I could not imagine any greater validation for oral/aural stimulation in
adult literacy programs.

N: We had a lot of discussion in the classes. Did you find the discussion useful?




162

A: 1 think so. You explain if we ask sometime or you ask to us. Right? It works
propetly. I think it was wonderful. Right? (laughter) Wow! Excellent! Mere than
Wherl I think of from the beginning. (laughter) Thank you very much.

N: You're welcome. I enjoyed it, too.

A: Oh, me too. Especially with you.

Reseér'cberis Reﬂection :

Amelia brought ber light to me that day. In the story entitled, “Raven
Brz'ngs tbe Light” told by Louise Profejt-LeBJang a member of the Nacho N’y 1k
Dun First Nation of the Northern Tutchone people of Mayo in the Yukon, the
g:l‘alrzdmotberrezmhdsfher‘yomg gmnddaughter, ”You’ got three ears you know.
Two :en the side of your head and one in your heart. Make eure you always use
that one to‘e!” (Archibald; Ed., et al, 1993, p. xxv) Anotber form ef the three ears
teaching is represented on a house post 1n Sty-Wet-Tan, tbe;name given to the
Great Hall by the Musqueam Nation and it means the “Spiritual Power of the
West Wind'. The house post carved by Walter and Rod Harris, shows three
huzﬁen figures depicting one figure Speakizlg and two ]jstenm"g.\ “The Elders
Vteach usto listen with our thfee ears: twe on the sides. of our head and the one in
our heart. We learn to bring the heart and minel; the three ears together’l (YOung(
2000, p. 6) . To open oneself to the experiences of another and fo find our |
common humanity enables us to listen with the heart as well as the mind and to

- explore the inner voice(s) in order to gain in-sight. 1 jntézpret Amelia’s progress

during the study from the perspective of tapping into the internal readings
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stored in body and spirit memory; then the reflective pfocess becomes actively
engagedina dia]ogic communion of intellect and emotion, reason and mtﬁjtion, |
gue;ﬁonm(g and reflecting. “We all incorporate within ourselves many voices,
loud and soft. Each one of us becomes a unique assemblage in a constant
dynamic state, the meeting place, the intersection point of innumerable forces”

(Rosen, p. 132).

Participant: John
‘]ohn isa Canadiah English speaker who wrote three out of four reflective
journals. For the most part, hlS responses were in point form ébout “What
happened?” and “How do I feel?” but in his reflective reader résponse to the
“Outsider” with Nevada, he irdenti’fied with the outsidc;,r experience and writes in
complete sentences. i |
My quﬂmtbdmwmwmety iy
very umportomt One exaumple of my feeling iy inthe
Novthof 60 segment where Nevada who- Wﬁfmw
the big city (Vancowver) and he wa/;«7‘:;3/‘(44g/to—j’%:t\~ i
with all the residenty of the village: The way |
Nwadwdwﬂwwmﬂmtha made up o story about
The problem with this was that the Native
Americany now uwse Wm/steadxofharpmfbr
 hunting. Ay@rMOFWMtpw mistoke the
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v:llag«erydwbmotaccapthma&w me/mber of this
society. n |
For a»vwxwvale/Ofﬁﬂwwv my own life z,’/s/ﬁtatk
 fromvgrades two-until eight T attended o Christian
- Schooland thew I went to-public ;ohoobfor grades
nine untditwelve: This transition into-grade vww |
 wa onesthat was very difficults Youw see; it the
; ﬁ'\ai'I looked/baobwtharmy cloﬂwwe,r& notas
| waus there were quu‘:e/ v few ofﬁw/populow peo-ple/
who sow the/way I looked/whewI walked/mﬂw
schoolandsthey branded ay - ‘erd?. Tt took me
| ‘Wzlzg/rad@ davmtoﬁvmlly gointhe re/spectofmyu
 peers: I o now WquprofﬂwMy
| By hstemng in the gap Where‘pamful school ‘experlences resﬁrface, John
re—viSits feelings of lieriation and difference duringr adelescence when the
suffermg of separation from peers through mockery and 1nt1mldat10n can lnfhct
such a deep sense of wounding that learrung becomes impossible. When an

; md1v1dua1 becomes isolated from the group’, aggression spills forthina Variety
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of abusive ways. In the shdrt time I spent with John, I 0§erheaxd an occasional
snide remark or put;iown directed towards him, and he responded outwardly
kWiﬂ’l patience and humour. His demeanour showed ”humility, living W1th grace
in the midst of oppression, finding justice with qu, and learning strength
through gentleness”‘ (Carlson,,1994, p. 19). The ihcidents alerted me to conditions
of subtle disrespect that -mar'a’ learning enVironment because everyone 1n the
same spacé absorbs the néga’dve energy whether consciously or unconsciously.

‘Rather than refer to a specific story, John wanted to discuss his method of |

getting ideas down on paper. He mentioned that writing ‘lets out feelingé, and he
learned from a classmate to just write with an openness and receptivity to
whatever thoughts begin to flow onto the page. From there, he talked about
power struggles and what he learned from the characters’ actions.

| J: Well, let’s see, um, there was the one about the power strﬁggle. It Was real

- interesting to see how people act aﬁd then they think about what they did. It’s’
like, um, I'm workin’ on that too. For me, it’ s not the f_act that I act before I think.
I say before I think and now I'm trying to think befbre I'say it.

- John related that a powerful course 'he’d‘taken sometime in the past had
been helpful to observe and then reflect on “what I'm doing in my life and stuff ‘
like that.” |
N: Did watching “North of 60” do that for YOu?

J: Ya. Like the things that they said triggered something in my mind and then as

yoﬁ’ve noticed, it sparkéd something and I just go, like I just run with it.
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N: So, it stimulated your wr1tmg
J: Ya, ya.‘ |
N: Géod. What inﬂuen;ed your Writihg the most? The visual impressions created
by the camera, the Problems that the characters were experiencing, or your own
knowledge and quesﬁorﬁhg about Whaf you knew?
J: it was a collaboraﬁdn of what the characters were feeling and then what I
aiready had and it brought it. Like what the characters went through brought out
in my own self.
N: So, your past knowledge and the new information were put together.
J: Ya. |
N: And was that, ah, useful in your own understanding?
]: Ya, ’causé it, I mean, as I say I don’t get much chance to tell people about my
probléms because, I don’t know, other people’s problems seem to be bigger than
- mine, but it's a big enough one that I should be talking about it to get it off my
chést. | |

The above infofination Signals to me, again, the iniportanL:e of discu_séion
- and social i11teracti0n. In the idiomatic language of getting st)mething off one’s
chest, a counsellor might Wo;‘k with this embodied space where emotions seem ’
to bé contained. John knoWs the emotional costs of not belonging, sé the
 significant story for him was “The Outsider”.
J: It took me from Grade 9 till Grade 111 had a problem with [belonging]. Like,

- the first day, somethjng stuck, right, and it stuck for two years till I went to
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Grade 11 in High School and 1 started working with Spécial Needs kids and then,
- because like’all the I;rihcipals and stuff like that, they liked me working with
Spec’ia] Needs kids. I kinda got to know the principals ahd V‘ice—principals and
teachers a lét, so they told me tb like block it out of mind and just worry about
myself because they said that those people who were p‘utting‘ me doWn, or like
insecure about Special Needs kids themselves, and that’s why they put me down
for working with them, so I shot past that and look at me now. I have no problem
now With what other people say because along with, in that course there was a
feedback section and, so what it is you take it with your head and you give it
with your heart. If you take it with your heart, like if you take what people say
with your heart, it's going to téar you down. |
N: It plays tricks in your head.
J: Oh, does it ever. So, now that I've learned to take it with ﬁy head, it does
nothing to me. Like it's just words. Right? ’I meah the odd thing does slip past |
and go down to my heart, but who doesn't. It's just humér; fo do that. Right?
At this point, a background in counselling psychology Wc;uld' be an asset.
John Said that when hurtful messages involve body reactions “it stops you from
living and it cripples you”. Base‘d‘ on his lived experience, he could 'idenﬁfy with
Michelle’s dis-ease toward Charlie in “Safe Home” and noticed that his long hair
triggered an illusion of Hanna, her deceased daughter, that clouded Michelle’s
judgement when responding to Charlie. On a human level, ]ohh spoke with

insight and empathy about the characters’ problems, yet on a cultural level, he




168
adnﬁtted that his knowlédge of Native culture “was liké teepees and stuiff like
that. Like from T.V. i?ight? | “

J: But, ah,ywell N
N: Eléborate on that. Teepées; What else did you know?
J: V"V,ell,'vhorks'és and, e‘lyh,‘l.ike Cowboy and Indian ﬁ‘mes,’ but'there’é bbvious, butit
was more réaliéﬁc than what you see onx'r'nOV‘iéS énd stuff, ’caus,e(pause) :
N: Did it seem like a real community to you? | | |
] Ya. Ya. Uin, there’s one movie, it's called *Maverick’ With Mel Gibsbh and they
have these Indians and, ah, it was rea‘lly‘mteresting, ‘cause like they Wefe, ah,
just trying to impress t‘h‘is,:‘um, "Russian Archduke, or 'wha’\crever,; S0 nthey had ~t{he
fteepeés, but t’héy live, obviously they live ni)fmal lives, and so4 théy were just
dressed up in the Indla:n sfuff, like the dld, traditional stuff j’usti to impress the ,
-guys, but they\weré talking English and stuff. It's funny to see how people
portray kit, like how they see them and kh’ow they really ‘are: B
N: nght There’s a difference, iSn’t there? |
N: Ya. -
I The Stereotypés.
N: Ya;

- J: That we all have in our head and then when you meet a real native person...

k "~ N:Ya.
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J: They're just like you and Iare.

Coming to see the other, not as an object but as another subject requires
both ’reﬂection and action. To acknowledge stereotypical images, challenge the
validity of such images, internalize the reflective process that leads toa
realization that stereotypes are distortions of reality, and then take action to
actually experience a body, mind, s;pirit shift in consciousness moves the learner
to a transformative space so that assimilatation of new knowledge with past
’ knoWledge and new information occurs. Freire (1998) writes, “To teach is not to
transfer knowledge but to create the possibilities for the production or
constfuction of knowledge” (p. 30). Such breakthrough knowledge ruptures
perceived boundaries, opening space for conscious pereoriai and social change.

Participant: Ellen

' Ellen refused to write a reflective response journal during the workshops,
bu’t in the interview, she returned to the conflict 'between William and Michelle,
and spoke insightfully about her self-illlposed,margirializaition and her
reluctance to participate in oral or written responses to the stories. The offic‘e
where the interviews took place had two chairs, side by side, in front of a table
on which the tape recorder, farﬁcipants’ Writihgs, and notepad were plaeed.
Another chair resembling a barstool was. off to‘the side. In my notes, I've

-recorded that Ellen was the 10% of 11 to be interviewed although I remember her

hesitating till the last—one of those slippages that romanticize reality. This |
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interview differed from the others since Ellen Chdsé the.barstool to perch on,
giving her an elevated position. Highlights of our dialogue follow. o
E: I see William acting the same way that I felt. [ was there. I was that person not
doing anything anybody told me and I'd get very, very angry. I've beeh there.
My past. I've been in a detention centre for something I did and I thought I'd
never get caught, and I got in trouble for it. That's What it brought up for me,
because it reminded mie of myself at William’s age. How old was he?
N : He’d be about 18.

-E:Ya, and that's how I Was at 18, so it reminded me.

Lasked her if she could relate to the brutal treatment that William
experienced, and she confirmed a similar pattern. “There was a lot of physical
abuse in detention and then I ended up being the abuser.” I didn’t ask for
specific incidents nor did she offer to elaborate : however, if seemed that she had

- lived with physical violence most of her life until she made a conscious decisioh
to break the cycle. By the time she signed uf) for the ?esé&éh study, Ellen had
made incredible gains; Still, resistance to writing seemed to be a;n important
ébstaCIe to overcome. During the interview, we discussed issues of resistance
and control in the classroom fha_t she needed td consciously unlearn in order to
progress in her writing. |

E: I can think ahd say what I feel, but; when I put it down on paper, it’s different.
It’s easier for me to talk about it than WIite’ it down. I struggle with that every

day. -
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N: I,knOW’ you can do 1t )
E: It takes a lot for my teacher to getme to write anything.

N: Areyou aware of any power struggle going on? -

E1 thmk it's my own power saying, “no, don’t wnte And that s why I f1gure it’s

my control, and I don t want to do it, so I don’t do it. It’ s really somethmg that's.
hard for me to let go of the control.

N: Th’at’s a really good insight.

E: 1t has Some’chi‘ng’r to do with the abuse. I can rsée What I’mkdoing, ;

N: You can see what you're doing,:and then y‘ou have to make the decision to

, Change or not. What was your experience as a child? Did you resent the teachers

asking you to write? You felt controlled?

E: Ya, the control was the'r“e.iI quit schobl fdr that reason, beca’Usé I didn't like
bemg~'fold what to do.
Ni: Can you see how that has gone full circle? You know, like the abused and the
a:bu‘serl." You felt controlled and now you want to control. - '
E: Ahha.
Deﬁeinc'e Re-Visited

I want my voice to narrate m 1y own story;

to disrupt erasure, to punctuate the silence

so herstory re-writes power Wit]zin,fee]zhg

equal too. You stare at me, teacher, right

through them breakable lens, straight

past the story I am, could be, if only . .
like some inert object, not moving Subject
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seeing your unseen, hearing your unheard.
- Voices collide against flat sound. You seek
mute, fake images to pass your scrutiny.

re-place my centre in your margin.
: HOW to touch the world together smy?

* ok Kk
N: And what’s it doing to your learning?
E Nothing. (laa‘ghter) It's stubbornness—how I've been all my life.
N: But this‘behaviour must be useful fo ybu for now, 6r YOu would Say( ‘Enough. |
I’want to domy wi’iting. I'm not’ going fo let the teacher t‘ellrme. It’s because I
want to.” |
E: Ya, you got it. Um, I know there 1s a ‘fea'son why I am whereIam today,
becaﬁse I am doing the;same“tn‘ingasywhen Iwasa kldIf I had homework, I
Wouldn’t dd ﬁ s ’
N: But, 1t S good to look at the little kid in you and say, Thls didn’t get me where
| I Wanted to go. How dol change that now as an adu1t7’ |
B E:That’e‘what I have to do. : | W
N: Howevef, moving from 1 don’ t want to be controlled,’ how do you take
~ eonfrel ina peéitiVe Way r’aﬂier than ‘a resistant way?
E:Inever tnought of ’that. (pause) 1 need to Wri’;e. It has been shown 1n this elass }
that I:can wﬁte. ’When Iput it down on pa}aer and have someone else look at it, I
: can do ,it; ‘ |

N: There’s no logic to it. Not Writ‘ing, I'mean.

- E:No. .
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N: Are you going to think about this?
E: Ya. (laughter)
Reséarcberis Keflection

The interview with Ellen raised issues of .gbuse, control, loss as ywe]] as
rec]aiming voice through storytelling and self-discovery narrative. She
pfofound]y influenced my thinking about a praxis of un]eafmhgm order to re-
conﬁ;gﬁre barriers from the paét, As Ellen spoke about her resistances to writing, |

she unknowingly opened a space for me to reflect on my own resistances to

- writing. This dialogue between researcher and participant finds expression in

“Teaching Against the GRAIN” in which Simon (1992) writes:

What is to be recognized in a dialogic pedagogy is that both -
students and teachers are doubly ignorant, not only of their
structured resistances but as well of the knowledge of what
it is that resists in the other. Given this double structure of
ignorance in a pedagogical encounter, each then must listen
for the silence in the other, helping each other to knowledge
that is inaccessible. This knowledge is not in the teacher; it
cannot be given. It is only to be acquired in the conversation
between the teacher and students as coinvestigators of each
other’s resistances. (p. 97) '

Stories ‘conﬁnually reshape themselves as shifting, imperfect images. The
voices of self-discovery re-tell of past knowledge and lived experience. As
educators, we need to listen with three ears for the inner awakenings that open. |

new pathways to learning. Teachers and students working together as partners

become dynamic agents of change. Itis important for learners to “look for
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corinections between theif personal experience and the .theOretical and Iu'storical
~ concerns addressedﬂin class” (Berry & Black, p. 88).

: The acquisition pf knéwledge requires an active process of socia}
communication with others. Many of the researgh participants voiced their
appreciation fortheoppor"cunity to share ideas and learn fronﬂ fheir ClaSsmates. :
kLe‘arners draw from personal experience to “ explore how powér works in
diécOursé aﬁd pra‘ctice’s of daily life and the felt oppreSSions” (p- 88) Whi‘ch
ﬂnpéct on individﬁal interpretaﬁons, Creating distortions in meaning
perspécﬁVe‘s.‘ Opening a space fkor‘respectful dialogue necessitateé balance since
~voicing and silencing co-existin both 'personal ar‘td’pyoli’tical gpheres. Language
and the éBility;to Cominurﬁcafe in socially interactive activities aré key elements

in emancipatory learning.
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CHAPTER 6: SITE TWO
Introduction
~ The main research project began at Site Two in an urban college system
during the Fall Semester. As already mentioned, the difference between the pilot
project and the other two sites that were part of the main research project
consisted ’of a writing sample and a brainstorming intervention for the purpose of
vocabulary building. Site Two conformed to a six-week plan with ohe visit per
Week. I spent a total of 11 hours on site that included the initial confact, four 2-
hour Workshops; and approximately two hours of interviews. Participants
‘worked without a break for the full two hours at which time they proceeded to
their next class. This alloWed fnore time for extended brainstorming, small group
discussion, and shared learning after the gfbup's had completed the worksheet.
During the first session, 12 prospective participants i)roduced a writing
sample, ﬁ,l'led; in é questionnaire, énd either signed the letter of consent or took it
aWay for further ¢0nsideration. At the first meeting, I Qﬁtl?iﬁed the timeline and
structure of the reséaréh study and gave the participants an opti(;n of being
%zideotaped or audiotaped during the‘ interview. |
Irﬁtiéﬂy, the par‘ticipaﬁts expfessed a preference for being videotaped. As

“each group at the four sites had unique situations requiring slight I'n’odificationé
to the research process, I kept the techhical aspects of interviewing flexible until
closer to the end of the study, but the participants needed an overview of what to

expect from day one in the process before making a commitment to participate.
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Aswe appi‘oached fhe final Workshop at this sité, two participants
expressed aprefereﬁce for audiot‘ai)ing, so on the day of the interviews, I brought
a camera, tripod, and tape recorder to the interview sessions that were held in a
tiny office next to the Administration offices. Fortunately, T audio,-taped the entire
session because the process of transcribing audiotaped cassettes on a dictaphone
proved to be far easier than manually rewinding dialogues from the videotape in
order to catch each word. Yet, the video’éaped version provided enriched nUanées
of méaning‘ through visual communication that one forgets or fails to notice
during the intérview while focussed on verbal cues and aﬁral messages. In
addition, Vide‘otaping added a bonus of being able to lip read if my ear, alone,
could not discern a second language learner’s pronunciatipn. This latter point is
significant since I am profoundly deaf in my left ear and dependk alotonlip
reading in my daily communications.

For each workshop, I distributed a ‘brainstorming sheet and a worksheet
With specific questions to discuss in small groups. The‘frirr,z;,t» workshop gave me an
opportunity to introduce literary ternﬁnology—-theme, setting, cflaracters, plot,
rising actibn, conﬂict; climax, falling action, cox}clusion-— and draw a plot diagram
which was familiar to some, ‘but ;'new information for others. I éxplainedv the main
purpose of brainstbrming was not only to take notes to assist th’eIﬁ in their Writfen
responses, but also to share the‘ flow of ideas that extend as each individual

participates.
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Stories ige‘n‘erate idéas, some of which may cause an individual to reﬂect on
an alternate persp’eétive not considered previously. I observed from the
braihstorming sessions that culture and lived experience, for example, ghaped the
initial interpretations of the images and language in a story, but hearing a
diversi’cy of views helped to move the learners from static ideas to ideas in flux.
This shaping and re-shaping of ideas through the process of brainstorming |
stimulated group interaction, but more on braiinstorming will be discussed in the
inteririews with individual participants. - |

The Worksheet posed questions for analyzing and problem-solving. A
question relating’to the story’s therne was in a separate _box at the top of the sheet.
Participants filled in their ideas, opinions, predictidns, or assumptions in ‘ahswer
~ tothe thérnatic question. As participants discussed their reéponées, I recorded
key words on a worksheet transparency. Similarly, I uséd a brainstorming
transparency during the half-time discussion to assist the participants in their
vocabulary building.

After the first reading of a story, I paused the tape to let p\articipants
- generate words and phrases relating to the rext., I gave occasional prompts as
open—ended reminders to elii:it responses. During this phase, random Wbrds ~and
ideas could be read on an oVerhead projector and copied by the participants. In |
some cases, root words were‘ex‘panded on, synonyms, antonyms, or homonyms

added, or pronunciation practiced as requested.-
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Overview of the Research Participants

Qf the,origir{al twelve, seven acﬁve participants formed a core group. Four
participants completed four written responses; one was a noﬁ-native Canadia’n
English speaker, two were second language learners, and one was a mixed blood
Canadian English speaker. In addition to the four who completéd all the
workshops, one native Canadian English speaker éttended three workshops and
submitted three Writtén responses while 'c’me second language speaker also
attended thfee workshops and wrote three written responses. One native
' Cahadian speaker who grew uP ina Naﬁve~chHﬁumty and knew some of his
first lahguage attended all four workshops but did not submit a responsive
journal until the final one for ’ Safe Home” that everyone completed during the
workshop. An eighth person who intended to participate was ill for the first two
workshops, (’:ame’ for the third one, then was absent agaih for the final workshop.
Other than a writing sample, she did not submit any Writing, But agreed to be’
'jhterviewed. Two participants at Site Two declined to be iﬁterviewed.

Despite ,the fact that some participants came from the “big room\”‘ and met for the
rfirst time in a smaller classroom for the research study, the group quickly
developed a comfort level. People fqrmed nevx; groups as they érrived for each
session rathér than collecting in the same locrati‘on. This spontaneous mixing
contributed to greater appreciation for cultural perspectives when the groﬁpings :

changed from week to week.
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One unfortunate inddent occurred when a native participant laughed in -
what seemed to be a nervous reaction to another native part:icipant’s aﬁswer;
triggering a hurtful flashback in the latter. I have included part of the transcript
| that elaborates on the incident later in the chapter as a reminder for adult literacy
instructors working with residential school survivors and adults with a history of
school-related or other trauma that temporary setbacks occur, and some Vform of
mediation/intervention may facilitate a return to balancé and harmony.

| Although the participant who is a residential school survivor attended
only one workshop, she stayed with her group for the entire workshop and felt
empowered by thé fact that she resisted her first msﬁngt to leave. The instructor
~ gave her immediate suﬁport éfter"che workshop ‘and cofnmurﬁcated with me by
email afterwards. In the interview, the pafﬁci’pant deconstructed feelings from
the past that were still very much present and alive in body, mind, and spirit,
 illuminating how internalized messages and experiences can remain dormant’a
lbng time; then, return like a boomerang without Wamjng«. -
Site Two participants enjoyed verbalizing, thinking aloﬁci, actively

engaging in animated dialogues, so they initiated most of the brainstorming on
their own. Of the three main sites, the group at this site transferred vocabulary

they recorded on their brainstorming sheets into their written reflections more |

often than participants at the other sites. In general, there Was a greater output of

wrltlng per story, notwithstanding the one who submitted only one response and

another who did not write at all. The participants in the research study came




180

from differént classes, so they had little or no prior hloWIedge of each other.
Although I only worked with one instructor who provided classroom Space for
the study, there were several literacy instructors working in nearby dassrooms
and the participants rotated to different instructo;s, depending on their
individualized program. The set-up seemed more like a high school or college
atmosphére with opportunities to gain experience from a Variety of teaching
styles and materials. |

 The instructor with whom T wofked did not know all who participated in
the study, but she opened her classroom to anyone in the department. She also
participa’ced in some of the WOI‘kSthS, Mote a writing sample, listened and
asked questions in the first Wdrkshop’s.discussion period, and by her modelling,
she helped set a positive tone for the subsequeht workshops. 1 bégan noting
different routines andbc'haracterisktics of individual instructérs and the ways that
people in authority convey messages about purpose and place that impact on |

sfudents and their attitudes toward ins’citutionalizéd education.

~ Pthical Layout

| The classroom was situated at the endrof.‘ a long hall and set apart from the
“big room” that had large dividers used as book shelves and cupboards. 1 spent
so 1it’t1e time in the larger room that I have only retained vague impressioris of
open space, computers, tables, and several inétructors teaching within close
proximity to eaéh other. Thekresearch study was held in a spartan room with

windows along two sides that offered good natural light although with television,
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we had to close the blinds. The fsquare- room had two blackboards on the enclosed

two walls, long tabies and chairs, and an instructor’s desk. Other than the

portable television and VCR equipment that I brought from a technical support
wing, the classroom appeared to be a print reading and cursive writing work
space. There was no evidence of computers or assistive technology being used. -
Remembering how furniture seemed to impose division m the Site One
classroom layout in terms of proximity to the television and group interaction, I
decided to involve participants in small group discussion from day one at this
site, and work around furniture rather than become separated by it. Prior to my |

research, I had not been conscious of how intrusive institutional furnishings can

- be, however necessary in establishing a certain visual statement for the purpose

of the space. The language of furniture situates us in education, but I have
learned through experience that human enexgy} sometimes referred to as
”éhemistry” has an influence on the group dynamics and caﬁ override whatex}er
physicél obstécles separate p‘_eyopleT

Like Site One, the Workshops were set a week apart, but llather than being

in the afternoon, these sessions were held in the morning from 9:00 a.m. - 11:00

a.m. At Site Two, attendance was fairly consistent, partly because each

participant was called by the instructor or her assistant the day before my visit.

- The instructor mentioned in her interview that encouraging participants to

attend each week was a major worry for her, personally since “getting the

students there, making sure that they would show up which is always a problem
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with ABE” meant that extra call. 1had not asked Lois to call them, but her
conscientious effort gave a clear message to the participants that attendance and
commitment are important to their education.

Researcher/Instructor Relationship

A gratifying pkr‘ofessionayl relationship grew between the college’s host
instructof and myself. After each Workéhop, Lois emailed me régarding
feedback she received from the participants. The check-in proved invaluable if T
had éoncerns about an individual’s fesponse; Lois was able to confer with
him/her and get back to me. Lois volunteered to share her thoughts after the
participants had completed their interviews. Here is a portion of her comments.
N: What was the study like for you asa learning expefien¢e?

L: I was impressed how often the students told me they liked the format Where
you showed it once, discussed it, did the brainstorming with vocabulary, and
then you showed the whole thing again, and I had néver thought of that before. I
never realized the necessity of that. It just showed me hovx; fhis group of
studenté, I guess, m particular, needs more time to process infor;nation, sol
;c}ﬁnk that”s what impressed me the most. -

Two of the parﬁcipanfs at Site Two struggle with short-term memory
’ deficits. Reading a teievision story twice provided both these individuals the
extra reinforcerﬁent needed to retain information. However, when aéked if they
- would apply the same sfrategy to reading a print text twice, the response was |

negative because‘just getting from one paragraph to the next caused stress. 1
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would be inclined to negotiate a trial of the strategy w1th a short article of interest
to the student before dismissing the intervention with print text. thatb seems
daunting in the beginmfng sometimes turns into a helpful tool that neither the
instructor nor the student had éonsidered previously, and then you say to
yourSelf,‘ “Why didn’t I think of that before?”

Another conﬁnonfocus in adult literacy is a print-based orientation. Lois
expressed interest in my idea of building bridges for students whose dominant
meaﬁs of acquiring information is either visual observation or active listening,

- and their enthusiasm for learning seizes up at the sight of a print text.
L: And so I think it very difficult for many of the students who are, say, auditory
learners or experiential learners, um, and this is something we’ve talked about in
our department from time to time,y,bu’t histdricaily we've operatéd in this way, in
a print-based way.

I mentioned reading circles and conversation circles, and Lois articulated a

fnyth that reading aloud in ka‘dult literacy creates embaxras;sﬁlent. Because my

' é‘cyle of teaching emphasizes participatory and experiential activities, my
approach has been to initiate small group reading activities for those who want to
participate and not 'pre-judgé for others what situaﬁon best »suprrts their comfort
level. EdﬁcatOrs are privileged to see small miracles occur daily if they are willing
to 1th go and allow student-centred learning to happen.
L: Yes. This ié something that I have been in favour of for some time but in ABE

‘thereisa feeling that there must not be oral reading because it embarrasses some
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students. Um, but I agree With you. I would like to‘see é reading circle or
something of that nature because I think it is important for the inétructor to
éc’cuaﬂy see how the students are actually reading and also for the students to

~ hear one another read and, perhaps learn some pyomineiatibﬁ and meanings from
listening to others talk.

N: Emily inentioned that. [She] said that listening to other peopl‘e’s

brainstorming helped her not just with her spelling but also the pronunciation of
‘words that perhaps she knew but didn’t know how to pronounce.

L: Yes. Ya, she mentioned that to me as well. She found the brainstorming
extrerﬁely useful.

My approach to the use of brainstorming techniques was to keepit simple.
lintroduced brainstorming as a basic concept for sharing ideas ahd recording
vocabulary relating to a particular story. Believing that individuals gradually
‘ ’develop a personal style of brainstorming, I was delighted to find a quote that
closely articulates my sentiment in regards to individualit}; and the Four R’s:
~respect, relationship, responsibility, énd reverence. Thornburg (i993) cites
Hyerle (1996) as follows: ‘
| - Brainstorming webs should be honored és “sacred” in the sense

that the free associations and links among ideas are more

like an evolving piece of art than a document to be

evaluated using comparative methods. Within this

- framework of respect for individual thinking, there is no

“wrong” use of webbing, only more productive techniques

that students can learn for improving their abilities to tap
the flow of their creative juices. (p. 90)
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For me, the key words arev “honored,” “sacred,” “respect,” “productive,” and
“creative.” To applgf these key words almost guarantees learning. Whether the
learning resembles a finished product that satisfies a teacher/ researcher is
secondary to developing the shape of one’s own learning process. One useful
skill that the majority of thé research participants in adult literacy noted as a

- missing component of their learning process had been brainstorming.

Reflections on Oral and Written Responses

ﬁ Participant: Lauren

Lauren is a second language learner Who kept to herself more than the
others. While she attended three of the four workshops, she arrived late for two
workshops, sitting to the side and observing at a distance \from‘the others.
Lauren appeared to need space when first éntering theclassroorh. Recently, an
educator shared her own réticénce to enter some classrooms as a student,

“describing an almost phobic apprehension that echoed descriptions given by |
students. Laurencompleted the three Wofksheets and\wr(‘)t'e a reflective
résponse for each of the three stories. Since she tended to miss ti1e brainstorming
session and just participate in the second half with the s,eéond feading and group
discussion, I saw no evidencs of ’the Vocabulary sheets that other participants
included in their notes, but she did include the worksheets.

In Lauren’s case, she wrote meticulously. Despite’ the relatively small
space for responses to questions on the worksheet, her writing seemed to shrink

into corners, leaving amplé space for additional information. Typically, her
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reflective responses started with a position statement and then she would give -
- supporting reasons: Her succinct, expressive W‘riting‘inatched her personal,
understated composure. Like art teachers who see the spkirit and character in a
student’s art work, I think writing, too, becomes awhole bbdy process that
moves from internal enviéioning to external revisioning and reveals much of the
writer in fhe writing.
Writtng Sample
The color of my weekend would probably be

the color red.The reason why I pick reds is because

it means love to- me. The weekend, that I remember

the most iy my 1 year annivisary withmy

boyfriend: That night meant so special to-me

becaué@}whad/w'pr%@m&w:ﬁvw inv Stanley

Pawvk and o present that was unforgettable. He had,

surbrige me witha four day cruiseto-LA. T’ha,t

night had red. color everywhere not only for me

aund my boyfriend, but to-everybody aroundsus. So-

that’y my story of my reds week-end:

As a quiet, sensitive observer, she and I developed an unspoken
understanding that her limited participation in the discussions did not reflect a
passivity; rather, her active response flowed through her writing. For example, on

her worksheet for “Corrections”, she acknowledged conflicting assumptions
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about the role of police in society, jotting down “racist, ;:rooks, friend, helpful, =
safety, protectlon, keep the peace, arrest, brutal”. In the SeCtIOIl where Lauren
considered what it Would be like to be William and to i unagme how she could
' change the situation, she writes, “I could change the situation by changing my
aftitude towards the‘ authbrity and everyone around. - behave”. Her response to
the stOrylﬁstands apart from the others because of hér identiﬁcaﬁbn with William.
| ,Nordvofeov '
; rrC orr ed, tons” |
Iwmy opiniony I think Michelle did the right
think ske/ did the nghtﬂ\mg becauw @verym'w/
d%med/wsecovxd/dmwwvw@ for @)wwwple/ I
~wouy lucky e/noug«}vto'd%erve/wsecov@cha/vw
becouse of my laywer. If it weren't for my lao’we*’ to-

; prowouterI wmmaspmmomomofwzy
be:&WI/YDC (youtholetemﬁ,owcwter) atthaage/of

ﬁfwtee/w But I was lucky vamm@w |
'&ecmad/dwmc@ I gu%yby gwmg/;,omeovw

: 'sympathy Wmmgxwmeommghcmrwl@
makp/a/dmﬁ‘emnw It once did for me/ So-by letting
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Wnﬂwvm/go- MWWWWWMW
gobackkowwtoMWuly so-he can stowt avnew

life as v new pevson.

| That’s why I anvreally relate with the situations
because I wa«ﬂw&ovw@mysdf.&rwhatfmreaﬂy
trying today is by giving someone a second: chance can
be really good for aperson. But some people can take the
once learn my lessony T hope Willioum learn hiy lesson too-

(Eventhough I know Williom ig only a chawacter ona
television show.)

In “Competition” and “The Outsider”, Lauren showed compassion for the

characters who struggled with real human dilemma’s. She empathized with Tee

Vee and felt he’d made the right decision to remain silent and not hurt his

mother if she learned the truth. In Nevada’s situation, she focussed on loneliness

- and his need “for someone to love him and nurture him for who he is and not for

someone he is not”. While William’s story brings out predictable tensions

- between textual realism and personal reality, there is a clear message that

receiving mercy and support has influenced her relationships with others, yet

she is mindful that change requires choice. van Manen (1990) writes:

- Lived experience is the starting point and end point of
phenomenological research. The aim of phenomenology is
to transform lived experience into a textual expression of
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its essence—in such a way that the effect of the text is at
‘once a reflexive re-living and a reflective appropriation of -
- something meaningful: a notion by which a reader is
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